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The academic performance of economically disadvantaged students continues to 

be one of the greatest challenges faced by educational leaders and policymakers. While 

previous reform efforts have brought to the surface the extent of the problem with 

initiatives that have proven some level of success, wide-spread, enduring academic 

success among economically disadvantaged students continues to elude most public 

schools. Johnson (2002) asserts "changing content and performance standards without 
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fundamentally transforming educators' practices, processes, and relationships cannot lead 

to success". Thus, efforts aimed at eliminating performance gaps and cultivating a culture 

of equitable academic success requires meaningful, thoughtful educational discourse 

surrounding belief/value principles, practices, leadership structures, and micro-political 

frameworks that continue to perpetuate conditions of underachievement among 

economically disadvantaged students. 

Research Questions: (1) What factors facilitate and impede the achievement of 

economically disadvantaged students? (2) What are the acts of leadership necessary to

producing a high-performing economically disadvantaged student population? (3) How

do factors that influence relate to acts of leadership? (4) How does the Superintendent's

view compare to the secondary teachers' perception as it relates to the factors that 

influence and the acts of leadership? 

Because of its' ability to capture in-depth experiences of the participants (Patton, 

2002), the methodology used will be a qualitative case study design employing 

Interactive Qualitative Analysis (IQA). IQA is a systems approach to qualitative research 

that identifies relationships among self-identified components of an issue (Northcutt & 

McCoy, 2004). Data sources include 15-20 secondary teachers in Northside ISD in San 

Antonio, Texas who have proven success with economically disadvantaged students and 

the district's Superintendent. Employing the IQA methodology, the teachers will 

participate in two focus groups. The participants and superintendent will be individually 

interviewed on the data produced during the focus group activities. 
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This study may broaden the repertoire of explanations as to why economically 

disadvantaged students continue elude high-performing status. The data can be utilized as 

a needs assessment tool in strategic-planning and implementation of change. The 

implications may contribute to scholarship on reform efforts, specifically as it relates to 

practices, beliefs and educational leadership in the areas of critical race thought, deficit-

thinking, and micro-politics.
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CHAPTER I

Rationale

Introduction

Educational reform and restructuring has dominated the country as society 

struggles with the issue of how best to educate the full range of students, each with their 

own needs, abilities, and capabilities. With much conviction, educational leaders and 

policymakers have intensified accountability systems, curriculum standards, and 

performance expectations for students and schools. Educational leaders and policymakers 

have underscored the significance of eliminating the achievement gap between low-

income students and their middle and upper class peers. Programs and initiatives aimed at 

providing equity and high-quality educational resources and opportunities for all 

children, regardless of class, have strengthened in the last several decades. In spite of 

such efforts, schools continue to post a miserable academic record for the great majority 

of economically disadvantaged children. 

In 1983 under the Reagan administration, a report entitled A Nation at Risk 

exposed the erosion of standards and “rising tide of mediocrity” in public schools 

(National Commission on Excellence in Education, 1983, p.1). With a forecast of “equity 

and high-quality schooling,” educators were expected to “demand the best effort and 

performance from all students, whether they are gifted or less able, affluent or 

disadvantaged” (National Commission on Excellence in Education, 1983, p.1). A Nation 

at Risk established the criterion that “all, regardless of race or class or economic status, is 

entitled to a fair chance and to the tools for developing their individual powers of mind 
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and spirit to the utmost” (National Commission on Excellence in Education, 1983, p.1). 

The disenfranchised found hope in this declaration. Unfortunately, these eloquently 

written words have, in many respects, fallen short of its’ promise. 

In order to truly provide all children, regardless of class or race, with an equal life 

chance, public schools must confront and address some very difficult issues ingrained 

within the educational political culture and systems that adversely affect the performance 

of economically disadvantaged students. Today with the rationale that no child gets left 

behind, the cloud of educational rhetoric and promise continues to mount. Amid this 

cloud, however, the educational values, culture and structural mechanisms that perpetuate 

the inequities of educational opportunities for economically disadvantaged students 

continue to be unnoticed, or politely dismissed. 

Cultivating a culture of equitable academic success requires that educational 

leaders and policymakers examine system policies, leadership structures, micro-political 

frameworks, belief and value principles, and practices that continue to perpetuate 

conditions of underachievement among economically disadvantaged students. A vision of 

equitable academic success for all students, regardless of class or race, requires a reform 

movement underscored with democracy, equity, and justice that confronts the causes, and 

not only the symptoms, that generate achievement gaps. In the absence of meaningful, 

thoughtful educational discourse surrounding the issues that create achievement gaps, 

reform efforts will continue to produce negligible and short-lived success.
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Texas Demographic Shift

Texas Demographer, Steve H. Murdock (2003) has noted that Texas is 

undergoing a striking demographic shift that will be significantly altering the diversity 

and ethnic breakdown of student populations in public schools. In a Texas Education 

Agency (TEA) presentation, Murdock (2003) revealed some startlingly demographic 

predictions surrounding the economically disadvantaged student population, particularly 

the Hispanic population. 

As illustrated in Table 1, Murdock (2003) projects population by race/ethnicity in 

Texas from 2000 to 2040 comparing the Anglo, Black, and Hispanic population. The data 

indicates that the Anglo population in Texas will decrease by about half, from 53.1% in 

2000 to 24.2% in 2040 while the Hispanic population will almost double in population, 

from 32.0% in 2000 to 59.1% in 2040. 

Table 1: Projected Proportion of Population by Race/Ethnicity in Texas, 2000-40*

From “Population Change in Texas: Implications for Human and socioeconomic Resources in the 21st 

Century”  by S.H. Murdock, 2003, Texas Education Agency Presentation.
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Murdock (2003) demonstrates the percent comparisons between the Anglo and 

Hispanic populations in Texas by age group and ethnicity in the year 2040 in Table 2

displayed below. The figures explain that a significant increase in the Hispanic 

population and a decrease in the Anglo population will affect age composition. 

Gradually, but steadily, we will have fewer Anglo school-aged children and a vast

increase in Hispanic school-age children. Effectively, our public schools will be occupied 

with predominately Hispanic students.

Table 2: Percent of Texas Population by Age Group & Ethnicity, 2040*

From “Population Change in Texas: Implications for Human and socioeconomic Resources in the 21st 

Century”  by S.H. Murdock, 2003, Texas Education Agency Presentation.

* Projections are shown for the 1.0 scenario
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Table 3 reveals the ethnic diversity of the Texas population enrolled in elementary 

and secondary schools and colleges/universities in 2000 and 2040. In the year 2000, 

39.5% of public schools (elementary and secondary) were occupied by Hispanic students, 

whereas in the year 2040, 66.3% of schools will be occupied with Hispanic students. At 

the college and university level, there is a sizeable decrease in the Anglo population, from 

58.0% in the year 2000 to 28.7% in the year 2040, as compared to the significant increase 

in the Non-Anglo population, Hispanic and African-American.

Table 3: Ethnic Diversity of the Population Enrolled in Elementary and Secondary Schools and 
Colleges in Texas, 2000 and 2040*

_____________________________________________________________________________________
From “Population Change in Texas: Implications for Human and socioeconomic Resources in the 21st 

Century”  by S.H. Murdock, 2003, Texas Education Agency Presentation.

* Projections are shown for the 1.0 scenario
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Murdock’s (2003) demographic facts relating to the projected percent of labor 

force by educational attainment in Texas in 2000 and 2040 expose the economic urgency 

of the situation, illustrated in Table 4 below. Namely, if public schools continue to 

ineffectively address the miserable academic record of economically disadvantaged 

students, specifically the Hispanic population, in the year 2040, one-third of the Texas’ 

labor force will not even have a high school diploma and almost another third will only 

have a high school education, while less than 20% will have a Bachelor’s degree or 

beyond. 

Table 4: Projected Percent of Labor Force by Educational Attainment in Texas, 2000 and 2040
______________________________________________________________________________________

From “Population Change in Texas: Implications for Human and socioeconomic Resources in the 21st 

Century” by S.H. Murdock, 2003, Texas Education Agency Presentation...

* Projections are shown for the 1.0 scenario
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Murdock (2003) argues that the demographic projections indicate that Texas will 

be more ethnically diverse, older, less educated, and poorer. Murdock (2003) notes that 

“while increasing diversity means racial and ethnic groups will be represented more 

equally, there is a potential down side to these demographic changes” (Coblentz, p.1). 

Coblentz (2004) explains that historically many minority groups in urban and rural areas 

of the South have been educationally and economically disadvantaged. Consequently, 

“the risk is that without social change, these growing racial and ethnic groups will 

continue with these same disadvantages and impoverishment” (Coblentz, p.1).

With regard to growth, Murdock (2003) explains that Texas ranks second in all 

the states with a 22.8 percent population change from 1990 – 2000. Currently, Texas has 

a median household income of $39,927 (ranked 30th), a 75.7% of high school graduates 

(ranked 45th), and the percent of college graduates is 23.2% ranking Texas as 27th

(Murdock, 2003). Murdock (2003) projects a population change from 2000 to 2040 in the 

following special enrollment programs in Texas public schools: Economically 

Disadvantaged +119.9 %; Limited English Proficiency (LEP) +188.1%; Special 

Education +64.7%; Bilingual/ESL +186.8%; Title 1 +101.9%.

If the socioeconomic differences between white and minority populations 

continue, Murdock et. al. (2000) contends, “The changing demographics of the South 

could lead to populations that are increasingly impoverished and lacking the human 

capital necessary to compete effectively in a global economy” (p.8).  Recognizing that 

“the future success as a society will depend on how well the working-age population is 

doing,” Murdock explains, “the key is to provide the educational and training programs 
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necessary to ensure that all segments of American society have the skills to be 

competitive in an international society” (Coblentz, p.2).

Murdock et al. (2000) maintain, “the rapid growth of a young multicultural 

population can place the South in an advantageous position in the international 

marketplace since such an increasingly diverse population will more closely mirror the 

population of the world in which it is competing” (p. 9).  Increased diversity brings with 

it “challenges that are substantial, but the opportunities created are extensive if such 

challenges are met” (Murdock et. al, 2000, p.9).

Major demographic trends and analysis serve to underscore the urgency for an 

educational reform process that effectively confronts and addresses the causes that 

generate performance gaps between student groups in public schools. Murdock et al. 

(2000) explain, “Foremost among the actions necessary to avoid the fate suggested above 

are improvements in educational opportunities for minority youth” (p. 8). Rather than 

simply concentrating endless efforts on the symptoms surrounding the achievement gaps 

that, at best, produce minimal advancement for economically disadvantaged students and 

students of color, educational leaders and policymakers must create reform efforts that 

effectively address the root causes; the economic future of Texas and their quality of life 

will depend on the academic success of these students. 

Performance Gaps

In an era of changing demographics, rapid growth, increased accountability, 

standards-based reform, high-stakes testing, rigorous state assessments, and augmented 

graduation requirements, public education has received increased scrutiny on the issue of 
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the achievement gap. Educational leaders and policymakers have increased reforms 

efforts aimed at providing equity and high-quality educational resources and 

opportunities for all children, regardless of class. Sklra, Scheurich, and Johnson (2000) 

note, “research has produced innumerable models, programs, checklists, recipes, 

correlates, and trendy reforms” (p.7). In spite of such efforts, a miserable academic 

record for the great majority of economically disadvantaged children persists.

Educational data and achievement patterns reveal the magnitude of the problem. 

Johnson (2002) explains, “The assumption about the correlation between low income and 

low achievement is reinforced by a steady stream of data” (p. 6). Overwhelmingly, 

economically disadvantaged students, consisting primarily of Hispanic and African 

American children, score lower on standardized tests (e.g. TAKS, SAT, etc.) when 

compared to White students. Economically disadvantaged students occupy fewer seats in 

advanced/honors classes, yet additional seats in regular education, special education, and 

vocational skill classes (e.g. auto tech, wood shop, etc.) (Hosp & Reschly, 2004). 

Additionally, Hispanic and African American students have higher percentages of 

dropouts, lower percentages of attendance, and overall do considerably poorer, 

academically, when compared to their White classmates. Further, the data establishes that 

economically disadvantaged students and students of color take “fewer Advanced 

Placement (AP) courses, get fewer resources, and face harsher discipline when they 

violate school rules” (NCREL, p. 8). 

What’s more, although research has proven that a quality teacher is one of the 

most important factors in student success, the students most in need of quality teachers, 
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are generally the least likely to get them. By and large, teachers assigned to teach high-

poverty, high-minority students are those who have the least amount of teaching 

experience. That is, “on average, teachers at high-poverty schools have less experience, 

come from less selective colleges, and fail certification tests more frequently than those 

who teach at school with low-poverty and low-minority enrollments” (NCREL, p. 8). 

Furthermore, “researchers have found that poor and minority students often encounter a 

weaker curriculum and an unconstructive environment” (Haycock, 2001).  The 

curriculum content received by students and the learning environment play critical factors 

in the overall school experience for students. A poor school experience all too often 

translates into a dropout statistic. Haycock (2001) discloses that “only 63 percent of 

Latinos/as and 81 percent of African Americans in the 18-24 age group have completed 

high school or earned a General Education Development (GED) diploma,” compared to 

90 percent of Whites.

The theories surrounding why achievement gaps persists are numerous and 

varied. Johnson (2002) argues that “explanation of why the gaps exist are often one-

dimensional and offer insufficient, or at worst inappropriate, evidence as to how to 

address the gap problem” (p. 6). Among the explanations for the lack of success of 

economically disadvantaged students includes “low expectations; archaic decision-

making structures; ill-prepared teachers and administrators; lack of coordination among 

schools, parents and communities on behalf of children; negative self-image; peer group 

pressure; poverty; tracking” (Reyes et. al., p. 1). In fact, the current analysis of 

achievement supports a deficit model view where a bell curve for student achievement is 
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assumed.  Regrettably, “children of color and children from low-income homes were 

overwhelmingly on the low-performing end of the curve was seen as natural and 

inevitable consequences” (Sklra, Scheurich, & Johnson, 2000). 

 In an educational climate of standards-based reform, Johnson (2002) challenges, 

what he terms, “opportunity-to-learn indicators [emphasis added] need to be monitored 

as stringently as test scores. If they are not, the standards-based reform movement, like 

others, will fail many of our young people” (p.7).  Johnson (2002) further asserts 

“changing content and performance standards without fundamentally transforming 

educators’ practices, processes, and relationships cannot lead to success” (Johnson, 2002, 

p. 7). Thus, “it is of critical importance for district administrators to fully understand and 

be able to implement successful reform strategies (Johnson, 2002; Elmore, 2000; 

Johnston, 2001; Jones, 1994; Tewell, 1995). 

The changing demographics of Texas signify that schools must do a better job of 

educating our economically disadvantaged student population. The urgency for systemic 

change stems, not only from the growing demographic changes and the No Child Left 

Behind Act, but from the fundamental notions of democracy, equity, and justice. The 

subject of producing equitable academic success among all students, regardless of class 

or race can simply no longer be overlooked.

Statement of the Problem

The academic performance of economically disadvantaged students continues to 

be one of the greatest challenges faced by educational leaders and policymakers today.  

While previous reform efforts and research literature have brought to the surface the 
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extent of the problem and alternative initiatives, programs that have proven some level of 

success, wide-spread, enduring academic success among economically disadvantaged 

students continues to elude most public schools. 

There exist many explanations as to why economically disadvantaged students are 

out-performed by their peers and why reform efforts have failed.  Cuban (1990) 

maintains that “reforms return because policymakers fail to diagnose problems and 

promote correct solutions… policymakers use poor historical analogies and pick the 

wrong lessons from the past… policymakers fail ‘to think seriously about the educational 

purposes’… and policymakers cave into the politics of the problem rather than the 

problem itself” (Cuban, p. 153). 

Reform efforts aimed at eliminating performance gaps and cultivating a culture of 

equitable academic success require that educational leaders and policymakers examine 

system policies, leadership structures, micro-political frameworks, belief and value 

principles, and practices that continue to perpetuate conditions of underachievement 

among economically disadvantaged students. Engaging leaders and policymakers in 

meaningful, thoughtful educational discourse as it relates to the achievement of 

economically disadvantaged students is essential to a successful educational 

transformation resulting in equitable academic success.

This study employs Critical Race Theory (CRT) in examining the factors that 

facilitate and impede the achievement of economically disadvantaged students and the 

acts of leadership necessary to producing a high-performing economically disadvantaged 

student population in a large, urban Texas school district. Crenshaw et. al. (1995) 
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explains the task of CRT is to remind “how deeply issues of racial ideology and power 

continue to matter in American life” and “seek to fashion a set of tools for thinking about 

race that avoids the traps of racial thinking (Crenshaw et. al., p. xxxii). Gerardo Lopez 

(2003) insists that educators “have a duty to know and raise questions about race and 

racism in society, as well as an ethical responsibility to interrogate systems, 

organizational frameworks, and leadership theories that privilege certain groups and/or 

perspectives over others” (p.70). In this study, the researcher aims to examine the 

practices, leadership, and political and organizational frameworks that influence the 

achievement of economically disadvantaged students in NISD through a critical race 

theory lens.

Study District: Northside Independent School District (Bexar County)

Northside Independent School District (NISD) is currently the 6th largest school 

district in Texas with an enrollment of 74,018 students as of September, 2004. With 7 

cumulative high schools, 13 middle schools, and 50 elementary schools, the district’s

student ethic breakdown is as follows: Hispanic 58.99%, White 30.9%, African American 

7.3%, Asian/Pacific Islander 2.6%, and Native American 0.2%. State accountability 

ratings note NISD to contain 3 Exemplary campuses, 35 Recognized campuses, and 32 

Academically Acceptable campuses. As the largest school district in San Antonio, 

NISD’s cost to educate per student is $6,686.64. 

By most accounts, NISD is a highly successful school district earning a 

Recognized accountability rating from The Texas Education Agency (TEA) for the last 

five years in row (1999-2004). Ranking among the fastest growing school districts in 
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Texas, NISD continues to experience an increase in student enrollment, particularly 

among the economically disadvantaged student population consisting primarily of 

Hispanic students. For instance, in the fall of 2003, NISD had a 43.27 % economically 

disadvantaged student population, an increase from the year before of 41.7%. The NISD 

breakdown of economically disadvantaged per ethnicity is as follows:

Texas Education Agency (TEA) Economically Disadvantaged Statistics (2003-2004) of 
Northside ISD

Ethnicity 

Name

Economically 

Disadvantaged 

Students

Percent of 

District Total 

(Econ. Dis.)

Total Fall 

Enrollment

Percent of 

District Total 

Fall 

Enrollment

Native Amer. 66 0.2 183 0.3

Asian 521 1.7 1,807 2.5

African Amer. 2,382 7.7 5,193 7.2

Hispanic 23,691 76.3 42,167 58.7

White 4,406 14.2 22,448 31.3

Total 31, 066 71,798

The economically disadvantaged student population in NISD continues to be out-

performed by all major student groups. According to data from the Texas Education 

Agency data, a multi-year history for 1994-2002 and 2002 district accountability data 

tables, NISD shows an increase in TAAS Tests Taken (All Tests) among the 

economically disadvantaged student population from 41.1% in 1994 to 79.4% in 2002, a 
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change of +38.3% - by all measures, a significant show of improvement. However, 

compared to the state change of +39.2%, NISD falls below average. The district’s 2001 

TAAS results demonstrate the percent scoring at or above equivalency: All Students 

71.8%, African American 58.8%, White 80.9%, Hispanic 64.5%, and Economically 

Disadvantaged 61.2%.

Additionally, the NISD annual dropout rate in grades 7-12 for the economically 

disadvantaged student population in 1994 was 3.0% and has steadily decreased to 1.5% 

in 2002, a change of –1.5%. However, when compared to the state change of –1.9%, 

NISD again falls below average in dropout data progress. In 2002, the following dropout 

rates were noted for student groups: All Students 1.3%, White 1.0%, African American 

1.2%, Hispanic 1.6% and economically disadvantaged students 1.5%. The numbers 

illustrate a significant percentage increase among economically disadvantaged students, 

which as noted earlier consists primarily of Hispanic students. Further, the district’s 

attendance data for 2000-2001 shows a 95.6% attendance rate for all students, 

specifically 96.2% for African American, 96.0% for White, 95.1% for Hispanic, and 

94.8% for Economically Disadvantaged students. Still further, the gaps are seen in the 

advanced academic courses taken in 2000-20001. The following demonstrates the percent 

of student groups completing advanced courses in NISD: All Students 19.4%, African 

American 17.0%, White 23.9%, Hispanic 15.6%, and Economically Disadvantaged 

13.4%. 

In a recent message to all staff, NISD Superintendent Dr. Folks (2005) offered his 

view on what he terms the dilemma: the focus on numbers versus the focus on children. 
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We live in an educational climate where acting in accordance with increased 

accountability standards and high-stakes testing, formulating data-driven decisions, and 

striving for further “recognized” and “exemplary” campuses within the district are 

requisites. Dr. Folks challenges that, though testing and accountability are important 

factors in the equation of success, educators must not lose sight of the one true variable–

the focus of educating students, all students, with a ‘quality’ education. Namely, 

educating students to be “good people who understand the history and importance of 

democracy, who are interdisciplinary thinkers, have the ability to question, interpret, and 

respond to problems, work collectively, with others, and be individuals involved in social 

issues and respect the rights of others.” 

In examining the outcomes of this dilemma, Dr. Folks contends, “the problem is 

not that children can’t rise to higher expectations and that we have set the bar too low; the 

problem is that we have set the wrong bar.” Encouraging his staff to be “diligent in [their] 

quest and in [their] questioning of what is best for all children,” Dr. Folks’ underscores 

the researcher’s sentiment on why meaningful, thoughtful educational discourse, vis-à-vis 

topics such as the achievement of economically disadvantaged students, is necessary and 

critical to the professional and personal growth of educators and educational leaders, to 

the educational profession, and ultimately to the realization of equitable academic success 

for economically disadvantaged students.

Purpose of the Study

The purpose of this study is to identify factors that facilitate and that impede the 

achievement of economically disadvantaged student population, as perceived by selected 
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secondary teachers in Northside Independent School District in San Antonio, Texas. The 

study also identifies acts of leadership necessary to producing a high-performing 

economically disadvantaged student population. Additionally, the study is designed to 

reveal relationship(s) among the factors that influence the achievement of economically 

disadvantaged students and the acts of leadership that produce a high-performing 

economically disadvantaged student population. Finally, the Superintendent’s view is 

compared to that of secondary teachers, as it relates to the factors that influence the 

achievement of economically disadvantaged students and the acts of leadership necessary 

to producing a high-performing economically disadvantaged student population.

The study will be analyzed from a critical race perspective. Namely, investigating 

how or if these educators consider class or race in their discourse as central to an 

understanding of the phenomenon. Texas has a long history of posting a record of 

underachievement among economically disadvantaged students. Examining factors that 

influence the achievement of economically disadvantaged and determining how and if 

leadership influences the practice of teachers as it relates to economically disadvantaged 

students is an advancement towards formulating effective strategies, practice, and 

political solutions while re-igniting efforts of democracy and justice. 

Research Questions

The following research questions will guide this qualitative research:

1. What factors facilitate and impede the achievement of economically 

disadvantaged students?
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2. What are the acts of leadership necessary to producing a high-performing 

economically disadvantaged student population?

3. How do factors that influence the achievement of economically 

disadvantaged students relate to acts of leadership necessary to producing 

a high-performing economically disadvantaged student population?

4. How does the Superintendent’s view compare to the secondary teachers’ 

perception as it relates to the factors that influence the achievement of

economically disadvantaged students and the acts of leadership necessary 

to producing a high-performing economically disadvantaged student 

population?

Methodology

Since the purpose of the study involves exploration, examination, and 

synthesizing of educators’ thinking, including their experiences, emotions, thoughts, 

perceptions, reactions, and reflections concerning the achievement of the district’s 

economically disadvantaged student population, a qualitative approach is selected 

because of its’ ability to fully capture, in depth and detail, the experiences of the 

participants (Patton, 2002). The qualitative research will employ Interactive Qualitative 

Analysis (IQA) as the methodology of choice. 

Developed by Northcutt and Miles at The University of Texas at Austin, IQA is a 

systems approach to qualitative research that identifies relationships among self-

identified components of an issue (Northcutt & McCoy, 2004). Designed as both a 

deductive and inductive systems approach to qualitative research, IQA “allow[s] a group 
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to create its own ‘interpretive quilt,’ and then to similarly construct individual quilts of 

meaning: Together, the two levels of meaning are used by the investigator as the 

foundation for interpretation. The quilt is represented as a system of patches (affinities) 

held together by stitches (relationships among affinities)” (Northcutt & McCoy, p. 43). 

Designed to minimize the involvement of the researcher while providing the participants 

an extraordinary degree of freedom, IQA seeks to capture the lived reality of people, 

actively involving participants in the mapping of their stories. The qualitative IQA 

method is selected for this study because of its ability to produce significant data in a 

short time frame that can then be utilized for decision-making in strategic planning and 

implementation of change.  

Significance of the Study 

As the Texas demographic shift continues to evolve, economically disadvantaged 

students, primarily Hispanic students, will occupy schools in the majority, and thus, 

effectively serving this distinct student population will become increasingly critical.  In 

order to meet the educational responsibilities to low-income children who persistently 

have been and continue to be under-served by public schools, educators must 

comprehend the complexities that generate the performance gaps between economically 

disadvantaged students and their peers. 

With a concentration on enlarging the repertoire of explanations as to why 

economically disadvantaged students continue elude high-performing status, this study 

sought to underscore the obligation of educators to become reflective practitioners who 

continually use, not only quantitative, but qualitative data to improve the quality of their 
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practice. Consequently, the qualitative research paradigm and Interactive Qualitative 

Analysis (IQA) methodology employed in this study actively engages constituencies in 

reflective, meaningful discourse surrounding a phenomenon of interests resulting in rich, 

detailed, intensive and comprehensive data that can be utilized for decision-making in 

strategic planning and implementation of change. That is, the IQA process and analysis 

serves as a needs assessment technique and action plan on how to better serve the 

economically disadvantaged student population of Northside Independent School 

District. What's more, the IQA design can be replicated at the district or campus level 

with a multiplicity of constituencies in an effort to facilitate systemic change.

The implications that emerge from this case study may contribute to research on 

reform efforts necessary to producing a high-performing economically disadvantaged 

student population, specifically in the development of scholarship as it relates to effective 

practices and beliefs in effectively educating economically disadvantaged students, 

educational administration leadership approaches, and staff development for teachers. 

Further, the research has implications for the training of educators, including school 

leadership, in the areas of critical race thought, deficit thinking, and the politics of 

education.

Definitions of Terms

Economically Disadvantaged – The economically disadvantaged term describes

students’ eligibility for free or reduced lunch in public schools as determined by federal 

criteria. Income guidelines are used to determine eligibility and are adjusted annually to 

account for changes in the Consumer Price Index, according to USDA Food and 
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Nutrition Service and section 9 of the National School Lunch Act. Data charting federal 

poverty guidelines and income eligibility guidelines specific to household size for

reduced and free meal criteria effective July 1, 2004 to June 30, 2005 are listed in the 

Appendix A. 

Deficit Thinking – The deficit thinking paradigm, as a whole, posits that student who fail 

in school do so because of alleged internal deficiencies (such as cognitive and/or 

motivational limitations) or shortcomings socially linked to the youngster – such as 

familial deficits and dysfunctions…The popular “at-risk” construct, now entrenched in 

educational circles, view poor and working class children (typically of color) as 

predominantly responsible for school failure (Valencia, p. xi).

Critical Theory – Critical Race Theory (CRT) within the educational arena, challenges 

education’s claims of “objectivity, meritocracy, color and gender blindness, race and 

gender neutrality, and equal opportunity,” and argues that one of the reasons “racism 

persists is that policies and structures built on notions of individual merit and 

colorblindness perpetuate the dominance of whites and racism’” (Lopez, 2003, p.71). In 

short, as explained by Ladson-Billings & Tate (2000) the imbalance of educational 

resources, diminished expectations for students of color or low-income students, and 

deficit thinking behaviors among educators are, in fact, discriminations or racism at the 

institution level.

Micropolitics – Micropolitics, as explained by Blase (1991), is “about power and how 

people use it to influence others and to protect themselves…about conflict and how 

people compete with each other to get what they want…about cooperation and how 
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people build support among themselves to achieve goals...about what people in all social 

settings think and have strong feelings about, but what so often unspoken and not easily 

observed” (p.1). Key constructs and concepts of micropolitics as noted by Marshall and 

Scribner (in Blase, 1990), include “distribution of power, value conflicts, social 

domination, diffusion of conflict, allocation of values, decision making, constituency 

(audience) and coalition-building, symbols, manipulation, codes of conduct, ideologies 

connected to group affiliations, and boundaries and turf” (p. 143).

Limitations of the Study

The following are limitations to this study:

Although other urban and economically disadvantaged school districts may find 

resemblance with this study, the findings of this research can be expected to apply 

specifically only to Northside ISD in Bexar County.  Thus, the findings of the research in 

this study may not be transferable to other contexts. 

The participants were asked voluntarily to take part in this study through 

purposive sampling. The sample size of the focus group consisted of 15-20 secondary 

teachers in the NISD district that were selected by either the researcher or campus 

administration as individuals with documented success in working with the economically 

disadvantaged student population. Limitations include small sample size, inherent bias 

among the participants, and generalizability. 

Because of the required large group consensus among the members of the focus 

groups, decisions made could have been a result of groupthink (Johns, 1996). 

Groupthink, as explained by Johns (1996), is when members of a group are influenced by 
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group pressures when opposing ideas are present in an effort to avoid debating the group. 

The use of Interactive Qualitative Analysis may have minimized the groupthink, since it 

employs the silent nominal group technique, which consists of brainstorming tools that 

include individual participation, as well as group participation.

Organization of the Study

The report of this study is divided into five chapters. Chapter I consists of an 

introduction, a statement of the problem, a purpose of the study, research questions, 

significance of the study, and limitations of the study. Chapter II contains a review of 

related literature, which discusses theoretical frameworks for providing equitable 

academic success among student groups; presents the deficit thinking model and its’ 

position in the achievement of economically disadvantaged students and students of 

color; introduces critical race theory and its’ influence on educators, educational leaders, 

policymakers, and the educational system in general; reveals micro-political perspectives 

on equitable academic success; and concludes with a discussion on the micro-political 

leadership matrix. Chapter III presents the methodology, design, data collection and 

analysis, and trustworthiness criteria that will be employed in this study. Chapter IV will 

contain the presentation of the major thematic findings in the form of a case study report. 

In Chapter V, the researcher’s conclusions, implications for practice, theory, and policy, 

and recommendations for further research will be outlined.
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CHAPTER II

Review of Related Literature

Introduction

The following literature review outlines and summarizes major literature findings, 

theoretical frameworks, and streams of thought related to equitable academic success 

among student groups, particularly that of economically disadvantaged students and their 

peers; the deficit thinking model and its’ position in the achievement of economically 

disadvantaged students and students of color; critical race theory and its’ influence on 

educators, educational leaders, policymakers, and the educational system in general; 

micropolitical perspectives on equitable academic success; and concludes with a 

discussion on the micropolitical leadership matrix. 

It is the hope of the researcher that the following literature review may, not only 

lead to a greater understanding of best practices related to the implementation of practices 

and strategies necessary to producing high-performing economically disadvantaged 

students, but enlarge the repertoire of explanations as too why economically 

disadvantaged students continue elude high-performing status. As is the case with 

literature reviews, the researcher does not contend that the manner in which the literature 

review is summarized is thoroughly complete. Instead, the aim here is for the literature 

review to serve as a presentation in which to conduct the study.

Eliminating Performance Gaps

Eliminating performance gaps and cultivating a culture of equitable academic 

success requires educational leaders and policymakers to examine system policies, 
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leadership structures, micropolitical framework, belief and value principles, and practices 

that continue to perpetuate conditions of underachievement among economically 

disadvantaged students. The vision of equitable academic success for all students, 

regardless of class or race, requires a reform movement underscored with democracy, 

equity, and justice that confronts the causes, and not solely the symptoms, that generate 

achievement gaps. In his article, Reforming, Again, Again, and Again, Cuban (1990) 

explains that failed reform efforts are typically based on a lack of comprehension and 

awareness of the actual problem(s). He concludes the article with a phrase of caution: 

“The risks involved with a lack of understanding include pursuing problems with 

mismatched solutions, spending energies needlessly, and accumulating despair” (p.11). In 

the absence of meaningful, thoughtful educational discourse on the issues that generate 

the achievement gaps, successful reform efforts will continue to be minimal or 

temporary, at best.  

Johnson (2002) disputes “the notion that the reason for underachievement rests 

solely on the backs of the students and their families,” in its place he argues an alternative 

explanation: “the primary problem lies not in the way economically disadvantaged 

students and students of color view education but in the way they are taught” (Johnson, p. 

6). Several studies have pointed to “less quantifiable, but as least as influential, hurdles 

that poor and minorities students face in schools” (NCREL, p.9). Studies have suggested 

“these students experience a different environment in school and are treated differently 

than their white and affluent counterparts” (NCREL, p. 9).  
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Utilizing both “quantitative and qualitative measures to get authentic information 

about the school and district cultures, measuring and monitoring outcomes, program 

effectiveness, policies, and practices at all levels of the institution should become 

interwoven into the everyday life of the institution” (Johnson, 2002, p.10). Johnson 

(2002) warns, however, “when policies and practices are analyzed, there is a very high 

probability that institutional biases and other uncomfortable issues may surface.” 

Nevertheless, it is through this process that the “potential for problem solving and 

improved practices related to student achievement” can be effectively addressed, 

particularly as it relates to the issue of equitable academic success (Johnson, p. 10).

Scheurich and Skrla (2001) note that “dialogue in education regarding equity and 

accountability has not been particularly fruitful and has, instead, resulted in hard, 

oppositional stances” (p. 322). They go on to question, “but who own truth or does 

research so complete that nothing is to be learned from listening to other voices, from 

considering their views, from contemplating different understandings”  (p. 322). The 

process of listening to “a diversity of voices and views, of choices and conclusions, is in 

itself productive” (Scheurich and Sklra, 2001, p.322). Scheurich and Sklra (2001) 

contend, how else will decisions be made surrounding best policies and practices that are 

most helpful for children, and which will increase equity, thus, producing a culture of 

equitable academic success.

The achievement gaps are not insurmountable. Promising indicators support that 

equal academic success for all students is a distinct possibility. Increased research 

supports standards-based reform for tackling achievement gaps, where standards are 
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applied equally to all students, regardless of class or race (Kober, 2001). This precludes 

the notion that differing levels of success should be expected from different kinds of 

students. However, “the achievement gap issue is far more complicated than the concept 

of creating standards for what students should know and asking them to produce” (Kober, 

2001). The encouraging sign of reform must be supported by systems that provide not 

only access to equal educational opportunities and resources, but cultivates a paradigm 

shift whereby educators’ practices, processes, and relationships are fundamentally 

transformed. 

Evidence of Equitable Academic Success in Texas Schools

Texas has played a prominent role in unfolding the story of school and district-

wide equitable academic success (Sklra, Scheurich, & Johnson, 2000). In 1997, 

researchers at the Dana Center and UT Austin recognized eleven Texas public school 

districts as the finest models of academic success for economically disadvantaged 

students (Sklra, Scheurich, & Johnson, 2000). The eleven districts each had more than 

5,000 students and one third were high poverty campuses, meaning that 50% or more of 

the students received free or reduced lunch under federal lunch criteria (Sklra, Scheurich, 

& Johnson, 2000). In 1998, of these eleven districts, at least one third (and in some cases 

all) of their high-poverty schools were achieving at a level beyond 60% of the schools in 

the state. With remarkable success, these Texas districts have proven that achievement 

gaps can be eliminated, economically disadvantaged students can be high-performing, 

and educators do and can control key variables that result in equitable academic success 

among student subgroups.
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Findings from Two Major Texas Studies: High-Performing Hispanic Schools 
Along the Texas-Mexico Border & Equity-Driven 

from Four Texas School Districts

From their study of high-performing, low-socioeconomic Hispanic schools, 

including three middle schools and two high schools, located along the Texas-Mexico 

border, Reyes, Scribner, & Scribner (1999) maintain that high-performing economically 

disadvantaged Hispanic schools are built upon a learning community conceptual 

framework consisting of four broad categories: learning conditions, cultural elements, 

implementing best practices, and building the capacity to succeed. 

Learning conditions category concentrates “on the knowledge required to develop 

a high-performing learning community, particularly what we know about the learning 

conditions of Hispanic students (e.g., the home/community, the classroom/learner, and 

the assessment conditions)” (Reyes, Scribner, & Scribner, p. 191). The comprehension of 

the learning conditions dimension is strongly associated to the awareness of the cultural 

elements.  That is, to understand the learning conditions of Hispanic students, it is 

necessary to embrace the cultural elements associated with Hispanic students. Reyes, 

Scribner, & Scribner (1999) explain that cultural elements are “the deeply rooted, 

invisible forces that define those tangibles that affect all decision making and action 

taking of a responsive school culture” (p. 191). The category focuses on “the shared 

values, assumptions, beliefs, and expectations that affect how knowledge is understood, 

whether it is used effectively or not, how verbal and nonverbal statements are interpreted, 

and what written documents leave out, or say or do not say ‘between the lines’” (Reyes, 

Scribner, & Scribner, p. 191).
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The implementing best practices category focuses on practice of the disciplines of 

the learning organization by all the members of the learning community, which dictates 

whether the cultural elements become barriers to success. Wagstaff and Fusarelli (1999) 

assert, “Schools with adequate resources and strong collaborative cultures are not driven 

by state-mandated accountability measures” instead accountability is “based on the belief 

that all children can learn and that the responsibility of administrators and teachers is to 

see that it happens” (Reyes, Scribner, & Scribner, p. 12).  

Termed as the action dimension, the building capacity to succeed category 

focuses on “making what we know and how we think and feel contribute to how we work 

together in way that ensure that what we do produces outstanding results for all students” 

(Reyes, Scribner, & Scribner, p. 192). Reyes, Scribner, & Scribner (1999) explain that 

educators experience a “localized” learning community where they genuine enjoy the 

responsibility for student success is critical (p. 195).  

In a 1999 comprehensive study conducted of four Texas school districts (Aldine 

ISD, Brazosport ISD, San Benito Consolidated ISD, and Wichita Falls ISD) identified as 

the “best of the best” in producing and sustaining high-performing academic achievement 

among economically disadvantaged students and students of color, findings provided an 

in-depth understanding of the ways in which the four districts organized and operated to 

successfully educate all children to high levels of success. 
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Characteristics of District Selected for Study (Sklra, Scheurich, & Johnson, 2000)

District Total 

Students

# of 

Schools

Percent 

African 

American

Percent

Hispanic

Percent 

White

Percent

Low 

Income

1999-

2000

Rating

Aldine 49,453 56 36 47 14 71 Recog.

Brazosport 13,247 19 9 33 56 39 Exemp.

San Benito 8,697 17 0 97 3 87 Recog.

Wichita 

Falls

15,293 31 16 18 63 46 Recog.

The conclusions revealed three major transformations found in each of the four 

districts studied:

1. A change from deficit-model, low academic expectations for children 

from low SES homes and children of color using state mandates that all 

schools and districts succeed at equally high levels with all children and 

will groups by race and socioeconomic status as a backdrop, if you will. 

This concept has often been termed as a high-performance equity model.

2. A change from input or process-driven schooling and educational 

accountability to results-driven educational accountability with a focus 

primarily on learning. 

3. A public access to disaggregated school and district performance data

(Sklra, Scheurich, & Johnson, 2000).
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Similar to the Texas-Mexico border schools study, the findings from this study 

indicated that both beliefs and practices had to be addressed in order to produce high-

performing economically disadvantaged students and students of color. Specifically, the 

following six dimensions were highlighted in the latter study as necessary criteria to 

formulating equitable academic success: changing classroom teaching and learning, 

equity beliefs, focused practices, proactive redundancy, positive support, and new role 

directions (Sklra, Scheurich, & Johnson, 2000). What follows is an exploration of each of 

the six dimensions by means of theoretical findings from the two studies briefly 

presented above and additional research that supports these areas as essential criteria to 

producing a high-performing economically disadvantaged student population.
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Criteria for Equitable Academic Success

Changing Classroom Teaching and Learning

Skrla, Scheurich, & Johnson (2000) note that the focus of the transformational 

process had to be the changes in the classroom. District leaders maintained that, since 

learning occurs in the classroom, it had to be the focus of all reform efforts. Highlighted 

New Role 
Directions

Positive 
Support

Proactive 
Redundancy

Focused 
Equity 

Practices

Shared 
Equity 
Beliefs

Changing 
Classroom 
Teaching & 

Learning

Equitable 
Academic 
Success
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in both of the studies, a dual reformation had to occur: “both deep (fundamental beliefs 

about how to teach and which students succeed) and a broad (actual teaching practices) 

transformation” (Sklra, Scheurich, & Johnson, 2000, p.19). The researchers explain that 

in order for teachers to be considered successful, they would have to become successful 

with economically disadvantaged students and students of color. Consequently, the 

primary focus for district and campus leaders was educating themselves how to alter 

teacher’s underlying beliefs and their teaching practices.

Sklra, Scheurich, & Johnson (2000) delineate that “teaching practices fail to 

change because traditional practices, and the assumptions underlying traditional 

practices, have been constantly supported and reinforced in the old system” (p. 19). They 

explain that in “that old system, traditional teaching practices yielded, and were expected 

to yield, a distribution of academic success that could be depicted by a bell curve,” 

whereby, the high end of the distribution curve was disproportionately occupied by upper 

middleclass white children, and the low end of the curve was disproportionately occupied 

by students of all races from low SES homes and by students of color. In the four districts 

studied, the bell curve philosophy was eliminated from the fundamental belief structure 

of educators. All students were expected to perform equally well, regardless of class or 

race.

The focal point of the transformation required teachers provide a caring 

environment in which students are viewed as the most valuable resources of the school, 

and, as such, “in a culture of caring, teachers do not expect students to repress their own 

background knowledge.” Thus, “rather than forcing students to respond to questions or 
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activities that fit into the traditional framework of the classroom, teachers are willing to 

design their curriculum and classroom agendas to correspond with the complement the 

knowledge and understanding of the students they serve” (Reyes, Scribner, & Scribner, p. 

201). 

In a high-performing learning community among Hispanic students, culturally 

responsive pedagogy is a requisite (Reyes, Scribner, & Scribner, 1999, Johnson, 2002). 

Johnson (2002) argues that it also “requires teachers who use culturally relevant 

approaches to create meaningful learning experiences for students. This approach to 

instruction builds on rather than ‘tears down’ or devalues a student’s background and 

experiences” (Johnson, p.9).

Further, “teachers create disciplined dialogues on subject matter. They critique 

and help each other become better teachers and they conduct research and question their 

teaching practices, with an eye toward constantly improving student learning” (Reyes, 

Scribner, & Scribner, p. 200). Additionally, Reyes, Scribner, & Scribner (1999) explain 

that “students themselves critique their own work, review their performance, and know 

exactly where they stand in relationship to standardized test performance” In short, 

“teachers use a pedagogy that establishes the relevance of classroom activities for 

students, responding to the students’ culture and needs” (Reyes, Scribner, & Scribner, p. 

200). Resulting in democratic classrooms that inspire learning activities where all 

students are engaged.  “A culturally responsive teachers interprets the individual’s 

behavior and manner of speaking as a part of the whole student and inventories these 

attributes as contributing to the positive inherent qualities of each and every student” 
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(Reyes, Scribner, & Scribner, p. 200). Moreover, “a culturally responsive educator 

believes that every aspect of the individual has value and worth, and refuses to categorize 

or label students as low-achieving or lacking in ability” (Reyes, Scribner, & Scribner, p. 

200). 

Creating a learning environment where teachers empower their students, 

providing opportunities for experimentation, innovation, discovery, and problem solving,

is vital to the process. Reyes, Scribner, and Scribner (1999) explain that students must 

“experience the personal satisfaction gained from constructing their own knowledge in a 

social environment or contributing to another’s knowledge base and understanding.” 

Additionally, “students are encouraged to select relevant information from their 

environment, interpret it through what they already know, and construct new meaning or 

apply what they have learned to new and different situations” (Reyes, Scribner, & 

Scribner, p. 201). Resulting in a conceptual understanding of the subject matter that 

together, teachers and students create new understandings through goal-directed 

activities. “When students are given a voice in deciding what and how they should learn, 

they begin to expect more of themselves and one another” (Reyes, Scribner, & Scribner, 

p. 202).

Imperative in the teaching-learning process are the two-way “instructional 

conversations” that encourage goal-directed activity and use of higher-order thinking 

skills on the part of students. “The term instructional conversation refers to the type of 

dialogue that takes place between the ‘teacher’ and ‘learner’ as the teacher strives to help 

the student achieve or perform beyond his or her current capacity” (Reyes, Scribner, & 
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Scribner, p. 202). In addition to classroom activities and instruction that assist student in 

their learning, “dialogue helps students develop thinking skills and learn how to form, 

express, and exchange ideas in speech and writing” (Reyes, Scribner, & Scribner, p. 202). 

It is through the conversation and interaction between teachers and students that students 

question and share their ideas and learn to engage in higher-order thinking skills. 

Shared Equity Beliefs

Sklra, Scheurich, & Johnson (2000) convey that in the latter study, district leaders 

sought to ingrain three shared beliefs regarding educational equity throughout all levels 

of the school district. They emphasize that “in order to get an entire district to respond in 

the ways that were necessary to meet the educational needs of all children, school board 

members, central office staff, principals, and teachers needed to be operating out of a 

common or shared set of beliefs” (p.19). Each of the superintendents and others in the 

leadership positions held or came to hold these beliefs.

Essential to the equity belief philosophy is that teachers believe every student has 

the ability to achieve, and they communicate this belief to students, parents, and 

colleagues. Acknowledging and appreciating the students within their classrooms, “these 

educators never mention that their students are difficult to teach or are deficient in any 

manner” (Reyes, Scribner, & Scribner, p. 200). Although the districts were located in 

geographically diverse sites around Texas, and although they had significantly different 

degrees and types of diversity among their student populations, they shared beliefs in 

educational equity as listed below (Sklra, Scheurich, & Johnson, 2000): 
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1. All children, regardless of their racial and SES differences, have the capability to 

learn and succeed at equally high academic levels.

2. It is the responsibility of all the adults in the district to ensure that all of the 

children succeed academically.

3. Equitable and excellent classroom learning is the primary focus of district 

operations (Sklra, Scheurich, & Johnson, 2001).

All children, regardless of their racial and SES differences, have the capability to 

learn and succeed at equally high academic levels. Sklra, Scheurich, & Johnson (2000) 

affirm that the “district leadership responded ethically by repetitively promulgating the 

central belief that all children, regardless of differences, would learn at equally high 

academic levels” (p. 20). To produce equally high levels of academic success among all 

students, administrators must adopt the attitude of “high goals, high standards, high 

expectations, and accountability for adults and students” (Johnson, p.6). 

It is the responsibility of all the adults in the district to ensure that all of the 

children succeed academically. Sklra, Scheurich, & Johnson (2000) speak of spreading 

accountability and responsibility to all staff. With a change in attitude, the entire district 

organization—at all levels and through all staff—were now focused on and responsible 

for improving learning for all students. 

Equitable and excellent classroom learning is the primary focus of district 

operations.  Argued by Sklra, Scheurich, & Johnson (2000), prior to the accountability 

system, classroom learning was calculated in terms of inputs, like teacher certification, 

and the expectation was that academic results would bear resemblance to a bell curve. In 
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other words, whether teachers were successfully teaching all children was not typically 

the chief concern (Skrla, Scheurich, & Johnson, 2000).  Regrettably, the specific quality 

of the teaching largely was ignored by the district and even by the principal and, 

unfortunately, in many cases, by the teachers themselves. With the new accountability 

system, however, classroom teaching and learning became the primary focus. 

The importance of attitudes and beliefs of teachers has been well-documented in 

the educational arena. Research and professional literature emphasizes that “genuine 

carrying conveys a sense of value and worth to the student can lead to increased learning” 

(Shannon & Bylsma, p. 9). Critical to the achievement of economically disadvantaged 

students and students of color is the setting of high expectations (Shannon & Bylsma). 

Others like Ferguson (2002), who examined achievement gap data collected from the 

Minority Student Achievement Network, concludes that although teachers observe 

differences in academic performance and behavior among White students and students of 

color, “in practice they should assume that there are no systematic group-level (as distinct 

from individual) differences in effort or motivation to succeed among the two groups” (p. 

18). 

Focused Equity Practices

Sklra, Scheurich, & Johnson (2000) make the striking claim, “beliefs in 

educational equity, no matter how powerful or how compelling, make little difference in 

the absence of practices that translate those beliefs into day-to-day reality” (p. 23). Each 

of the four districts in the latter study developed multiple practices, processes, actions, 

procedures, policies, and programs designed to deliver on the promise of high 
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expectations.  Beliefs and practices, however, do not operate in these districts in isolation 

from one another; rather they are highly consistent, strongly interactive, and mutually 

reinforcing (Sklra, Scheurich, & Johnson, 2000). Shaped to influence, create, support, or 

reinforce improved instruction for all students, eight groups of focused equity practices 

were identified. These practices were integrated with the shared beliefs, thus the two 

were always intertwined and mutually reinforcing. 

Noted by Sklra, Scheurich, & Johnson (2000), “although the language and 

practice are common in many school districts, the practices took on special meaning –

they became tools for infusing equity beliefs into the daily work schedule of schools and 

classrooms rather than bureaucratic processes which seldom influence the achievement of 

diverse groups of students” (p.23). Sklra, Scheurich, & Johnson (2000) explain that 

“without the practices, the beliefs would have been little more than empty slogans” (23).

The Eight focused equity practices are listed below, followed by brief 

elaborations (Sklra, Scheurich, & Johnson, 2001):

1. Generating, directing, and maintaining focus

2. Developing and aligning curriculum and delivering instruction

3. Building and supporting capacity in people to contribute and lead

4. Acquiring, allocating, and aligning fiscal, human, and material resources

5. Collecting, interpreting, and using data and monitoring results

6. Supervising, evaluating, and holding people accountable

7. Refocusing energies, refining efforts, and ensuring continuous 

performance
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8. Creating and nurturing Alliances

Generating, directing, and maintaining focus.  In order to generate, direct, and 

maintain focus, teachers, principals, and support personnel developed – a shared, 

common sense of mission, maintained a true sense of commitment. The message of 

consistency regarding the sense of mission extended beyond the internal school 

community, relating to parents and community members alike, through both verbiage and 

actions. Sklra, Scheurich, & Johnson (2000) note that the reinforcement helped to send a 

clear message that the need to improve academic achievement for all children was the 

primary focus, leaving little to no room for distractions that deter time and energy away 

from the primary goal. Reyes, Scribner, & Scribner (1999) reaffirm that “high-

performing Hispanic schools exhibit a clear, coherent mission that is shared by all 

members of the community” (p. 12).

Developing and aligning curriculum and delivering instruction.  The study 

districts aligned their curriculum and developed focused and coherent practices for the 

delivery of instruction within that curriculum and linked it with appropriate instructional 

strategies and assessments (Sklra, Scheurich, & Johnson, 2000). In accordance with the 

new accountability expectations, teacher’s expectations increased; however, they were 

not left to flounder under increased pressure to perform. Increased expectations were

always accompanied by support.

Building and supporting the capacity of people to contribute and lead. Sklra, 

Scheurich, & Johnson (2000) described another commonality among the four successful 

districts - the devotion of the leadership with respect to the amount of time and resources 
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to helping teachers develop the knowledge, skills, and attitudes necessary in order to 

improve instruction for all groups of students. District leadership invested substantial 

amounts of time and resources to helping administrators develop the knowledge, skills, 

and attitudes necessary in order to support teachers as they worked to improve instruction 

for all groups of students (Sklra, Scheurich, & Johnson, 2000).

Acquiring, allocating, and aligning fiscal, human, and material resources.  The 

researchers explain the change in the way these processes worked as opposed to the way 

they operated under earlier beliefs can be illustrated by the ways in which principals (an 

important human resource) were hired, promoted, and evaluated. Though personnel 

decisions, especially those about high school principals, are among the most politically 

problematic decisions superintendents face, decision-making committees were trained 

and expected to use their decision-making authority with a primary focus of improved 

achievement for all groups of students.

Resources commonly are the focus of contention in the day-to-day operations of 

schools. Decisions about resource use have often in the past been made politically, 

expediently, or randomly; however, in the four study districts, decisions involving 

resource use were made with a clear focus on improving learning for all the students in 

the district. 

Collecting, interpreting, and using data and monitoring results. Sklra, Scheurich, 

& Johnson (2000) notes that the terms “data” and “monitoring” were repeated with great 

regularity throughout the research in all four districts. Each district had developed its own 

way of systematizing the utilizing the student performance data.  A common thread, 
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however, was present: data conversations were expected involving both teachers and 

administrators. Principals discussed with teachers data for the campus and for each 

teacher, and the teachers discussed it with each other. Central office personnel helped 

campus leaders and teachers use data to focus, plan, and monitor the implementation of 

their plans. In all of these cases, the data were used to drive improvement efforts.

Supervising, evaluating, and holding people accountable.  Each district developed 

its’ specific, local accountability practices ensuring that everyone involved in the 

instructional program was held accountable for educational equity and student 

achievement (Sklra, Scheurich, & Johnson, 2000).  Sklra, Scheurich, & Johnson (2000) 

clarifies that all districts developed practices for supervising, evaluating, and holding 

people accountable for practices that contributed positively to the instructional mission of 

the district.  Further, personnel decisions were not based on seniority or personality, but

rather on the willingness to pursue excellence and equity in teaching and learning.

Refocusing energies, refining efforts, and ensuring continuous performance.  “All 

the districts paid careful attention to ensuring that the work of their teachers was paying 

off in terms of increased student performance” (Sklra, Scheurich, & Johnson, p. 29. It 

was strongly characteristic of these four districts that they continually sought to refine 

and improve their practices and, thus, improve student performance. Critical to the 

equation: administrators and teachers celebrated successes, but they did not rest on them 

(Sklra, Scheurich, & Johnson , 2000).

Creating and Nurturing Alliances.  District leaders created alliances with various 

organizations and entities with one sole objective: improving instruction for all groups of 
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students. These alliances broadened the districts’ ability to encourage and support 

improved classroom instruction. Sklra, Scheurich, & Johnson (2000) notes that “all four 

districts formed numerous, active alliances with businesses, community groups and 

organizations, government agencies, and other educational organizations” (p.30). 

Additionally, partnership programs were formally evaluated to maintain focus on 

academic success for all students.

In the former study, Reyes, Scribner, & Scribner (1990) discovered that “how 

parent involvement is carried out has much to do with student age and grade level, size of 

the school, community needs, and the nature and amount of communication, using 

strategies that stress personal contact, creating inviting learning environments, initiating 

opportunities for parent interaction, providing opportunities for formal and informal 

involvement at school and home, and building on the Mexican American culture, values, 

and experiences” (p. 13).  

Developing and sustaining meaningful involvement from the parents and the 

community is a complex phenomenon, particularly because “parents and professional 

staff have distinctively different views regarding the meaning of parent involvement and 

different reasons for valuing parent involvement” (Reyes, Scribner, & Scribner, p. 13). 

“On the formal-informal continuum, high- performing Hispanic schools emphasize 

activities near the end of the continuum that focuses on facilitating more direct 

involvement of the family members in their children’s education within the home 

environment” (Reyes, Scribner, & Scribner, p. 38).
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Proactive Redundancy

The authors explain that the term ‘proactive redundancy’ refers to the designing 

of two or more “processes” whose goal is to change a same specific practice. Proactive is 

taken to mean acting before a need emerges, and redundancy is taken to mean more than 

one process (i.e., practice, program, procedure, action, or structure) that targets a change 

of the same practice. These multiple measures help to ensure that success is achieved.  

Sklra, Scheurich, and Johnson (2000) cite three examples of proactive redundancy 

described below:

Example 1:  Suppose a district wants to ensure that teachers are being successful 

with the children in their classes, it may require principals to visit classes weekly 

to examine teaching. In addition, they may do targeted monthly testing of some 

sort to check whether children are learning. This provides two focused processes

to ensure that the specified goal—teachers’ success with students, in this case—is 

being accomplished. This is proactive redundancy.

Example 2:  The area superintendents in Aldine expected principals to use data to 

help teachers identify students who had not yet mastered objectives and refine 

teaching practices accordingly. At the same time, however, the curriculum 

director supervised a team of instructional specialists who reviewed the same 

data. When teachers or groups of teachers were not achieving expected results 

with all of their students, the instructional specialists were assigned to work with 

the teachers (along with the principal) to help the teachers improve student 

performance. The provision of support to teachers was simply too important to be 
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the responsibility of only one person or one part of the system. This proactive 

redundancy helped ensure that teachers would receive the support they needed in 

order to succeed. 

Example 3: Similarly, proactive redundancy was used to provide principals the 

support they needed to be effective instructional leaders. Organized into both 

vertical and horizontal teams, the principals met once a month for leadership 

capacity building and for delivery of district information. Two simultaneous line 

of action focused on the same result. Proactive redundancy was used as an 

insurance policy to make certain that classroom instruction would result in the 

learning for all groups of students.

Positive Support

Sklra, Scheurich, & Johnson (2000) maintain that a key ingredient to 

accomplishing the transformation incorporated a level of appreciative respect and 

positive, caring support for those undertaking the change. These districts understood that 

an orientation of positive support and caring toward their staff would more likely yield 

the change that they sought. However, an orientation of positive support and appreciation 

toward staff by itself is not sufficient. The shared beliefs and the focused practices 

discussed in prior sections are equally necessary.

In the districts, personnel hired at the district level were to assist teachers in 

learning to be successful with all children, which meant they had to have strong people 

skills, and seen by staff as respectful, supportive, and appreciative (Sklra, Scheurich, & 

Johnson, 2000). In fact, all persons in leadership, from the superintendent through the 
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district staff to the principals were expected to create an environment of caring support, 

encouragement, and assistance to ensure that the teachers could be equally successful 

with all children. This orientation became ingrained into the culture of these districts.

New Role Directions

With a new philosophy of operation, an “old” focus on inputs and efficiency was 

done away with, and a “new” focus on accountability and equity became the focus. This 

transformation required the existing roles of district personnel to alter dramatically in the 

following aspects: 

The superintendent’s new primary role is to keep the main focus on the district 

and the community on equitable and excellent learning.  The superintendent must keep 

the internal and external school community focused on the primary business of the 

district – student learning for all students. Described by some as a selling dynamic 

process, keeping the district focus on learning as the primary business of the district can 

be complex. 

The principal’s chief role is leadership for equitable and excellent learning. Under 

the old input-oriented accountability system, the principal was primarily a manager of 

order and efficiency, who handled student discipline, made sure the heating worked and 

the building got cleaned, and dealt with parent complaints. In short, the principal ensured 

all proper procedures and processes were followed correctly. Sklra, Scheurich, & Johnson

(2000) observe in the latter study that under the new districts’ accountability system, 

however, the principal is primarily an instructional leader whose main focus is now 

teaching. Motivating and helping teachers to be academically successful with all students 
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is pivotal. The principals work closely with teachers on improving the instruction and 

learning process. A requirement for this new principal role is a sound knowledge-based 

on how to assist teachers in being successful with all students at equally high academic 

levels.

The new role of the central office is to support and assist principals and teachers 

in educating all students. Prior to their transformations, the function of the central office 

personnel was rule and procedure specification, monitoring, and enforcement, especially 

as these related to inputs.  In the latter study, after the transformations, the focus of the 

central office in the four study districts became student learning. District personnel 

provided support and assisted to teachers and principals. Sklra, Scheurich, & Johnson

(2000) explain that “the function of central office was no longer to be the ‘center,’ as in 

central office, but to center on providing support for teachers and principals” (p. 34).

The primary role of the board members is to set goals and establish policies that 

promote equitable and excellent learning.  Sklra, Scheurich, & Johnson (2000) affirm that 

“in the study districts, school boards played an important role by establishing goals that 

articulated strong beliefs about the importance of getting all students to achieve 

challenging academic standards” (p.34). The school boards maintained that equitable 

academic success was necessary, possible, and expected, and once the goals were 

established, the board monitored progress toward the achievement of the goals. The most 

common type of discussion at board meetings was the academic achievement of the 

students. Sklra, Scheurich, & Johnson (2000) explain that the four school boards set goals 

and established policies, but left management decisions to the superintendent and her/his 
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leadership team. The boards assumed responsibility, pursued through their goals and 

policies, ensured that equitable learning was occurring.

The school district and community are integral to each other and must work 

together to support equitable student learning.  In the latter study, Sklra, Scheurich, & 

Johnson (2000) note that in each of the highly successful school districts cultivated 

leadership, both at the district level and at the campus level that persistently sought the 

participation of their communities. Through the active participation of parents and the 

community in a variety of programs and initiatives, a shared belief began to emerge – a 

school community united can deliver equitable learning for all children. 

Similar to the leadership roles explained above, in the former study, the Texas-

Mexico border schools found several common themes exhibited by school administrators 

reflecting patterns of governance, styles of leaderships, and patterns of administrative 

support (Reyes, Scribner, & Scribner, 1999 & Wagstaff and Fusarelli, 1999, p.19). The 

following themes were emphasized: communication and collaboration among 

administrators, professional staff, and the community; a clear and coherent vision and 

mission; leadership styles of effective administrators; humanistic leadership; 

empowerment of professional staff, parents, and the community; importance of 

professional development; an ethic of care; success for all; an emphasis on 

accountability; and a culture of innovation.

Schools along the Texas-Mexico border were “allowed to be visionary islands 

comprising individuals who replaced dogma of managing, organizing, and controlling 
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with the new dogma of vision, values, and mental models” (Reyes, Scribner, & Scribner, 

p. 196). Some of the lessons resulting from the study include the following:

1. The human potential of all involved with the high-performing learning 

community takes precedence over traditional notions of bureaucracy.

2. Everyone is willing to engage in and to be held accountable for innovative 

practices that will improve learning conditions for their students.

3. All members of the learning community are empowered to make fundamental 

decisions about what is to be done to ensure student success.

4. Because leadership is a pervasive concept shared by all, all members of the 

learning community became self-actualized.

5. An essential function of collaborative governance and leadership is the principal’s 

capacity to communicate meaning and to inspire people to become active 

participants in collegial and collaborative processes.

The transformation of an entire complex school organization, from the old ways, a 

set of deeply held assumptions, beliefs, and practices that support a deficit model to the 

new way – a high-performance equity model - an almost totally opposite set of 

assumptions, beliefs, and practices is a daunting challenge on every level. Organizational 

research has shown that a reformation of a multifaceted organization from one deeply 

held set of beliefs and practices to a very different one is not easy to achieve. Sonny 

Donaldson, Aldine ISD Superintendent, best summarizes the key to the transformation, 

“the main thing is to keep the main thing the main thing.” 
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The Deficit Thinking Model

Researcher, professor and educator, Richard Valencia contends “deficit thinking 

is the dominant paradigm that shapes U.S. educators’ explanations for widespread and 

persistent school failure among children from low-income homes and children of color” 

(Sklra & Scheurich, 2001, p. 235). Valencia (1997) explains,

The deficit thinking paradigm, as a whole, posits that student who fail in school 

do so because of alleged internal deficiencies (such as cognitive and/or 

motivational limitations) or shortcomings socially linked to the youngster – such 

as familial deficits and dysfunctions…The popular “at-risk” construct, now 

entrenched in educational circles, view poor and working class children (typically 

of color) as predominantly responsible for school failure (p. xi).

The deficit thinking model suggests, “the internal deficits or deficiencies [are] 

manifest[ed], it is alleged, in limited intellectual abilities, linguistic shortcomings, lack of 

motivation to learn and immoral behavior” (Valencia, p.2). Valencia (1997) asserts that 

the deficit-thinking model is “grounded in classism and racism, and offers 

counterproductive educational prescriptions for school success” (p.2). Quintessentially, 

the deficit thinking model blames the victim.

Deficit Thinking is not a modern concept. In 1971, author William Ryan first 

termed the concept of deficit thinking. In his book, Blaming the Victim, Ryan transcends 

the deficit thinking beyond the educational arena, and examines the social structure as a 

whole. Ryan (1971) explains that blaming the victim is an ideological process; “a set of 

ideas and concepts deriving from systematically motivated, but intended, distortions of 
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reality” (p. 11). Within the educational arena, the deficit thinking belief system views 

economically disadvantaged students and students of color are seen as “less competent, 

less skilled, less knowing – in short, less human” (Ryan, p. 11). 

In spite of public schools’ mission statements maintaining that all children can 

learn, Valencia (1997) argues that “deficit thinking is deeply embedded in educational 

thought and practice and that it pervades schools that serve children from low-income 

homes and children of color” (Sklra & Scheurich, 2001, p. 236). The data demonstrates 

that school failure has been persistent and pervasive among a substantial proportion of 

low SES students and students of color.  Deficit views of the educability of economically 

disadvantaged, students of color, are seen throughout actual practices and programs, 

resulting in such students “overwhelmingly tracked into low-level classes, identified for 

special education classes, segregated based on their home language, subjected to more 

and harsher disciplinary actions, pushed out of the system and labeled ‘dropouts,’ 

underidentified as ‘gifted and talented,’ immersed in negative and ‘subtractive’ school 

climates, and sorted in a plethora of ‘remedial,’ ‘compensatory,’ or ‘special’ programs” 

(Sklra & Scheurich, p. 236).

Historically, achievement gaps have existed among most schools, from

elementary to secondary and even beyond, and there are many who argue that the 

achievement gap exists because of the internal deficits of students of color. Results from 

a 1990 national survey conducted by the National Opinion Research Center indicate that 

many white Americans still believe in the “racial stereotypes of a deficit nature” 
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(Valencia, p. 198). It is because of this deficit thinking, prevalent among many educators 

that the achievement gap continues to thrive in education even today.

Prevailing deficit thinking allowed the inequities to be explained away as normal 

and inevitable. Ryan (1971) explains, “The norms themselves are taken as givens, and no 

effort is made to examine them. Nor is there any thought given to the manner in which 

norms might themselves contribute to the development of the problems” (Ryan, p. 14). 

Historically, “deficit thinking has remained the dominant, unchallenged paradigm that 

school district leaders have used to explain to others or make sense to themselves of the 

‘persistent, pervasive, and disproportionate’ underachievement in school of children of 

color and children from low-income homes” (Sklra & Scheurich, p. 238). 

Valencia (1997) describes educators’ deficit views as “description-explanation-

prediction-prescription” cycle in public schools. He explains that first educators describe

the deficits, limitations, deficiencies, or shortcomings of economically disadvantaged and 

students of color. Next, educators give explanation to the deficits by attributing the 

deficiencies to dysfunctional families or limited intelligence and motivation. Then, 

educators make predictions surrounding the perpetuation and accumulation of the 

deficits. In the final stage of prescription, educators design educational interventions to 

remedy the deficits. 

This self-perpetuating cycle is commonplace in today’s public schools. By design, 

schools produce failures among economically disadvantaged students and students of 

color, and then “use the failure as evidence that the ‘problem’ lies with/in the children, 
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their families, their neighborhoods, their genetics, their social capital, and so forth rather 

than with the educational system and its deficit assumptions” (Sklra & Sheurich, p. 237). 

In spite of the deficit views found among educators, a number of Texas schools 

and districts have achieved impressive results for low-income students and students of 

color in the last decade, further advancing the notion that such a goal is achievable and 

reachable. Garcia and Guerra (2004) note that preliminary research indicates that 

Superintendents in these districts have found methods to resisting/displacing deficit 

thinking in an effort to demonstrate progress toward educational equity. Though not all 

together eliminating deficit views among educators, leaders in these successful schools 

have refocused efforts aligned with their mission and rejuvenated their commitment to 

democracy, equity, and justice.

Displacing Deficit Thinking Among Educators

Educational reform efforts often appear to come to a halt because educators are 

unwilling to assume responsibility for students’ low achievement and failure (Berman & 

Chambliss, Garcia & Guerra). Berman et. al. (1999) noted that “efforts to raise 

achievement were hindered by school districts’ and educators’ tendencies to place the 

problem within the student (and family) or within the school, without examining the links 

between the school practices and student outcomes” (Garcia & Guerra, p. 151). 

Bestsinger (2000) contends that because of the socio-cultural disparities between 

educators and students, the misunderstandings and conflict are amplified. Consequently, 

professional development focused on equity-oriented pedagogy becomes a critical factor 

in the process of displacing deficit thinking among educators. 
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Garcia & Guerra (2004) examine a framework that identifies five underlying 

assumptions:

1. Deficit thinking permeates society; schools and teacher mirror these 

beliefs

2. Professional development in diversity is not just for White educators

3. Intercultural communication permeates every aspect of schooling

4. Cultural sensitivity and awareness does not automatically result in equity 

practices

5. Professional development activities must systematically and explicitly link 

equity knowledge to classroom practice (p. 154).

Although there is no recipe for displacing deficit thinking, research literature 

continues to emerge surrounding schools that have proven academic success among such 

students. In a 1999 study of Superintendents of four highly successful Texas school 

districts (Aldine ISD, Brazosport ISD, San Benito Consolidated ISD, and Wichita Falls 

ISD), five methods were identified where accountability standards operated to 

accomplish the substantial displacement of deficit thinking:

1. Provide highly visible, irrefutable evidence, which could not be ignored, 

that the districts were not serving all children equally well;

2. Shift the political risk inherent in confronting racial and socioeconomic 

class educational inequity and mandate improved performance for all 

student groups away from the district leadership to the state department of 

education;
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3. Force the superintendent to seek out exemplars of successful classrooms 

and schools for children of color and children from low-income homes 

and thus, to grow as instructional leaders;

4. Cause superintendent to reevaluate deficit views and develop anti-deficit 

orientations to district leadership; and

5. Drive ever-increasing expectations of and higher goals for academic 

achievement for all children as incremental success. (Skrla & Scheurich, 

2001).

Critical Race Theory

The movement known as Critical Race Theory (CRT) emerged as a means of 

challenging “the ways in which race and racial power are constructed and represented in 

the American legal culture, and more generally, in American society as a whole” 

(Crenshaw, et.al, p. xi). A bold attempt to confront critically the constructive framework 

of race analysis in American civilization, CRT contested the “basic assumptions and 

presuppositions of the prevailing paradigms among mainstream liberals and 

conservatives in the legal academy, but also confronted the relative silence of legal 

radicals – namely critical legal studies writers – who ‘deconstructed’ liberalism, yet 

seldom addressed the role of deep-seated racism in American life” (Crenshaw, et. al., p. 

xi). Based on the ideological structure of civil rights and anti-discrimination law, the 

scholarship of CRT gained momentum after Derrick Bell, African-American Harvard 

Professor, developed and taught legal doctrine from a race-conscious viewpoint. 

“Implicitly repudiating the reigning idea of the color-blindness of law, pedagogy, and 
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scholarship,” Bell used “racial politics rather the formal structure of legal doctrine as the 

organizing concept” for the course (Crenshaw et. al. p. xx). 

Crenshaw et. al (1995) explains that the task of CRT is to remind “how deeply 

issues of racial ideology and power continue to matter in American life” and “seek to 

fashion a set of tools for thinking about race that avoids the traps of racial thinking” 

(Crenshaw, et. al., p. xxxii). “Rather than subscribe to the belief that racism is an 

abnormal or unusual concept, critical race theorists begin with the premise that racism is 

normal and endemic component of our social fabric” (Lopez, 2003; Banks, 1993; Collins, 

1991; Gordon, 1990; Ladson-Billings & Tate, 1995; Scheurich & Young, 1997; Tatum, 

1997; Tyson, 1998).

CRT challenges education’s claims of “objectivity, meritocracy, color and gender 

blindness, race and gender neutrality, and equal opportunity,” and argues that one of the 

reasons “racism persists is that policies and structures built on notions of individual merit 

and colorblindness perpetuate the dominance of whites and racism’” (Lopez, 2003, p.71). 

Taken holistically, CRT posits that beliefs in neutrality, democracy, objectivity, and 

equality are not just unattainable ideals; they are harmful fictions that obscure the 

normative supremacy of whiteness in American law and society (Lopez, p. 85). 

Notwithstanding, White Americans continue to believe in these ideals, because a racial 

reality is, perhaps, too difficult to digest (Lopez, p.85).  As a response to civil rights 

neglect, the critical race educational movement was formed (Olmsted, 1998).

Ladson-Billings and Tate (1995) contend that “race continues to be a significant 

factor in determining inequity in the United States – is easily documented in the statistical 
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and demographic data” (p. 48). They go on to explain, “by arguing that race remains 

untheorized, we are not suggesting that other scholars have not looked carefully at race as 

a powerful tool for explaining social inequity, but that the intellectual salience of this 

theorizing has not been systematically employed in the analysis of educational 

inequality…attempting to uncover or decipher the social-structure and cultural 

significance of race in education” (p. 49).

Lopez (2003) and Parker (1999) argue that acts of racism are active still today. 

“The only difference between racism today and of the past is that modern-day racism is 

more subtle, invisible, and insidious. Popular beliefs such as colorblindness and equal 

opportunity have only served to drive racism underground, making it increasingly 

difficult for people of color to name their reality (Lopez, 2003; Parker, et. a., 1999). 

Lopez (2003) contends, “because it is so ordinary, we often fail to see how it [racism] 

functions and shapes our institutions, relationships, and ways of thinking” (p. 84).  CRT 

aims to expose and unveil White privilege ‘in its various permutations’ (Ladson-Billings, 

1999, p.2) and reveal a social order that is highly stratified and segmented along racial 

lines” (Lopez, p.84). Lopez (2003) explains that the role of CRT is to bring to light the 

fact that such beliefs only serve to maintain racism in place – “relegating racism to 

overt/blatant and unmistakable acts of hatred, as opposed to highlighting the ways in 

which our beliefs, practices, knowledge, and apparatuses reproduce a system of racial 

hierarchy and social inequality” (p.85).

Ladson-Billings & Tate (2000) argue that an imbalance of educational resources, 

diminished expectations for students of color or low-income students, and deficit thinking 
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behaviors among educators are, in fact, discriminations or racism at the institution level. 

Arguing that, “racism is not a series of isolated acts, but is endemic in American life, 

deeply ingrained legally, culturally, and even psychologically,” Ladson-Billings & Tate 

(2000) maintain that “racial inequalities are a product of deeply rooted historical and 

institutional racism in the United States” permeating every aspect of our society, 

including public schools. Keleher (2001) explains that “institutional racism is frequently 

subtle, unintentional and invisible, but always potent” (p. 25).

Ladson-Billings & Tate (1995) raise the question, “how is it possible that we 

allow these ‘savage inequalities’?” (p. 47). They maintain that “these inequalities are a 

logical and predictable result of a racialized society in which discussions of race and 

racism continue to be muted and marginalized,” and where educational leaders and 

policymakers continue treating the symptoms related to equitable academic success, 

claiming equal opportunity and race neutrality while ignoring the root causes (Ladson-

Billings & Tate, p. 47).

In his article “The (Racially Neutral) Politics of Education: A Critical Race 

Theory Perspective,” Gerardo Lopez (2003) insists that educators “have a duty to know 

and raise questions about race and racism in society, as well as an ethical responsibility to 

interrogate systems, organizational frameworks, and leadership theories that privilege 

certain groups and/or perspectives over others” (Lopez, p.70). Furthermore, Lopez (2003) 

asserts, educators “have a duty to challenge oppression in all forms and an obligation to 

interrogate how schools and administrators oftentimes silence students who are culturally 

different” (Lopez, p.71). In fact, public schools demand that these students assimilate into 
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the White dominant culture and when they do not do so successfully, they are blamed for 

their lack of achievement. Lopez (2003) goes on to challenge educational leaders in 

transforming schools from being “sorting mechanisms in the larger global market –

where people of color, women, and the disenfranchised are prepared to fit a particular 

role in society – to being institutions of hope and social change” (Lopez, p.71). 

A paradigm shift is necessary among educational leaders especially today. It is 

argued that if future leaders are not adequately prepared to achieve these goals and avoid 

exposure to issues of race, racism, and racial politics and demonstrate to them how these 

issues still permeate the educational landscape” (Lopez, p.71). Keleher (2001) challenges 

educational leaders and stakeholders to take responsibility for acknowledging, 

confronting, and addressing deficit thinking and racism within schools. Keleher (2001) 

insists,

Unless schools take steps to actively counteract racism, it is likely that it 

is unintentionally aggravating the existing inequalities. When state laws or 

local school policies have the effect of advantaging or disadvantaging 

certain racial groups, or when funds and resources are distributed 

unequally, racism is at work. When racial disparities go unaddressed, this 

too, is a form of institutional racism (p. 25). 

Lopez (2003) insists that the development of “antiracist educators who recognize 

the reproductive functions of schooling and have the courage to envision different 

possibilities for schooling – particularly for our most marginalized youth and 
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communities” is critical (p.71). Educational leaders must possess innovative tools, 

attitudes, perspectives, and altogether a new paradigm, and categorically discard the 

knowledge gained in most, if not all, leadership preparation programs. “If changes are not 

made, educational administration programs will continue to produce primarily white, 

middle class administrators with little understanding of or interest in the institutionalized 

system of white privilege, oppression, and racism’” (Lopez, 2003, p.71).

Within the politics of education, discussions of racism have also been largely 

avoided. Although educators “often have important conversations surrounding the core 

concepts of “power, conflict, government, and policy,” rarely have we had a provocative 

discussion of race and racism and how they affect the field” (Lopez, 2003; Anderson & 

Herr, 1993; Ladson-Billings, 1999; Marshall, 1993a, 1993b, 1997a; Marshall & 

Anderson, 1994; Marshall et. al., 1989; Risvi, 1993; Scheurich & Young, 1997).

Politics and Equitable Academic Success

The academic success of economically disadvantaged students, or lack thereof, 

can be fully understood only when analyzed in the broadest political context. Because 

disparities in academic opportunities and outcomes are influenced by political cultures, 

structures, and systems, and because efforts to address inequities often become 

politicized, educational strategies alone will not effectively address the achievement gaps 

among groups of students. Instead, political strategies are needed to effectively confront 

and address the issue of equitable academic success in Texas public schools.
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Value Tensions: Choice, Efficiency, Equity, & Quality.

Stout, Tallerico and Scribner (1994) assert that “equal educational opportunity [is] 

symbolic of a national mood, which values schooling for all children and youth,” (pg.8). 

In the last several decades, the federal government has forced a “national mood” of 

addressing the educational needs of all children, regardless of class, through equal 

educational opportunities, resources, and initiatives. Because of political ideologies, 

divergent beliefs systems and underlying tensions among competing values, the political 

culture surrounding equity in educational resources and opportunities continues to be 

unresolved. 

Stout, Tallerico and Scribner (1994) insist that value tensions are allied to the 

value alternatives of choice, efficiency, equity and quality (excellence). In unraveling the 

complexities of these competing value systems and understanding political practices, one 

must comprehend the nature of the political properties and system that encourages and 

promotes the inequities in educational opportunities. The politics of educational reform 

efforts have the propensity to oscillate between two perspectives that can be placed on an 

“equity-efficiency” continuum, generating tensions with winners and losers (Scribner, 

Reyes, & Fusarelli, p.203). That is to say, “the core value of equity is in contest with 

values of quality and efficiency,” resulting in an educational political climate where 

quality (excellence) has replaced equity as the preferred symbol (Stout, Tallerico and 

Scribner, pg.8, 11). With an increase in accountability through various educational 

initiatives, equity has taken a back seat to quality and excellence; “…equity now has to 
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be viewed as a mitigating concern, rather than as the primary one…” (Stout, Tallerico 

and Scribner, pg.11). 

Patterson (1997) argues, however, that efforts to reduce the achievement gap, 

improve low-performing students, and encourage equal educational opportunities have 

redirected our priorities and detracted from our efforts on intellectual academic learning. 

In an effort to raise the achievement of our lower-achieving students, the focus is on 

fundamental knowledge-based, or basic academic learning, as opposed to emphasizing

higher-order critical thinking skills or intellectual learning.

At the center of this debate are the scores on minimum proficiency exams (i.e. 

TAKS) that continue to increase while results on higher-order, intellectually challenging 

exams (i.e. SAT) remain constant or decrease (Patterson, 1997). Patterson (1997) 

explains that the tendency is directed toward “improving low-performing students while 

neglecting the intellectual development of the brightest students in our state and nation” 

(pg. 2). Consequently, “the cost in time, money, and lost academic performance are 

weighed against the expressed obligation to give every child in a system an equal 

opportunity to succeed” (Stout, Tallerico and Scribner, p. 8).

Patterson (1997) notes the differences in terms of ‘equal opportunity versus ‘equal 

achievement’. He argues that national and state trends efforts of eliminating the racial 

achievement gap have focused on equal achievement replacing the focus of equal 

opportunity. Efforts of raising scores for low-performing students and reducing the 

achievement gap have resulted in a suffering of the higher-performing students. Patterson 

(1997) posits “the intellectual leveling that result when equal achievement replaces equal 
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opportunity has been credited for the decline of academic achievement in our nation for 

the past twenty years” (p. 3).

Given the conflict of interests between meeting the academic needs of lower-

performing students while continuing to intellectually challenge the higher-performing 

students, the educational system has found an unbalanced method of addressing the needs 

of students at both ends of the spectrum: tracking. Undeniably,  “an uneasy compromise 

has been reached with the tacit acceptance of various forms of tracking, so that 

excellence can be celebrated for the children who are thought to be able to benefit, and 

some form of presumed equity offered for the less able students” (Stout, Tallerico and 

Scribner, pg.10). Tracking students into regular education, special education, or 

vocational courses limits educational opportunities and, hence, affects their academic 

achievement in general (Stout, Tallerico and Scribner, 1995). Stout, Tallerico and 

Scribner (1995) argue, “while these practices may be racist or discriminatory, they allow 

schools to function without continual rancorous conflict” (pg.10).  

Stout, Tallerico, and Scribner (1995) maintain that most local curricula reflect the 

values of key actors, whether they are values of equity, excellence, or choice. Others such 

as Ladson-Billings and Tate (1995) claim “curriculum represents a form of ‘intellectual 

property’ where the quality and quantity of the curriculum varies with the ‘property 

values’ of the school” (pg. 50). Accordingly, the property values of the school may 

restrict the availability of curriculum, and thus, controls a students’ opportunity to learn. 

“In the simplest of equations, those with ‘better’ property are entitled to ‘better’ schools” 

(Ladson-Billings and Tate, pg. 51).
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Interests, Power, Influence, & Control.

Marshall and Scribner (1991) explain, “Politics is viewed as encompassing a 

three-sided equation involving management, people, and their actions.”  They go on to 

say that politics is found wherever: “the process of government (management) exists to 

prevent chaos and disorder and to regulate behavior; the distribution of power over 

valued things in equally allocated among members (people) of identifiable groups; and 

values conflicts are resolved, at least temporarily, in policy choices, decisions, and 

actions” (p. 349). Competing values leads to conflicts where power relationships are 

formed resulting in processes of decisions, policies, and regulations. In the educational 

arena, “school-centered decisions and policies result not only from the daily pressures of 

political life within the school, but also from messages and perceived threats beyond the 

schoolhouse walls” (p. 350). Ball (1987) summarizes,

Organizations, then, can be seen as power struggles along several dimensions and 

as using a number of tactics and devices, according to availability and the 

personal predilections of the individuals involved  (Ball, S., 1987 & 

Collins, 1975).

The study of power relates to issues of control, influence, and decision-making, 

and the manner in which power shapes social relationships, policy identification, and 

policy outcomes. Despite laws and policies that declare equal educational opportunity, 

educational inequities are present throughout our educational system. Full access and 

equal opportunity are still intangible notions for many students of color and low-income 

students (Verdugo, 2002). The educational statistical data reveals the results of the 
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inequities and exposes the continued (informal) segregation that exists in our public 

schools through the tracking of students of color and low-income students into less 

challenging curricula subsequently providing less educational opportunities. Accordingly, 

educational policies that fail to acknowledge and address the discriminations, further 

reinforce and exacerbate the achievement gap in our public schools.

The fundamental nature of educational policy making and policy implementation 

are based on the goals and norms of the dominant political systems, political culture, 

political climate, and political attitudes within the educational organization and its’ 

stakeholders. This political power structure originates and rests, in large part, on the 

values of the governing, or a dominant political system, which customarily disregards the 

competing value system and interests of those who are less influential. And thus, policy 

implementation is enacted through the lens, or perspective, and value system of the 

dominant political systems and its’ political culture. Simplified by Iannaccone (1998), 

“policy is viewed as resting upon value-laden public beliefs – interpretations of the 

American creed or dream – as you will” (Stout, Tallerico and Scribner, p.49). 

Political culture/values command a political system, with its’ actors, processes, 

and structure that engenders private power and a privileged education for select 

individuals; consequently, generating the achievement gaps. Most educational initiatives 

communicate equal educational opportunities for all students. Such rhetoric, however, 

should not be misinterpreted as dedication to the issue and its’ fulfillment. The direction 

of reform efforts are likely misguided in addressing the symptoms rather than the causes 

of such controversial educational issues, vis-à-vis the achievement gap. 
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The structural paradigms within educational institutions affect educational 

opportunity for low-income students and students of color by creating barriers to upward 

mobility causing academic failure and low academic performance. “Despite laws and 

policies reportedly intended to provide equal opportunity, people of color still face racism 

at individual, structural, and institutional levels” (Bergerson, pg. 52). 

Verdugo (2002) elaborates on three concepts critical to the structural argument: 

isolation, school politics, and school climate. Specifically, Verdugo claims that the 

isolation concept, both physical and mental, “is the driving concept of the structural 

paradigm” (pg. 66).  In the physical sense, isolation refers to the schools’ tracking of low-

income students and students of color into regular education courses (as opposed to 

advanced placement and honors level courses), special education courses, and vocational 

skill courses. This tracking concept creates structured school systems of unequal 

educational opportunities. In the mental sense, isolation refers to the expectations of low-

income students and students of color held by teachers and staff. Not only do these 

practices control school climate and structure, but are intimately tied to student 

performance (Verdugo, 2002).

Further, Verdugo (2002) argues that school policies frequently disengage low-

income students and students of color. On the whole, such students are marginalized and 

subject to negative stigmatization, which increase the likelihood of poor educational 

experiences. Furthermore, given that identities and roles are “learned and practiced and 

influence social interaction”, school climate is affected, respectively (Verdugo, pg. 67).
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Certainly, few could disagree that some students, particularly those that are 

economically disadvantaged, enter schools with distinct disadvantages. Such 

disadvantages of preparation, skills, and knowledge could impair their ability to achieve 

academically. Nevertheless, Brown and Haycock (1984) argue that “rather than chipping 

away at the often significant differences in preparation and skills among entering 

students, our educational system perpetuates – even enlarges – these differences” by (pg. 

9). 

Power over our education system has been increasingly concentrated in the hands 

of a few who don’t really want things to change, not substantially; not in ways that would 

really matter for economically disadvantaged students. The fundamental and perhaps 

unpleasant reality is that as a general rule “only those children whose parents have power 

end up with an excellent education” (Bennett, pg. 25). The middle-class and the powerful 

not only know how to coexist within the system, they know how to monopolize the 

system in ways that benefit their children. While the parents of low-income, students of 

color who yearn better for their children, simply lack the power to make it a reality.

Change & Educational Reform.

Today we comprehend that vast institutions don’t just change because they 

should, rather they change only when they must, only when their survival demands it. 

Goodlad (1996) emphasizes, “There will be no liberty, no equality, no social justice 

without democracy, and there will be no democracy without citizens and schools that 

forge civic identity and democratic responsibility” (p. 93). In light of the changing Texas 

demographic patterns, if not for democracy, equity, and justice, our survival demands an 
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educational reform process that produces equitable academic success among all stud ent 

groups in public schools.

In their article, Educational politics and policy: and the game goes on, Scribner, 

Reyes, & Fusarelli (1994) describe American politics using the analogy of a game, 

continuously in motion and dynamic in nature. An educational reform is much like 

changing playing fields. Namely, “the nature of the playing field is determined by where 

the game of educational politics is played, how it is played, and who wins and loses” 

(Scribner, Reyes, & Fusarelli, p. 201). Playing fields generate conflict and those conflicts 

are irresolvable in a pluralist democratic system because they reflect tensions among 

competing values (Scribner, et. al. 1994; Stout et. al., 1994). “Educational reform 

emanates from persisting conflicts over unresolvable values” (Scribner, Reyes, & 

Fusarelli, p. 203).

“One of the principal conflicts generated by this tension over competing values 

concerns the role of ideology in education. Ideological belief patterns are expressed in 

terms of how individual players apply their personal experiences to the decisions and 

policies made in political arenas (i.e. in school districts, state and federal bureaucracies), 

and, likewise, how players with similar beliefs and attitudes view such issues as equality” 

(Scribner, et. al p. 202). Players of the game, including school administrators, legislators, 

governmental leaders, community elites, interests group leaders, and the like bring their 

own predispositions, vision, and values to the political arena as they seek to control 

agendas and determine outcomes, manage bureaucratic myths about their own images, 



69

gain control of real and symbolic resources, and manipulate implementation processes 

(Scribner et. al. p. 202).

Tensions between competing values exist more today than ever before in our 

public schools. Consequently, political differences and demand for change present 

dilemmas that require political negotiations and compromises among policy makers and 

interest groups (Scribner et. a., 1994). In the absence of solutions, Scribner (1994) argues 

that there are only “political trade-offs” or as Stroufe portrays, “the game never ends.” 

Within the educational politics games, there are winners and there are losers. However, 

“policy elites most typically win because they control information” (Scribner et. al., 

p.204). Playing the reform game, as termed by Scribner, has brought with it increased 

development of new approaches, methodologies, and theories to explain the persistent 

failure of school reforms that continue to evolve within the politics of American 

education. 

The Micro-Political Leadership Matrix.

Today’s educational leaders must not only be able to successfully navigate 

cultural divisions, but in order to effectively do their job, they must also have a thorough 

understanding of the theories of conflict and power, intergovernmental relations, 

community participation, interest groups, political systems, and micro-politics. Explained 

by Blase (1991), micropolitics is “about power and how people use it to influence others 

and to protect themselves…about conflict and how people compete with each other to get 

what they want…about cooperation and how people build support among themselves to 

achieve goals...about what people in all social settings think and have strong feelings 
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about, but what so often unspoken and not easily observed” (p.1). Others like Malen 

(1994) explain, “micro-political perspectives address the overt and covert processes 

through which individuals and groups in an organization’s immediate environment 

acquire and exercise power to promote and protect their interests” (Malen, 1994, Ball, 

1987, Blase, 1991b, Hoyle, 1986). And still others such as Marshall and Scribner (in 

Blase, 1990), identify key constructs and concepts of micropolitics to include 

“distribution of power, value conflicts, social domination, diffusion of conflict, allocation 

of values, decision making, constituency (audience) and coalition-building, symbols, 

manipulation, codes of conduct, ideologies connected to group affiliations, and 

boundaries and turf” (p. 143).

The study of the micropolitics in schools necessitates an understanding of how 

power is exercised within this social institution. Effective leaders must also have a 

thorough comprehension of how the micropolitics and power relate to the leadership role. 

Leadership encompasses both styles and goals (Blase & Anderson, 1995). Blase and 

Anderson (1995) describe two basic types of leadership style: open and closed, and two 

different basic approaches that relate to the ends or goals of leadership: transactional and 

transformative.

In the context of micro-political exploration, Blase and Anderson (1995) refer to 

leadership styles as the “political strategies employed by leaders and the forms these 

strategies take” (p. 15). Described as an open-closed continuum, the impact of each style 

is certainly evident. At the closed end, “power is wielded in fairly direct ways, and micro-

political interactions with teachers are generally characterized by avoidance, 
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defensiveness, and protection” (p. 15). On the other end of the continuum is the open end, 

where “forms of diplomacy are the norm” (p.15).  At the open end, power is wielded in 

more roundabout ways, resulting in more unassuming and ideological forms of control. 

The open-closed continuum of leadership styles is a means to an end: toward 

achieving a larger goal. Sometimes called the leader’s vision, values, or platform, the 

larger goals could be any of the following: “to legitimate the institution to its publics, to 

maintain the status quo, to restructure the organization in a particular way, or to advocate 

greater equity and social justice” (Blase and Anderson, p. 15). Blase and Anderson 

(1995) note that though “these ends or ultimate goals are seldom made explicit in 

administrative training programs,” it is the overarching goals that define the leadership. 

Blase and Anderson (1995) explain that transactional leaders can adopt either 

closed (authoritarian) or open (facilitative) administrative styles. Transactional leaders 

tend to view everything in terms of explicit and implicit contractual relationships (Blase 

and Anderson, 1995). This type of leader relies heavily on contractual conditions of 

employment, disciplinary codes and reward structures. “The politics of transactional 

leadership take place within a kind of marketplace school culture in which material, 

psychic and symbolic goods are exchanged” (Blase and Anderson, p.16). A transactional 

leader seldom raises issues related to urgent social realities. Even with open leaders, 

transactions tend to be around narrow, individual concerns. 

Conversely, transformative leaders “exhibit a more proactive style and attempt to 

move a school toward a larger vision or set of ultimate goals” (Blase and Anderson, 

p.16). They can adopt either an open or closed style. Closed transformative leaders often 
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rely on their charisma and what they view as the moral rightness of their positions, while 

open transformative leaders blur the distinction between leadership and followership and 

attempt to find common purposes through authentic dialogue (Blase and Anderson, p.17). 

The micro-political leadership matrix displays the two key dimensions of 

leadership analysis – micro-political leadership style and goals of micro-political 

leadership. Blase and Anderson explain that the matrix, seen below, illustrates “two 

independent dimensions and, as such, represent the open-closed continuum of leadership 

style and the transactional-transformative distinction within leadership theory” (Blase and 

Anderson, p.17). Useful in the analysis of school micro-politics and leadership, Blase and 

Anderson (1995) caution that seldom are the practices found in pure form, as they are not 

rigid categories, but conceptual models. 
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↑↑↑↑

Adversarial Leadership

Promotes leader’s moral 
Vision

power over and power through

←←←←

↑↑↑↑

Democratic, Empowering 
Leadership

Promotes democracy and social 
empowerment

power with

→→→→

←←←←

Authoritarian Leadership

Promotes maintenance of status quo

power over

↓↓↓↓

→→→→

Facilitative Leadership

Promotes more humane organizational 
climate and individual empowerment

power through and power over

↓↓↓↓

Closed Transactional Approach: Authoritarian Leadership.  The Authoritarian 

style of leadership described by Blase and Anderson (1995) typically results in a cycle 

whereby “mutual adjustment and alignment, negotiation and confrontation produce and 

reinforce a closed school climate characterized by fear, distrust, and avoidance” (p.17). 

They go on to say that principals’ with this type of leadership “attempt to avoid, disable, 

   Transactional

   Transformative

Closed Open
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or ignore teachers, suppress dialogue, and exercise control through formal structure and 

enforcement of policies and rules” (p. 17).  Additionally, negotiation is negligible and 

tends to be attained covertly, not openly. 

Closed Transformative Approach: Adversarial Leadership.  Although basically 

authoritarian in leadership style, adversarial leaders “tend to be more proactive and 

engage in politics more publicly and with a greater appearance of openness” (Blase and 

Anderson, p. 18). Their transformational characteristic is seen in their strong ideological 

commitments that they promote aggressively. Confrontational and aggressive in 

approach, “adversarial principals are closed, not in the sense that they avoid conflict, but 

in the sense that they rarely share power” (Blase and Anderson, p.18). The adversarial 

style of leadership tends to intensify teachers’ use of defensive strategies. They embody, 

what Blase and Anderson (1995) describe as an “aggressive bargaining style” and “win 

allies through a warm, charismatic and dynamic style” (p. 19).  

Open Transactional Approach:  Facilitative Leadership. Facilitative leadership, 

also termed cultural or human relations, is often the choice for educational reform 

movements. This type of leadership “often appropriates a discourse of change and 

participation while engaging in bureaucratic manipulation towards pre-established goals” 

(Blase and Anderson, p. 20). Promoting a climate of increased opportunity for 

participation and a more human relations approach, facilitative leadership is an 

improvement over the adversarial and authoritarian approach that personifies a view of 

power as ‘power over’. 
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Open Transformative Approach:  Democratic/Empowering Leadership.  Blase 

and Anderson (1995) explain that a democratic/empowering leadership design is one 

where the focus is no longer management, but empowerment. The leadership approach 

“is democratic in its processes of decision-making as well as in its fundamental concern 

with goals of equity and justice within educational institutions and in the broader 

communities” (Blase and Anderson, p. 21). The emphasis here is not ‘power over’ as 

seen in the first to models, instead the emphasis is on a ’power-with’ approach to 

decision-making, where “micro-politics becomes a genuine exchange of opinions in 

which virtually anything can be questioned or challenged without fear” (Blase and 

Anderson, p. 21). Ferguson (1984) sheds light on the uniqueness of this type of 

leadership,

Genuine political activity, as opposed to bureaucratic manipulation, is 

ideally a creative process by which individuals order their collective lives. 

It requires an open public space in which common interests can be 

defined, alternatives debated, and policies chosen. It engages individuals 

in an active self-creative process involving both cooperation with and 

opposition to others. Politics in this sense entails empowerment of 

individuals and groups, so that they are able to do things collectively that 

they could not have done alone. (p.99).

With a mission of student and community empowerment, democratic/empowering 

leadership endeavors to define democracy, equity, and justice at all levels of institutional 

and social life (Blase and Anderson, 1995).
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Effectively, educational initiatives over the last several decades include verbiage 

that emphasize standards and pay little mind to the obstacles or causes that produce the 

achievement gap among student subgroups in public schools. Valenica et. al. (2001) 

insist that “in the haste to do something there has been no serious effort to distinguish 

standards from obstacles” pg. 326). What results when “so little is expected and so little 

is done? Children are the victims of failed public policy” (Bennett, pg. 27).

Murphy (2002) argues that educational leaders and policymakers have responded 

to controversial educational issues, such as the achievement gap, largely by ignoring 

them, at least by failing to thoughtfully grapple with them. He explains,

We have done exactly what high schools have done; we have crafted a plethora of 

specialty shops for everyone who wants to move into the big tent. And like the 

players and fans in Weick’s soccer game, we have allowed everyone to establish 

his or her own rules and his or her own definitions of success. Everyone has his or 

her own booth in the tent and goes about their business with very few tethers to 

anything like a core, with little concerns for coherence, largely unencumbered by 

mutually forged benchmarks and standards, with considerable thoughtfulness – or 

at least politeness – and with very little real conflict (p.182-183). 

Ensuing, autonomy and civility rule, in tandem education as a political structural 

organization stagnates.

The future of American education lies in the commitment to the democratic 

promise of equal educational opportunities and equitable academic success for all 

children, regardless of class or race. If we cultivate a forum for meaningful discourse 



77

relating to issues of class and race within the educational system, we would have 

confronted some very difficult issues – and America will be better for it; however, “if we 

continue to sustain this chasm between the educational haves and have-nots, our nation 

will face cultural, moral, and civic peril” (Bennett, p. 29).

Summary

This chapter has given an overview of the literature related to theoretical 

frameworks for providing equitable academic success among student groups; the deficit 

thinking model and its’ position in the achievement of economically disadvantaged 

students and students of color; critical race theory and its’ influence on educators, 

educational leaders, policymakers, and the educational system in general; micropolitical 

perspectives on equitable academic success; and concludes with a discussion on the 

micropolitical leadership matrix. The investigation of such professional literature review 

may, not only lead to a greater understanding of best practices related to the 

implementation of practices and strategies that increase performance of economically 

disadvantaged students, but enlarge the repertoire of explanations as to why economically 

disadvantaged students continue elude high-performing status. Moreover, this literature 

sought to underscore the obligation of educators to become reflective practitioners who 

continually use not only quantitative, but qualitative data to improve the quality of their 

practice, in tandem promoting and guiding meaningful, thoughtful educational discourse 

surrounding the factors that influence the achievement of economically disadvantaged 

students.



78

CHAPTER III

Methodology

Introduction

In the chapter that follows, a discussion of the study design, methodology, and 

procedures are presented. With the purpose of examining the Northside Independent 

School District (NISD) organization with great detail and in- depth, intensive 

understanding, qualitative inquiry, specifically a case study approach, is selected as the 

research paradigm. Case study definitions are varied and range from formal statements to 

simplistic assertions. For instance, a case study has been defined in a formal sense as an 

“intensive or complete examination of a facet, an issue, or perhaps the events of a 

geographic setting over time” (Lincoln & Guba, p. 360). Yet more simplistic assertions 

describe case studies as “a slice of life” and “depth examination of an instance” (Lincoln 

& Guba, p. 360). A case study can be written for a variety of purposes, including to 

render and to teach, which best portray the rationale for this case study. 

The methodology employed in this case study, Interactive Qualitative Analysis 

(IQA), is a systems approach to qualitative research that identifies relationships among 

self-identified components of an issue. Designed to minimize the involvement of the 

researcher while providing the participants an extraordinary degree of freedom, IQA 

seeks to capture the lived reality of people, actively engaging participants in the mapping 

of their stories. The qualitative IQA method is selected for this study because of its ability 

to produce significant data in a short time frame that can then be utilized for decision-

making in strategic planning and implementation of change. 
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Purpose of the Study

The purpose of this study is to identify factors that facilitate and that impede the 

achievement of economically disadvantaged student population, as perceived by selected 

secondary teachers in Northside Independent School District in San Antonio, Texas. The 

study also identifies acts of leadership necessary to producing a high-performing 

economically disadvantaged student population. Additionally, the study is designed to 

reveal relationship(s) among the factors that influence the achievement of economically 

disadvantaged students and the acts of leadership that produce a high-performing 

economically disadvantaged student population. Finally, the Superintendent’s view is 

compared to that of secondary teachers, as it relates to the factors that influence the 

achievement of economically disadvantaged students and the acts of leadership necessary 

to producing a high-performing economically disadvantaged student population.

The study will be analyzed from a critical race perspective. Namely, investigating 

how or if these educators consider class or race in their discourse as central to an 

understanding of the phenomenon. Texas has a long history of posting a record of 

underachievement among economically disadvantaged students. Examining factors that 

influence the achievement of economically disadvantaged and determining how and if 

leadership influences the practice of teachers as it relates to economically disadvantaged 

students is an advancement towards formulating effective strategies, practice, and 

political solutions while re-igniting efforts of democracy and justice.
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Research Questions

The following research questions guided this qualitative research:

1. What factors facilitate and impede the achievement of economically 

disadvantaged students?

2. What are the acts of leadership necessary to producing a high-performing 

economically disadvantaged student population?

3. How do factors that influence the achievement of economically 

disadvantaged students relate to acts of leadership necessary to producing 

a high-performing economically disadvantaged student population?

4. How does the Superintendent’s view compare to the secondary teachers’ 

perception as it relates to the factors that influence the achievement of 

economically disadvantaged students and the acts of leadership necessary 

to producing a high-performing economically disadvantaged student 

population?

Research Design: Interactive Qualitative Analysis

The research technique of Interactive Qualitative Analysis (IQA) will be 

employed to obtain the qualitative data. Developed by Norvell Northcutt and Danny 

McCoy at The University of Texas at Austin, IQA focuses on social systems, or “systems 

in which human interpretation of meaning are involved” (Northcutt & McCoy, p. 40). 

With an interest in creating a quilt of meaning, as symbolized by Northcutt & McCoy, 

IQA utilizes “systematic facilitation of group processes and…systematic representation 

of the discourse created by the group” (p. 43).
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Designed as both a deductive and inductive systems approach to qualitative 

research, IQA “allow[s] a group to create its own ‘interpretive quilt,’ and then to 

similarly construct individual quilts of meaning: Together, the two levels of meaning are 

used by the investigator as the foundation for interpretation. The quilt is represented as a 

system of patches (affinities) held together by stitches (relationships among affinities)” 

(p. 43). 

Overview of the IQA Research Flow

IQA participants perform the initial steps of analysis by organizing their discourse 

into categories of meaning called affinities, and articulating their own perceived 

relationships of influence among the affinities. The “affinities defined by the group are 

then used to develop a protocol for interview, which are invaluable to further explore the 

meanings of the affinities and their systemic relationships” (Northcutt & McCoy, p. 45).  

Three primary questions are addressed: 

(1) What does this mean to you?

(2) What led to this? 

(3) What are the results?

From the interview data, a comprehensive system diagram is developed to explain the 

phenomenon. In the final report, the researcher describes the affinities and their 

relationships, makes comparisons among systems and individuals, and makes inferences 

(predictions) based on the properties of the system(s).
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Below is a diagram of the flow of a typical IQA project:
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IQA Focus Group Data

Focus Group Participants.  An IQA focus group is a group of individuals “who 

share some common experience, work or live within some common structure, or have a 

similar background” (Northcutt & McCoy, p. 47). The focus group may undoubtedly 

have “varied opinions and experiences with the system under study but who more 

critically share a common perspective” (Northcutt & McCoy, p. 47). In this study, the 

focus group participants include 15-20 secondary (middle and high school) teachers 

selected by the researcher and/or campus administration as having documented success 

with students economically disadvantaged students. 

The IQA data collection technique aids the participants, who are closest to the 

phenomenon of interest, in describing and labeling their experiences, and in articulating 

perceived relationships among these experiences to produce a theory in perception a or 

conceptual map, which is a systems representation of how a person or group of 

individuals understand a particular phenomenon.

Identification of Factors (Affinities).  Silent brainstorming is the first step for an 

IQA focus group. During this phase, the members of the focus group are asked to write 

their experiences or thoughts on individual note cards about the following two topics:

Please take a few moments to think about your achievement results, the gains, the 
setbacks, the challenges and the barriers in working with the economically 
disadvantaged student population. Think about the overall system, the factors in 
our district that promote, support, and/or impede the performance of the 
economically disadvantaged student. Think about the programs, initiatives, 
people, groups, resources, interactions, perceptions, and intentions that come into 
play. Use the note cards to brainstorm as many factors as you can. Use one note 
card per thought/factor.
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The second topic is presented during a second focus group gathering with the 

same participants about two weeks after the first focus group activity. The second 

discussion topic is listed below:

Please take a few moments to think about your achievement results, the gains, the 
setbacks, the challenges and the barriers in working with the economically 
disadvantaged student population. Think about the leadership, both at the district 
and campus level that promotes, supports, and/or impedes the achievement of 
economically disadvantaged students. Think about the leadership necessary to 
producing a high-performing economically disadvantaged student population –
the individuals, behaviors, characteristics, programs, initiatives, resources, 
interactions, and intentions that come into play within that leadership. Use the 
note cards to brainstorm as many factors as you can. Use one note card per 
thought/factor. 

After producing as many cards as possible, the members are asked to tape their 

note cards along a wall. The facilitator/researcher reads each card aloud for consensus on 

the meaning of the card or for clarification. The group is then asked to engage in an 

activity referred to as inductive coding, where the group silently organizes the cards into 

groups of meaning. 

Axial Coding.  Following inductive coding, axial coding is performed. Axial 

coding is the naming, reorganizing, clarifying, and refining of the affinities. The 

participants sort any cards that may have been initially miscatagorized into a more 

appropriate group and complete the affinity naming process.  With the aid of the 

facilitator, the collective thoughts of the group are organized into common themes or 

affinities, manageable in number, named by the group. Major categories of affinities are 

reviewed and may be combined or divided into hierarchical systems of sub-affinities. 

During this affinity production process, the participants are given the opportunity to 

reflect on their experiences and express their views on the subject, as seeking the greatest 
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amount of detail or “richness” in the data is the primary objective at this stage in the 

process. Through group discussion and consensus, the descriptions are refined and 

narrowed by the group until each participant agrees that the affinity name accurately 

represents the data. The affinities are given titles determined by the participants, which 

are listed at the top of the column of data it represents. Below is a visual representation of 

the process involved in identifying the factors and affinities:

Affinity 1 Name Affinity 2 Name

Sub-affinity 
Name

Sub-affinity 
Name

Affinity 3 Name

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Card

Identifying Relationships among Factors.  After the affinities have been clearly 

identified by the group, the group analyzes the nature of the relationships between each 

of the affinities. All possible pairs must be analyzed according to only three possibilities: 

A → B, B → A, or no relationship, as shown in the table below.
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Possible Relationships
A → B
A ← B

A <> B (No relationship)

The group is asked to produce a matrix containing all the perceived relationships in the 

system into an Affinity Relationship Table. Participants are asked to complete an Affinity 

Relationship Table (ART), which is a matrix containing all perceived relationships in the 

system. Theoretical coding, or the perceived cause and effect relationships (influences) 

among all affinities in a system, is performed using the “If…then…” hypothesis. A 

sample ART for six affinities is illustrated below:

Sample
Affinity Relationship Table

Affinity Pair
Relationship

1    ←    2
1    ←    3
1    →    4
1    ←    5
1    ←    6
2   →    3
2    ←    4
2    →    5
2    <>   6
3    <>   4
3    ←    5
3    <>   6
4    <>   5
4    ←    6
5    ←    6
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Constructing the Interrelationship Diagram (IRD).  In an effort to examine links 

between the affinities, the focus group is asked to engage in theoretical coding, an 

activity where the group develops statements of cause and effect, or propositions, from 

their derived data. The participants are to determine if there exists a direct cause/effect 

relationship or if there exists no relationship between all the affinities. The resulting table 

is termed an IRD.

The IRD for a six-affinity system is represented below:

Tabular IRD

1 2 3 4 5 6 OUT IN ∆∆∆∆
1
2
3
4
5
6

For each affinity, the relationship is recorded twice on an IRD using arrows that 

point only left or up. All relationships are recorded twice on the IRD to represent the 

relationship, once with an up arrow and once a left arrow.  For instance, the relationship 

between affinity 1 and 3, using the IRD below, shows 1 ← 3 and 3 ↑ 1, both are read as 

3 influences 1.  
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Tabular IRD

1 2 3 4 5 6 OUT IN ∆∆∆∆
1 ← ← ↑ ← ←
2 ↑ ↑ ← ↑
3 ↑ ← ←
4 ← ↑ ←
5 ↑ ← ↑ ←
6 ↑ ↑ ↑

The completion of an IRD involves the counting of Outs and Ins and the calculation of 

delta (∆) using the following guidelines:

Outs = the total number of up arrows (↑)
Ins = the total number of left arrows (←)

∆ = Outs – Ins 

Tabular IRD

1 2 3 4 5 6 OUT IN ∆∆∆∆
1 ← ← ↑ ← ← 1 4 -3 
2 ↑ ↑ ← ↑ 3 1 2
3 ↑ ← ← 1 2 -1 
4 ← ↑ ← 1 2 -2 
5 ↑ ← ↑ ← 2 2 0
6 ↑ ↑ ↑ 3 0 3
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After performing the calculations, the IRD is sorted in descending order by delta (∆) as 

shown below:

Tabular IRD – Sorted in Descending Order of ∆∆∆∆
1 2 3 4 5 6 OUT IN ∆∆∆∆

6 ↑ ↑ ↑ 3 0 3
2 ↑ ↑ ← ↑ 3 1 2
5 ↑ ← ↑ ← 2 2 0
3 ↑ ← ← 1 2 -1 
4 ← ↑ ← 1 2 -1 
1 ← ← ↑ ← ← 1 4 -3 

Depending on the value of delta, affinities are categorized as relative drivers, 

relative effects, primary drivers, secondary drivers, circulators/pivots, secondary 

outcomes or primary outcomes. An affinity is considered a relative driver, or cause, if the 

value of delta is positive. A relative effect, or outcome, is an affinity with a negative delta 

value. An affinity with a high positive delta value or one that has many Outs but no Ins is 

a primary driver. An affinity labeled as a primary driver is described to be a significant 

cause that affects many other affinities, but is not affected by others. If an affinity has no 

Ins, it is always categorized as a primary driver. A secondary driver, or a relative cause 

or influence on affinities in the system, is identified when there exists both Outs and Ins

and there are more Outs than Ins. Circulators/Pivots are identified when there exists 

equal number of Outs and Ins and indicates a position in the middle of the system, the 

pivot point, if you will, in the final visual representation of the system. The secondary 

outcome, or relative effect, is identified where exists both Outs and Ins, but more Ins than 

Outs. Finally, a primary outcome is marked by a high negative delta value, which results 
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from many Ins but no Outs, and is known to have a significant affect caused by many of 

the affinities, but does not affect other. An affinity with no Outs is always a primary 

outcome.

From our previous example and using the definitions outlined above, the 

affinities, in descending order by delta, would be identified in this manner:

Tentative SID Assignments (∆)

6 Primary Driver (3)
2 Secondary Driver (2)
5 Circulator / Pivot (0)
3 Secondary Outcome (-1)
4 Secondary Outcome (-1)
1 Primary Outcome (-3)

Constructing the System Influence Diagram (SID).  The value of delta is 

significant is determining the tentative placement of affinities in the Systems Influence 

Diagram (SID). The affinities are placed according to their SID assignments listed above: 

primary drivers are placed to the left of the screen, the primary outcomes to the right, 

secondary drivers and secondary outcomes are to be placed between the primaries. The 

circulator or pivot, as the name suggests, is the pivot point or middle position of the 

system.  Given these parameters, the following SID in created for the above example:
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Tentative
SID 

Assignments

12 56

3

4

The focus group constructs an SID or “a visual representation of an entire system 

of influences and outcomes” (Northcutt & McCoy, p. 48). The resulting mindmap “is 

roughly analogous to a set of qualitative structural equations or as a path diagram; 

however, it is distinguished from traditional path diagrams in that recursion or feedback 

loops are allowed” (Northcutt & McCoy, p. 48).  Differing from other system 

applications, IQA allows for recursion or feedback loops. In fact, they are particularly 

significant, as they indicate that the drivers influence outcomes, which in turn influence 

previous affinities. 

To represent the relationships between the affinities, arrows are draw according to 

the IRD data table. A cluttered SID is one with all links drawn. Using the previous 

example, the cluttered SID is represented below in two fashions: flat topological zones 

and circular fashion.
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Cluttered
SID 

12 56

3

4

1

2

5

6

3

4

Cluttered
SID 

A circular Cluttered SID makes it easier to identify and remove redundant links, or links 

between two affinities in which, even if removed, a path from the driver to the outcome 

can be achieved through an intermediary affinity.  It may be helpful to think of redundant 
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links as the “paths of least resistance.”  For instance, in the Cluttered SID above, affinity 

6 influences 1, 4, and 5. A close examination of the SID reveals that 6 influences 1 

mediated by 5 and 3, therefore the link between 6 and 1 can be removed.  The central 

theorem of IQA representation is as follows: 

Given any set of affinities and a set of binary unidirectional relationships among these, 
there exists one, and only one, uncluttered SID.

A clean SID is the final version or representation of the mindmap. A clean SID

contains “only the minimum number of links required to completely represent the 

underlying logic of the IRD” (Northcutt, p. 180). What results is a simpler, more 

interpretable mental model – one that has optimum explanatory power. Below is the 

clean SID for the above illustration. The light blue arrows are the redundant links that 

were eliminated. 

Clean
SID 

1

2

56 3

4
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Below is the clean SID in its final version, with all redundant links eliminated:

1

2

56 3

4

Uncluttered
SID

IQA Individual Interviews

The IQA semi structured interview is “designed to capitalize on the consistency 

afforded by highly structured interviews and the level of detail offered by open-ended or 

emergent interviews” (Northcutt & McCoy, p. 48). Interview questions are designed and 

based on the affinities and subaffinities developed by the focus group participants, and 

have the purpose of adding richness and depth to the description of the meaning of 

affinities that is not possible with a focus group alone (p. 48). With the purpose of 

exploring each affinity thoroughly and consistently, the interview protocol will follow a 

prescribed order related to the affinities, though follow-up and probing questioning may 

vary from interview to interview. The IQA interviews serve to enhance the data that more 

accurately represents the respondent’s personal mindmap, helps the researcher code the 
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impact and influences of these affinities in order to create a SID, and provides group data 

that better represents the group’s collective SID. 

Interview Protocol.  The interview protocol consists of two parts: the open-end 

axial interview designed to provide rich description of affinities, and the structured 

theoretical interview designed to identify relationships between the affinities. 

The axial interview segment is derived from the affinity write-up. After providing 

the interviewer with the group results, the interviewer is asked to respond to the affinity 

names by responding to the following questions: “W hat does the affinity mean to you?” 

and “Tell me about your experiences with the affinity?” 

The theoretical interview is presented through an affinity relationship table. As 

such, the affinity relationship table (ART) serves as the basis for the theoretical interview 

where, after receiving the table with all possible relationships between the affinities, the 

interviewer is asked to give their view as to whether they believe there is a relationship 

between each affinity, identify the relationship and provide explanation. The researcher 

will probe the interviewer for experiences that support their view on the affinity 

relationship.

Interview Analysis.  The analysis of the IQA interview consists of the following 

three basic questions on each of the affinities developed by the group: 

(1) What does this mean to you? 

(2) What led to this? 

(3) What are the results?
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The transcript of the interview is coded and analyzed similar to that of the focus group 

responses, both axially and theoretically. 

Individual Interview Axial Code Table (ACT).  Key words and phrases that 

describe or illustrate an affinity are noted by the researcher and placed into the Axial 

Code Table or ACT. Specific quotes and phrases from each interview related to a 

particular affinity are inserted into the ACT. Each quote for any given affinity will be 

represented by another row in the ACT. 

Sample Individual Interview 
Axial Code Table

Affinity Transcript 
Line

Axial Quotation Researcher 
Notes

1.
2.
3.
4.
5.
6.

Individual Interview Theoretical Code Affinity Relationship Table (TCT).  The 

TCT is the “primary documentation for all utterances that illustrate the manner in which 

the affinities are related for each respondent” (p. 49). Theoretical codes, or data that 

supports a relationship between two or more affinities, are identified and documented by 

the researcher. The direction of the relationship is identified by the use of the arrows, 

equivalent to the focus group data. The TCT documents both the direction of the 

relationship and the example or line of reasoning shared by the respondent. The transcript 
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of the interview is reviewed for any additional quotations that support each of the 

affinities. All relevant data is recorded into the TCT. 

Sample Individual Interview 
Theoretical Code

Affinity Relationship Table

Affinity Pair 
Relationship

Line 
Number

Theoretical Quotation Researcher 
Notes

1     ←       2
1     ←       3
1     ←       4

IQA Combined Interviews.  Once a combined SID has been created from a 

composite interviewee data, axial data is transferred from each ACT to a Combined 

Interview Axial Code Table. A Combined Interview Axial Code Table is a database for 

the entire set of respondents that includes all axial codes from all affinities, and where 

transcript lines that support or link to an affinity are identified. 

Sample Combined Interview
Axial Code Table

Affinity Transcript 
Line

Axial Quotation Researcher 
Notes

1.
2.
3.
4.
5.
6.

Theoretical Coding. A Combined Interview Theoretical Code Affinity 

Relationship Table is produced by combining the theoretical data collected from all 
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respondents. The table lists both directions for relationships since individual respondents 

may disagree on the direction of the relationship.

Sample Combined Interview 
Theoretical Code

Affinity Relationship Table

Affinity 
Relationship

Transcript 
& Line #

Theoretical Quotation Researcher 
Notes

1  →  2
1  ←  2
1  →  3
1  ←  3

Theoretical Code Frequency Table. Similar to an Affinity Relationship Table

(ART), the Combined Interview Theoretical Code Frequency Table seen below tallies the 

frequency for each affinity relationship. Using the Individual Interview Theoretical Code 

Affinity Relationship Table (TCT) for each respondent, the researcher simply records the 

frequency. The frequency of relationships determines the direction.

Sample Combined Interview
Theoretical Code
Frequency Table

Affinity Pair 
Relationship

Frequency Affinity Pair 
Relationship

Frequency

1  →  2 3 1  →  5 1
1  ←  2 0 1  ←  5 1
1  →  3 1 1  →  6 2
1  ←  3 0 1  ←  6 1
1  →  4 0 2  →  3 3
1  ←  4 18 2  ←  3 17
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Composite System Influence Diagram (SID).  Similar to the procedure utilized in 

constructing a SID with the focus group data, an IRD and SID are created for each 

interview respondent. A composite SID is then created from the data from the interviews. 

A Combined Interview Theoretical Code Frequency Table is constructed according to the 

counts of each theoretical code. 

Pareto Protocol.  IQA supplies a protocol (Pareto Protocol with MinMax 

Criterion) to constructing a composite SID from the data retrieved from the combined 

individual interview SIDs. The Pareto Protocol is a statistical method for representing the 

consensus, or the “preponderance”, of the group’s analysis of relationships. Named after 

Wilfredo Pareto, a nineteenth-century economist, the Pareto Principle became prevalent 

among management and system theories on the subject of quality management, 

economics, and productivity. 

The Pareto Principle states the following:  Something like 20% of the variables in 

a system will account for 80% of the total variation in outcomes (such as productivity or 

profit), or simply stated, “a minority of the relationships in any system will account for 

the majority of the variation within the system” (Northcutt, p. 157). Other incarnations of 

the Pareto Principles have materialized including: 

1. Addressing the most troublesome 20% of your problem with solve 80% of it.
2. In any organization, 20% of the personnel will cause 80% of your headaches.
3. 80 percent of all work that is completed is really the result of 20 percent 

effort.
4. 20 percent of all potential solutions will solve 80 percent of the problem.

IQA employs the Pareto Principle to achieve consensus and analytically create a 

statistical group composite, known as the Pareto Cumulative Frequency Chart. 
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Frequency of each relationship is determined by tallying all of the relationships from the 

individual ARTs completed by each member of the focus group. The data is recorded on 

a spreadsheet, like the one see below for the six-affinity example discussed previously. 

The frequency total is 185, which is to say that 185 votes were recorded, for the 30 

possible affinity pair relationships (30 permutations of 6 things taken pairwise).  Note 

that some affinity pair relationships received no votes, while other relationships attracted 

a split vote.

Sample Combined Interview
Theoretical Code
Frequency Table

Affinity Pair 
Relationship

Frequency Affinity Pair 
Relationship

Frequency

1 → 2 1 2 → 6 3

1 ← 2 18 2 ← 6 0

1 → 3 3 3 → 4 1

1 ← 3 15 3 ← 4 0

1 → 4 3 3 → 5 0

1 ← 4 1 3 ← 5 18

1 → 5 1 3 → 6 1

1 ← 5 11 3 ← 6 1

1 → 6 1 4 → 5 2

1 ← 6 12 4 ← 5 1

2 → 3 20 4 → 6 3

2 ← 3 0 4 ← 6 17

2 → 4 3 5 → 6 2

2 ← 4 16 5 ← 6 15

2 → 5 13

2 ← 5 3
Total   
Frequency 185
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Constructing a Pareto Chart.  Using the data obtained in the Pareto Cumulative 

Frequency Chart, namely the total numbers of “votes” calculated for each relationship, 

the data is then sorted in descending order and cumulative frequency and percentages are 

calculated for each relationship in terms of both total number of relationships (30) and the 

total number of votes (185). According to Northcutt & McCoy (2004), the rationale for 

this procedure is two-fold: 

1. To determine the optimal number of relationships to comprise the composite 
system. “Optimal” is used in the sense that the researcher’s objective is to use 
the fewest number of relationships (for parsimony’s sake) that represents the 
greatest amount of variation (for the sake of comprehensiveness and richness). 
Relationships that attract a very low percentage of votes are generally 
excluded from the group composite. 

2. To help resolve ambiguous relationships, which are relationships that attract 
votes in either direction.

The Pareto Chart below contains the same frequencies in the Pareto Cumulative 

Frequency Chart, but has been sorted in descending order of frequency.  Four columns 

have been added as follows (Northcutt & McCoy, 2004):

1.   Cumulative Frequency.  Entries in this column contain the running total or 
cumulative frequency.  Each entry is the frequency of votes cast for an affinity 
pair added to the previous total. 

2.   Cumulative Percent (Relation).  This is a cumulative percent based upon the 
number of total possible relationships, in this case 30; i.e., each relationship 
represents 1/30 or approximately 3.3% of the total possible number.  This 
cumulative percentage is one of two factors in the Power index

3.   Cumulative Percent (Frequency).  This is a cumulative percent based upon the 
number of votes cast (185).  Each entry is the percent of votes cast for an affinity 
pair added to the previous total.  

4.   Power.  Power is an index of the degree of optimization of the system and is 
simply the difference between Cumulative Percent (Frequency) and Cumulative 
Percent (Relation).
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Affinities in Descending Order of Frequency 
With Pareto and Power Analysis

Affinity Pair 
Relationship

Frequency 
Sorted 

(Descending)

Cumulative 
Frequency

Cumulative 
Percent 

(Relation)

Cumulative 
Percent 

(Frequency)
Power

1. 2 → 3 20 20 3.3 10.8 7.5

2. 1 ← 2 18 38 6.7 20.5 13.9

3. 3 ← 5 18 56 10.0 30.3 20.3

4. 4 ← 6 17 73 13.3 39.5 26.1

5. 2 ← 4 16 89 16.7 48.1 31.4

6. 1 ← 3 15 104 20.0 56.2 36.2

7. 5 ← 6 15 119 23.3 64.3 41.0

8. 2 → 5 13 132 26.7 71.4 44.7

9. 1 ← 6 12 144 30.0 77.8 47.8

10. 1 ← 5 11 155 33.3 83.8 50.5

11. 1 → 3 3 158 36.7 85.4 48.7

12. 1 → 4 3 161 40.0 87.0 47.0

13. 2 → 4 3 164 43.3 88.6 45.3

14. 2 → 6 3 167 46.7 90.3 43.6

15. 4 → 6 3 170 50.0 91.9 41.9

16. 2 ← 5 3 173 53.3 93.5 40.2

17. 5 → 6 2 175 56.7 94.6 37.9

18. 4 → 5 2 177 60.0 95.7 35.7

19. 1 → 2 1 178 63.3 96.2 32.9

20. 1 ← 4 1 179 66.7 96.8 30.1

21. 1 → 5 1 180 70.0 97.3 27.3

22. 3 → 4 1 181 73.3 97.8 24.5

23. 3 → 6 1 182 76.7 98.4 21.7

24. 3 ← 6 1 183 80.0 98.9 18.9

25. 4 ← 5 1 184 83.3 99.5 16.1

26. 1 → 6 1 185 86.7 100.0 13.3

27. 2 ← 3 0 185 90.0 100.0 10.0

28. 2 ← 6 0 185 93.3 100.0 6.7

29. 3 ← 4 0 185 96.7 100.0 3.3

30. 3 → 5 0 185 100.0 100.0 0.0
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Total Frequency 185

The MinMax Criterion.  The last two columns of the Pareto table are the keys to 

deciding which relationships should be included in the group IRD.  The relationships are 

displayed in decreasing order of frequency so that the cutoff point, with regard to how to 

decide which relationships to exclude from the group IRD, can become evident. The 

relationships numbered 27 thru 30 in the above table should be excluded, since they 

attracted no votes at all.  The question, however, becomes how should a cutoff point be 

determined for affinities that attract relatively few votes?  The decision involves 

optimizing a tradeoff between two criteria:  the composite should account for maximum 

variation in the system (cumulative percent based upon frequency) while minimizing the 

number of relationships in the interest of parsimony (cumulative percent based upon 

relations).  

Accounting for Maximum Variance. In accordance with Pareto’s concept, we 

find that relatively few of the possible 30 relationships account for most of the variance; 

for instance, the first 6 relationships (20% of the total) account for well over half (56%) 

of the variation in the system, and the first 10 (33% of the total) account for 84% of the 

total variation.  
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The following Maximum Variance Frequency Graph illustrates the variance accounted 

for by each succeeding relationship. 
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The Power Analysis Representation seen below visually displays the minimizing 

of the number of affinity relationships in the system.  
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Power reaches a maximum at 10 relationships, which accounts for 84% of the variation in 

this system; therefore, 10 relationships would be a defensible choice for inclusion in the 

Group IRD since it is an optimal number in the sense of the MinMax criterion. 

IQA Analysis

The IQA results illustrate a picture of a system, or systems. The IQA report will 

accomplish three goals:

1. It names and describes the elements of the system.

2. It explains relationships among elements of a system (system dynamics).

3. It compares systems.

In sum, IQA methodology identifies and describes the elements, or affinities, of a 

system, explains the relationships among the affinities utilizing quotations from the 

participants, and draws comparisons between the mindmaps, either between individuals 

or among constituencies. As a result, “readers are given a ‘tour’ through the system in 

which the relative influence of each affinity on others is portrayed in a systemic 

context….and the words of the participants are used to illustrate the behavior of the 

systemic links” p. 50).
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The following diagram visually summarizes the IQA document flow:
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Participants

This Northside Independent School District (NISD) case study required the 

researcher to obtain approval from the NISD Superintendent, Dr. John Folks, to conduct 

the research and have access to the participants in the NISD district. Through several 

email correspondence and visits with Dr. Folks, the purpose, design, and process of the 

study was described and permission was granted.  The research requires the participation 

of 15-20 secondary teachers that have proven success with economically disadvantaged 

students, as assessed by the researcher and/or their campus administration. Additionally, 

the study requires the participation of the Superintendent Dr. Folks who graciously 

agreed to take part in the final interview process of IQA. Finally, the researcher sent a 

letter of agreement approving the research to Superintendent Dr. Folks for a signature.

The participants for this study were selected by purposive sampling. That is, 

“members of a sample are chosen with a ‘purpose’ to represent a location or type in 

relation to a key criterion” (Ritchie & Lewis, p. 79).  The sample is small in scale, 

purposively selected on the basis of salient criteria, and “in some sense representative of 

a population to which it is desired to generalize” (Lincoln & Guba, p. 200). 

Limitations

The following are limitations to this study:

Although other urban and economically disadvantaged school districts may find 

resemblance with this study, the findings of this research can be expected to apply 

specifically only to Northside ISD in Bexar County.  Thus, the findings of the research in 

this study may not be transferable to other contexts. 
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The participants were asked voluntarily to take part in this study through 

purposive sampling. The sample size of the focus group consisted of 15-20 secondary 

teachers in the NISD district that were selected by either the researcher or campus 

administration as individuals with documented success in working with the economically 

disadvantaged student population. Limitations include small sample size, inherent bias 

among the participants, and generalizability. 

Because of the required large group consensus among the members of the focus 

groups, decisions made could have been a result of groupthink (Johns, 1996). 

Groupthink, as explained by Johns (1996), is when members of a group are influenced by 

group pressures when opposing ideas are present in an effort to avoid debating the group. 

The use of Interactive Qualitative Analysis may have minimized the groupthink, since it 

employs the silent nominal group technique, which consists of brainstorming tools that 

include individual participation, as well as group participation. 

Standards for Qualitative Research

How can an inquirer persuade his or her audiences (including self) that the findings of 
an inquiry are worth paying attention to, worth taking account of? What arguments can 
be mounted, what criteria invoked, what questions asked, that would be persuasive on   

this issue?
Lincoln & Guba, 1985

Lincoln and Guba (1985) maintain that the trustworthiness of a study can be 

measured by invoking the criteria of credibility, transferability, dependability, and 

conformability (p. 219). 

Credibility.  Cook and Campbell (1979) define credibility (also termed internal 

validity) as the “approximate validity [the best approximation of the truth or falsity of a 
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statement] with which we infer that a relationship between two variables is causal or that 

the absence of a relationship implies the absence of a cause” (Lincoln and Guba, p. 290). 

To ensure credibility of the data collected in this study, multiple sources of data were 

accessed. Peer debriefing, member checking, persistent observation and methods of 

triangulation were employed. Specifically, focus group data and individual interview data 

were utilized to triangulate findings. 

Transferability.  Transferability, also known as external validity, refers to the 

generalization or application of the findings to other similar settings. Generalization has 

been described to include two contexts: empirical and theoretical (Ritchie & Lewis, p. 

264).  The empirical context “concerns the application of findings from qualitative 

research studies to populations or settings beyond the particular sample of the study” 

(Ritchie & Lewis, p. 264). The theoretical, or theory-building, context involves the 

generation of theoretical concepts or propositions which are drawn from constructs 

developed in a single study which are then utilized in developing wider theory and may 

be deemed to be of wider application. Seeing that transferability is not always achievable 

in qualitative studies, it becomes the responsibility of the researcher to make the transfer 

applicable between studies (Lincoln & Guba, 1985; Marshall and Rossman, 1999).

The researcher maintains that the development process involving the IQA 

methodology and grounded theory approach allows for the transferability for districts or 

schools wishing to conduct needs assessments that can then be utilized for decision-

making in strategic planning and implementation of change. 
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Dependability & Confirmability.  To ensure dependability and confirmability in a 

qualitative study, Lincoln & Guba (1985) suggest the techniques of audit inquiry and 

audit trail. The Halpern audit trail notational system as suggested by Lincoln and Guba 

consists of six categories: 

(1) raw data, including electronically recorded materials, written field notes, 

documents and records, and survey results, (2) data reduction and analysis 

products, including field notes, unitized data (3 x 5 cards), and theoretical notes, 

(3) data reconstruction and synthesis products, including structure of categories 

(themes and relationships), findings and conclusions (interpretations and 

inferences), and a final report, (4) process notes, including methodological notes 

(procedures, designs, strategies), trustworthiness and audit trail notes, (5) 

materials related to intentions and dispositions, including personal notes (reflexive 

notes and motivations), and expectations (predictions and intentions), and (6) 

instrument development information, including pilot forms, preliminary 

schedules, observation formats, and surveys (Lincoln & Guba, p. 319).

In accordance with the Halpern audit trail notational system described above, all 

relevant data pertaining to the case study has been systematically documented and stored, 

including the 3 x 5 index cards, original coding and construction of data tables, database 

files, original field notes, audio recordings, transcripts, etc. 
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Summary

This chapter provided a detailed explanation of the Interactive Qualitative 

Analysis (IQA) methodology that will be employed in the data collection methods and 

analysis procedures in this study.  The IQA methodology provides a comprehensive 

understanding of the system by investigating the two components of systems: the 

elements and the relationship among the elements. The limitations and standards for 

qualitative research were also presented. In Chapter IV, the researcher will present the 

major thematic findings in the form of a case study report.
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CHAPTER IV

Results of the Study

Group Reality: System Elements

Problem Statement

The purpose of this study is to identify factors that facilitate and that impede the 

achievement of economically disadvantaged student population, as perceived by selected 

secondary teachers in Northside Independent School District in San Antonio, Texas. The 

study also identifies acts of leadership, or leadership elements, necessary to producing a 

high-performing economically disadvantaged student population. Additionally, the study 

is designed to reveal relationship(s) among the factors that influence the achievement of 

economically disadvantaged students and the acts of leadership that produce a high-

performing economically disadvantaged student population. Finally, the Superintendent’s 

view is compared to that of secondary teachers, as it relates to the factors that influence 

the achievement of economically disadvantaged students and the acts of leadership 

necessary to producing a high-performing economically disadvantaged student 

population.

The study will be analyzed from a critical race perspective. Namely, investigating 

how or if these educators consider class or race in their discourse as central to an 

understanding of the phenomenon. Texas has a long history of posting a record of 

underachievement among economically disadvantaged students. Examining factors that 

influence the achievement of economically disadvantaged and determining how and if

leadership influences the practice of teachers as it relates to economically disadvantaged 



113

students is an advancement towards formulating effective strategies, practice, and 

political solutions while re-igniting efforts of democracy and justice. 

Research Questions

The following research questions will guide this qualitative research:

1. What factors facilitate and impede the achievement of economically 
disadvantaged students?

2. What are the acts of leadership necessary to producing a high-
performing economically disadvantaged student population?

3. How do factors that influence the achievement of economically 
disadvantaged students relate to acts of leadership necessary to 
producing a high-performing economically disadvantaged student 
population?

4. How does the Superintendent’s view compare to the secondary 
teachers’ perception as it relates to the factors that influence the 
achievement of economically disadvantaged students and the acts of 
leadership necessary to producing a high-performing economically 
disadvantaged student population?

The Interactive Qualitative Analysis (IQA) Methodology

In this study, the IQA focus groups component yielded twelve affinities for the 

factors that influence, either facilitate or impede, the achievement of economically 

disadvantaged students in Northside ISD as perceived by secondary teachers, and five 

and four affinities for acts of leadership necessary to producing a high-performing 

economically disadvantaged student population as perceived by middle and high school 

teachers, respectively. Through exploration, examination, and synthesizing of educators’ 

thinking, including their experiences, emotions, thoughts, perceptions, reactions, and 

reflections concerning the achievement of the district’s economically disadvantaged 

student population, the IQA process served to fully capture, in depth and detail, the 

experiences of the participants, producing quality data and analysis of that data. This 
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effort, which required planning and the conducting of focus group sessions, featured an 

intense, interactive collaboration among focus group members, interviewees, and, to 

some extent, the researcher. The focus group process contributed to the initial 

identification of affinities with respect to the two primary research questions. Namely, 

identifying the factors facilitate and impede the achievement of economically 

disadvantaged students, and identifying the acts of leadership, or leadership elements, 

necessary to producing a high-performing economically disadvantaged student 

population. The interview analysis segment of the IQA framework confirmed relational 

information regarding the direction or influence of each of the factors. The final product 

was refined through the theoretical potential of the study utilizing Systems Influence 

Diagrams which are presented later in this chapter and further elaborated in chapter five. 

Sample Selection Criteria 

The sampling process was purposeful so that a small sample could be studied in 

an in-depth manner (Patton, 1990). Information rich studies, such as this study, provide 

thick descriptions that are of central importance to the purpose of the research. The 

criteria used for selection is set forth in the following section. 

The focus groups participants were comprised of thirteen teachers at the 

secondary level teaching in varying subject matters but who have documented, proven 

success in working with economically disadvantaged students. The first focus group 

activity concentrated discussions on the factors that influence the achievement of 

economically disadvantaged students in Northside and involved all thirteen secondary 

teachers. The second and third focus group sessions centered on the leadership 
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dimensions necessary to producing a high-performing economically disadvantaged 

student population and involved 8 middle school teachers and 5 high teachers, 

respectively. 

The secondary teachers interviewees in the study were nominated by their campus 

principal and/or campus administration based on criteria selected by the researcher. 

Secondary principals in this school district were asked to identify her/his most quality 

teacher with proven, documented success in working with economically disadvantaged 

students with at least three years of experience on the campus, and who would be willing 

and able to participate in the Northside ISD case study. Each of these teachers was then 

contacted by the researcher to relay specific study information including participation 

guidelines. Additionally, the Superintendent of Northside ISD, Dr. John Folks, was asked 

to participate in the case study. The University of Texas at Austin IRB procedure was 

followed. 

The IQA Process

The participants consisting of eight middle school teachers and five high school 

teachers were gathered in a school district facility comfortable enough to actively engage 

all participants in the IQA procedure. At each table were the following items: index 

cards, pencils/pens, markers, scratch paper, name plates, and two copies of the IRB 

document. The participants were informed about the nature of the research, selection 

process, told of the interest in their experiences, and assured that this process would 

identify a rich detail of common themes to their experiences. 
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The facilitator initiated the IQA process by engaging the participants in warm-up 

discussions surrounding the topics of interest; namely, the factors that influence and 

leadership acts involving the NISD economically disadvantaged student population. 

While the participants shared their experiences/perspectives engaging in dialogue among 

each other, the facilitator recorded the ideas shared on a flip-chart. This warm-up activity, 

lasting about ten minutes, aided the participants in re-focusing their energy and thoughts 

on the research topic.  

Participants were then asked to reflect on their experiences with economically 

disadvantaged students. Specifically, the following topic statement was read to the 

participants during the first focus group session comprising of NISD middle and high 

school teachers:

Please take a few moments to think about your achievement results, the gains, the 
setbacks, the challenges and the barriers in working with the economically 
disadvantaged student population. Think about the overall system, the factors in 
our district that promote, support, and/or impede the performance of the 
economically disadvantaged student. Think about the programs, initiatives, 
people, groups, resources, interactions, perceptions, and intentions that come into 
play. Use the note cards to brainstorm as many factors as you can. 

During the second and third focus group sessions, the participants were asked to 

reflect on the leadership necessary to producing a high-performing economically 

disadvantaged student population. Specifically, the following topic statement was read to 

participants during the second and third focus group sessions consisting of middle school 

and high school teachers, respectively:

Please take a few moments to think about your achievement results, the gains, the 
setbacks, the challenges and the barriers in working with the economically 
disadvantaged student population. Think about the leadership, both at the district 
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and campus level that promotes, supports, and/or impedes the achievement of 
economically disadvantaged students. Think about the leadership necessary to 
producing a high-performing economically disadvantaged student population –
the individuals, behaviors, characteristics, programs, initiatives, resources, 
interactions, and intentions that come into play within that leadership. Use the 
note cards to brainstorm as many factors as you can. 

The guided imagery process continued for about fifteen minutes. The participants 

were asked to reflect on their experiences to date.  Emphasizing that they would be 

allowed to brainstorm without the penalty of censorship, the group was asked to think of 

words, phrases, mental pictures, or memories of experiences. The group was asked to 

take index cards and write one experience, word, phrase, sentence, idea, and/or memory 

per card.  The participants were told there would be no right or wrong answers. They 

were asked to write on their cards in silence. They were assured that whatever they wrote 

on the card would stay confidential within the group and used only for the purpose of the 

research. There was no limit on how may cards they could use.  When they appeared to 

be done, the participants were asked tape them to the wall in no particular order, and be 

prepared to share out their ideas.

With the cards taped on the wall, the participants went up to the wall and read 

each card aloud and explaining their view as it related to the subject. The group was 

asked if each card made sense.  If a card was unclear, the author or another member was 

asked if s/he wanted to explain what was meant. Usually the author had no hesitation in 

coming forward to clarify the meaning.

When they were done, the group was asked to, again silently, begin to move the 

cards into columns. The cards in the columns were to have a similar theme. If they 

disagreed with where a card had been moved, they were to feel free to move it to another 
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column. This went on for several minutes until the group felt that each card was in place. 

They were asked not to talk about where their cards should go. If a card’s meaning and 

placement was ambiguous, it was cleared up in the next step.   

The facilitator began asked the group to give each column a name. A new card 

reflecting the name was placed above the column. The facilitator progressed through each 

column until all had been named. When several columns were combined under one newly 

named category, the original columns became sub-affinities of the new affinity. Each 

card was then reexamined to see if it had been ‘miscategorized’ and now belonged in one 

of the newly named columns.  If categories seemed to be overly complex, the group was 

instructed to see if sub-categories were necessary. Each column was then rearranged to 

reflect the sub-categories. Each sub-category was also given a name. Once the cards had 

been arranged and affinities named, the affinity production exercise was complete. 

Once the group reached a consensus on the naming of the affinities and sub-affinities, 

and, time permitting, the participants were asked to reflect on the relationship between all 

affinities. The participants were asked, either individually or in small groups, to record on 

an affinity relationship table (ART) their initial thoughts surrounding the direction of the 

relationship between all affinities and provide brief explanation. The individual 

interviews offered additional explanation surrounding the interviewee’s perspective on 

the relationships between all affinities. 

Utilizing the groups’ data on both research questions, an interview of Northside 

ISD Superintendent, Dr. Folks, was conducted. Specifically, during the axial component 

of the interview, Dr. Folks was asked to give explanation on each affinity as to its 
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meaning and share experiences with the affinity. The theoretical aspect of the interview 

focused on the completion of the affinity relationships tables (ARTs), whereby all 

possible relationships between the affinities was provided, and Dr. Folks was asked to 

identify the relationship and give explanation. The interview procedure with Dr. Folks 

was similar to that of the teachers. 

All interviews were transcribed word for word. Once the transcripts had been 

prepared, the researcher analyzed the text for axial codes, which are specific examples of 

discourse that illustrate or allude to an affinity. The researcher then documented the 

reference for retrieval by recording the affinity number on the line of transcript that refers 

to the affinity, and by documenting the line numbers and affinity numbers in the 

Individual Interview Axial Code Table (ACT). Quotes relating to a specific affinity were 

cut and pasted into the third column of the ACT, along with the line(s) of the transcript 

that were the source of the axial quote. Once all interviews had been coded, the data from 

the interviews was summarized to create a composite of the individuals’ experience with 

the phenomenon. Axial data was transferred from each Individual Interview Axial Code 

Table to a Combined Interview Axial Code Table. By combining all interviews into one 

table, the researcher created a database for the entire set of respondents containing all 

axial codes for all affinities, with each code containing a link or a reference to the 

transcript and line numbers that produced the code. 

The researcher next examined all quotes for each separate affinity. Multiple 

quotes were then woven together to develop a composite quote. The following section 

identifies the affinity, provides a brief description written by the researcher, followed by 
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a composite description of the affinities based solely on quotes obtained from all the 

interviews. 

Interview Protocol Part I (Axial)

Factors that Facilitate or Impede the Achievement of Economically
Disadvantaged Students in Northside ISD

Outside factors that affect the classroom 
This affinity characterizes the negative or positive influences, or experiences, outside the 
classroom environment that affect student performance in the classroom. Some examples of 
external influences emphasized by the group include: a student’s responsibilities within the 
family structure (i.e. babysitting, student as a source of financial support, etc.), poverty, 
lack of transportation, parents as role models, and the value placed on education by the 
parents. With the philosophy that “everything outside affects the classroom,” the ability for 
educators to positively intervene in a child’s life becomes a particularly critical variable in 
the equation of academic success for the economically disadvantaged student. 

The outside factors are everything but what happens in school; everything that does 
not happen in the educational setting. Outside factors that affect the classroom would 
be anything going on in the student’s life, at home, that is affecting their success at 
school. Outside factors that affect the classroom is probably one of the most major of the 
affinities just because all the kids are going to come with baggage into the classroom and 
that’s something that is a teachers’ responsibility to determine what is going on outside of 
the classroom and then basically teach to that; this is really going to make or break the 
kid.  With some of my students very definitely the home life impacts the motivation they 
have in the classroom. Generally the outside factors that I see are negative. Outside 
factors include what is happening in their family life, what happened the night before, 
how much sleep they got the night before, everything that affects what they are going to 
be doing in the classroom.

It’s important for us to know, not only the history of a child coming into our 
classroom, but also what’s happened to them that day. There are a number of factors 
that I run into every day.  I’ve had children show up who are tired, who then tell me that 
they are the only person at home and so they have to be the caregiver for younger 
siblings. There can be problems with the community. There may be fights going on 
outside of the school. The students are dealing with conflicts within the school, so they 
are coming in to your classroom with their mind on that.  Sometimes it gets brought into 
the classroom and it is hard for them to get re-focused. Everyday we have kids come in 
here who can’t focus because of what’s going on at home, of what’s going on in their life, 
problems that they have, situations that they are in. There are just so many things. How 
can you separate what is happening to you at home?  They haven’t learned to kind of put
that in a compartment. Well, they are too young to do that, to tune those things out.
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We can’t force kids to go to homework center. There are students that I’ve had who 
are not allowed to stay after school to do homework center.  I’ve had students who aren’t 
able to stay for tutoring because they haven’t got a ride home and have to ride the bus. 
They don’t have transportation, and even when bus transportation is provided, there are
other factors why they can’t stay for homework center. This year, bus transportation was 
provided through Title 1 funds, so there is a late bus that takes the students home if they 
are normal bus riders.  That is provided so there is not excuse.  Even with the 
transportation provision, sometimes we end up with parents who tell us that their child 
cannot stay for homework center because nobody is home at that time, or they can’t stay 
because parents won’t allow them to stay for homework center.  Maybe in the long run 
the parent doesn’t trust the child to walk home. There are excuses and reasons that come 
up for them not to attend homework center. The kids are only coming on a voluntary 
basis. The kids who need most of the help, the low motivated kids, might not come to 
homework center. Then it becomes a vicious cycle. The more un-motivated they are, the 
further behind they get, and the more un-motivated they become and it is a terrific cycle.  
It is very hard to get over that hump particularly the parents are saying ‘he is attention 
deficits or he is this or he is that or she is or that’.

Outside factors where parents are both Spanish speakers. We can’t talk to them when 
we have a conference. We have to find somebody, or they have to bring in somebody,
who can serve as the interpreter.  I have had interpreters who are sixteen or seventeen 
years old, having to interpret some of the things that we would like to bring across, like 
telling the parent that their child should be reading thirty minutes everyday.  These things 
can be very difficult, and can make things even more difficult when trying to maintain a
certain standard in the classroom.

I have also had low parent expectations of students. That also has been an influence. I 
think that teachers’ like me, and other successful teachers, know these kids can do the 
work.  But, getting them there is part of it.  But also we get frustrated because the amount 
of work the kids have to do to get caught up is tremendous. It can’t be done in the 
classroom period. We need to have that parental support, and we need to have that extra 
support to get them there, but too often the support is simply not there.

The value of education. The family’s education, if education isn’t valued in the home, 
has an impact on the student. You have to positively build their self-image and their view 
of the value of education.  We have to talk about it, and talk about terms such as quality 
of life. I think the biggest outside factor affecting the classroom is where the student 
comes from, both in terms of their family, their influences on them, and the experiences 
they’ve had with education up and to this point.  The parents, brothers, and sisters who 
have already been in the school district and their level of success can influence the 
achievement of students. Sometimes you have a parent who has had little education and 
they are very determined that their child become successful, then it can be a positive 
thing because they want their child to do better than they had done.  But more often than 
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not what I see with these factors are just too many responsibilities and too little support
and too little encouragement.

Often I think teachers will say, ‘I don’t have any control over that, so I can only do 
what I can when they are with me’.  I feel differently because I think we can have a 
tremendous influence and affect on those home outside factors. I think that I’ve been 
successful as a teacher largely because I give a lot of positive attention to students.  I 
think a lot of my students don’t get that very often. I think there are multiple factors that 
do get in the way of a child’s education and affect the classroom, although I am of the 
strict belief that the teacher can help to alleviate some of those factors just by who they 
are or at least make it not as threatening to the student. No doubt about that. Even though 
some of these kids are thinking about problems they are having at home, situations, 
poverty, siblings, and everything, but once they are in the classroom, it is going to be up 
to the teacher to bring them into a completely new world. At least while they are here 45
or 90 minutes, now they’re totally out of that situation and into a more enriched 
environment where they can learn. Yes, there are some outside factors that can affect the 
classroom, but it is going to be up to the teacher to try to put a stop to it or at least for that 
time limit, for the time they are in the classroom. The lesson has to be a real life situation 
where they can relate to it and to make them focus on that to and make it interesting to 
where they can really forget their problems.  I’m not saying there aren’t any factors, there 
are, but it is going to be up to us to try to limit that while they’re in our classroom. There 
also has to be, in my opinion, a lot of collaboration among teachers and between 
administration and teachers. The leadership needs to set that tone.  We’re going to 
collaborate, set expectations, and try to build that in everyday, not only at the start of the 
school year.

Superintendent’s Perspective 
Basically that means how the student comes to the school, their preparation, and all the 
factors that affect how well-prepared they come to school.  That certainly can come from 
the type of home environment that they are in.  It can also come from the economic 
income level of the family.  The circumstances of the student in terms of relationships 
with parents and siblings are certainly a factor.  Exposure to things that would enhance 
that student’s preparation, such as books in the home, newspaper, availability of 
materials, and attitudes of family toward education, certainly affects the child in the 
classroom. The emphasis the family puts on the importance of schooling and the 
importance of that child being in school and how well that child does in school. Basically 
outside factors that affect the classroom is really anything external that child brings to the 
classroom.  It could be positive.  In other words, it might be a student that might come 
from a good home and life that supports education, believes in it.  But for a lot of 
economically disadvantaged students, it does mean that they come to us with some 
factors that affect their ability to be as ready, to learn, compared to students who are non-
economically disadvantaged. 
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I think first of all you have to recognize that the kids are coming to you with some 
difficulties and you have programs that may affect that.  I know we have many programs 
through Title I which will provide services to those students.  We have community 
outreach programs that will reach out in the community and try to involve the family, 
especially the parents in coming to school, find out what’s going on and involve them in 
the education of that child.  We have special tutorial remediation kinds of programs that 
will help those students who come to us that may be behind. For example, our pre-
kindergarten program for economically disadvantaged kids is a big factor, because the 
earlier we can get those kids in school, the more time we are going to have to really 
overcome some of these external factors that have affected their ability when they come 
to school to achieve.  There are a lot of things we can do and are doing to help these kids.  
A lot of it is just teachers working with those kids and really trying to bring them along to 
be ready. I think we have a lot of good programs. I think the most important thing that we 
can do is recognize that a child may come to us with some of these outside factors that 
might affect classroom performance, but understand that does not mean that child cannot 
excel, that child cannot learn, or that child will not be successful.  I think that’s the most 
important thing that teachers realize; that even though kids may come to us that have 
some of these factors that affect their learning when they come to us, they can still be 
great students.  They can overcome these factors and can be very, very successful in 
school. You have to have that expectation. Teachers’ attitude has a tremendous impact. A 
teacher may feel that Johnny isn’t going to be successful because he is coming to us from 
this family who has all these problems, he’s very economically disadvantaged, and has
basically no background of parents reading to them. A lot of teachers struggle with that 
because many times they think, ‘How am I going to get these kids where they need to 
be?’  And so teacher attitude is a major factor in my experience. Not accepting those as 
excuses, and understanding they are there, and understanding they are factors that do 
affect the student achievement but not accepting them as excuses for that child not being 
successful.

Positive Student Outcomes
Recognizing that “all students must experience some level of success,” this affinity 
suggests that educators must concentrate on “building a students’ self-confidence and self-
esteem.” “Believing in students” and highlighting, celebrating students’ successes 
promotes the cycle of academic success. “Respect – given and received sets the tone” in 
the educator-student relationship, and “when you get respect, they will do anything for 
you; eventually, they see they are doing it for themselves.”

I think there is nothing that gets more out of a student than a positive outcome.
Once they can have even the slightest bit of success and they have it acknowledged their 
attitudes change. They feel better about themselves. They are more willing to move on.  
I believe really that the students have to have some success in class…it’s the bottom line. 
Believing in the students; they are all gifted and talented, it is just a matter of finding out 
what that talent is. They have to have some self-esteem in the classroom, and I think the 
teachers, really effective teachers, try to shoot for making their classroom as positive as 
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they can; it’s got to be a place they want to come. Students need to be praised. They need 
to be praised publicly. It’s always a goal for them to get there. They are very happy. For 
them, having a positive experience makes them want more, they want more, and they 
want more. When we put it all together, how their own self-esteem, their self-esteem rises 
when they have more success at school, being able to be intrinsically motivated is also a 
positive outcome.  All of this comes from feeling successful. They need to have goals.  
They need to see that the education will do something for them in the future. Effective 
teachers build on students’ positive outcomes.

Obviously students who believe in themselves are more successful than students who 
don’t.  I’ve seen a lot of positive student outcomes coming from building a student’s self-
confidence, self-esteem, and simply believing in students. We have been building 
confidence and their self-esteem so that they can be successful, but once they experience 
success no matter how minor it is it builds that. The student who thinks he can’t succeed 
is possibly not even going to attempt to do something.  I have always tried to make 
everything seem doable.  This is not a hard assignment.  This is so easy you are going to 
be surprised.  Even when it is a hard assignment, but if you take it in small steps, and you 
give them assignments in portions, rather than in large servings, each portion is easier so 
then they are able to see that they can master it, and it increases their motivation.  
Showing faith in them and telling them that you think they are a great student raises their 
self-esteem. Time interacting with the students outside of a strict academic setting seems 
to make them feel much closer to the teachers in a different way so they become more 
receptive and they get to be successful outside of class with you.  

Respect on both levels, both sides makes it much easier to teach. I think that, at least 
in my classroom in my experience, what I’ve learned is in order to gain respect from 
students, you need to show them respect and not talk down to them and not get in their 
face, but try to come at it in a more calm manner. I try to show them the same respect that 
I in turn expect them to give me, and so, not standing down some child, but instead 
standing next to them and saying, ‘you know what that wasn’t the right choice’, If it gets 
to the point where I do have to get after them or it does get to the point where I end up 
having to write them up, going back and letting them know, ‘you know what I don’t hold 
grudges’, you know it’s like being my own child - I get after them, I discipline them, and 
then we move on. It’s not something that I keep in the back of my head, like I’m going to 
punish that child or I’m upset with that child. New day, fresh start; it’s that parent-child 
type of relationship. When they do well on an assignment, they are excited to show me, 
look mom what I’ve done- see how well I’m doing. Aren’t you proud of me? They need 
you to be proud of them, but it starts with respect. That goes a long way.

In the schools it’s real important that the kids are able to feel success and a lot of 
times I think homework doesn’t allow us to do that.  I have a problem with homework, 
doing it or, not assigning it or having it. Maybe homework is needed to give 
responsibility, to teach the kids responsibility, but also I think in today’s day and age 
there are too many other things that are happening at home that homework has become an 
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issue of whether or not a kid passes or fails.  I don’t think it should be that.  It should be 
they have the skills or they don’t have the skills.  I guess most of the time kids that have 
zeros in their classes have because of not getting their homework turned in and not 
necessarily because they didn’t understand the work.  I think homework plays a big role 
on whether or not the kid has positive outcomes from school, because it’s a difficult thing 
to do for these kids once they get home.

Superintendent’s Perspective
Positive student outcomes mean basically that there is a recognition that all kids can be 
successful no matter how they come to us.  No matter what their economic status, all kids 
can be successful and all kids have abilities that will help them be successful.  What 
we’ve got to do is we have got to raise them to that level of expectation to where they can 
be certainly successful.  That may be things like, bringing the parents in, getting the 
parents involved.  It may be programs that just help that student gain more confidence in 
what they can do.  Also helping that student understand that just because ‘I’m from a
poor background doesn’t mean that I can’t learn’.  What is interesting is a lot of times 
these kids don’t even realize they are from a background of poverty, because they don’t 
have anything to compare it to.  They come to us excited, ready to learn, and they have a 
positive outlook. The way I look at that on positive student outcomes is we need to look 
for the positive in these kids and realize that they can be successful and every kid brings 
something to the table and let’s help them be successful with that.

Programs & Initiatives
This affinity refers to the educational programs and/or initiatives that speak to the 
achievement of economically disadvantaged students. “With the changing demographics,” 
there exists an incredible need for increased district, campus, state, and national 
commitment, awareness, sensitivity, and research-based training on the subject of effective 
instructional strategies and fostering an understanding, thoughtfulness among educators 
with regards to the economically disadvantaged student and their world.

Not all poor kids are poorly motivated.  I know it is naturally assumed that if the 
school has primarily a low socio-economic student population, and if you look at a kid 
from low socio-economic, here is a kid who is going to fail. But I argue that not all poor 
kids are poorly motivated.  Some socio-economic kids can be poorly motivated, but not 
all socio-economic kids coming into the school system have the ‘I don’t care attitude’ 
when it comes to passing or failing.  I think we need to be careful of false assumptions or 
false stereotyping and generalizations. 

If we are unaware of how poverty people think and how they deal or why they are 
there, then there is bound to be miscommunication. But we don’t have enough 
information of why people are in poverty. Why are they there? We don’t have as 
teacher’s the information to help us understand these people and to why they are there.  
And if we don’t have that understanding of why they make decisions the way they do. 
Well I have to believe that a person that is in poverty and under stress they are going to 
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make short term decisions. We need to have more education of why people are in 
poverty.  As far as programs and initiatives, I think we got plenty of programs we got 
plenty of initiatives. We got plenty of those things to a certain extent.  But if you are 
looking at poverty level students, are we really addressing their achievement?  How to 
get it so students with low-incomes can get ahead.  I am not sure we are there.

You have to be sensitive to the culture. There is a culture of poverty, and I think we 
need to understand that culture.  They’ve done some training in this area, for example, 
they got Ruby Payne Workshops in our district. An introduction to understanding 
poverty, but there needs to be more dialogues.

I’m so discouraged with the state right now.  Starting from a national level with the 
NCLB which is where it all starts. The district itself has recognized the need to meet the 
needs of our kids. I think that the national level is tying our hands with the No Child Left 
Behind. In the fact that all we hear is that there is not enough money. I read Dr. Folks’
Monday messages and I know what he has said and I hear on the news: un-funded 
mandates. I believe in accountability, but the support must also be there.

On our campus we’ve tried a lot of different things to provide support. At the 
campus level we have a lot of neat things where we have had a lot of successes, like the 
Family Nights. That seems to get people in and being able to experience what the kids. A 
lot of parents come in and pick up the report card from the student-led conferences. This
is a great program we have going on here in the district, because it’s really not so much 
about the teacher. It’s more about the parent and child sitting down and having the child 
talk about their grades. Having the students take responsibility for their grades. There is 
need for safety nets, and these conferences are an example of a safety net.

Students view administrators as disciplinarians rather than a source of assistance. It 
is important to have a good administrative staff, from counselors to the nurse to the 
librarian to the administrators. The kids have to have a connection with them. I think it is 
real important. It is another avenue outside of class for students to seek guidance and 
encouragement.

Superintendent’s Perspective
I think when you go to the campus level what you are looking at are the programs and the 
initiatives at that school that will help those kids.  For instance, it may be the counseling 
program that is made available, or it may be the special tutorial programs that might be 
available to those kids, or it may be the Read 180 that really focuses in on at-risk kids and 
their reading ability.  There are a lot of campus-based programs; a lot of what we do with 
technology, a lot with at-risk programs are what I would classify as campus-based 
programs.  

The state provides programs, like the Successful School Initiative Program that provides 
money to help students who are having difficulty achieving on the TAKS test.  The 
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optional extended year program in the state has really taken some of that away but again 
that was funds that were provided by the state for basically a lot of your summer school 
programs that would help kids go to summer school and so forth.  I think things like the 
TBEC program, talk to 8th graders about identifying them and encouraging them to go to 
college and that kind of thing.  To work towards completion of the Texas Scholars 
Program.  It would eventually qualify a student for what they call the Texas Grant. There
are a lot of those kinds of initiatives that come from the state that provides additional 
resources for these kids.  

From the district level, we provide after school programs for these kids, parents that both 
of them work and so forth and kids need some place to stay after school. Through our 
community education we offer some after school programs with a focus on, not just 
babysitting, but instructional focus.  I think also from a district level we provide the 
summer school programs.  We’ve got four or five thousand kids in summer school this 
summer and most of our kids have struggled in some way.  We provide credit retrieval 
programs.  We provide the kids who have not passed the 11th grade TAKS, we’re still 
working with those kids.  We are providing instruction for other kids that have struggled 
with the TAKS test like 3rd graders or 5th graders that haven’t passed where they could 
move forward, kids who are reading and functioning basically below grade level, we 
offer kindergarten, first and second grade programs for those kids.  So I think that’s one 
of the things that we do and we do a lot of things in terms of making programs accessible 
to kids.  We don’t make it difficult for these kids to get there.  We do provide for 
transportation for those kids.  But the district really in my opinion steps out and has a lot 
of programs to help these kids be successful.  

Nationally, the kind of programs like Title I and the Elementary Secondary Education 
Act (ESEA) from its inception has been a prime target of economically disadvantaged 
kids.  I think that program has been so successful and it has provided a lot of resources 
for programs that can address the economically disadvantaged population.  That’s 
evolved in to the No Child Left Behind program.  I’m not so convinced that it’s providing 
us a lot of help in addressing economically disadvantaged kids, but again we’re in Texas, 
which we’ve always been having the focus because of the accountability system on 
economically disadvantaged kids. From the national level it’s probably been good. We 
have economically disadvantaged students who are special education students.  If it 
wasn’t for IDEA, I’m not sure those kids would have received the service. The kinds of 
programs that we have for special education students during the school year, even during 
the summer, are phenomenal.

Student’s Motivation
“Motivation” refers to the student’s motivational level as it relates to their academic 
performance. Through the utilization of both extrinsic and intrinsic motivators,  a student’s 
motivational level is the responsibility of the educator. Analogous to a bridge, as described 
by a participant, motivation can serve as the “personal connection” piece between the 
student or parents and the administration or teachers. Described by one participant as the 
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“x-factor,” a student’s level of motivation plays a critical role in their success, or best 
summarized by another participant, “sin ganas, no ganas,” (translated from Spanish to 
English: no motivation, no success). 

Motivation is something that the kids lack.  This has probably been the biggest factor. 
It’s kind of the x-factor.  The poverty makes them feel different. It comes from their 
background, their whole life- their problems, but then again it all depends on the teacher 
and the instruction. I consider myself pretty successful in working with this population.  I 
feel like it’s basically because of the relationships and trying to create that motivation, 
and doing it in a non-threatening sort of way.  To some degree, I don’t know if it’s innate 
within an individual, but it can be learned.  I think that there has to be some mitigating, 
some relearning or refocusing.  It takes a certain kind of individual, a certain type of 
educator to get knocked-down and to get back up; to keep coming back even when you 
may not get the results or the effort, then finally once the kids see that success, it 
becomes a little contagious. We need to develop the self-esteem of these children. The 
motivation for our kids, I think that’s one of our biggest factors as far as success in the 
classroom.  Whether that motivation is intrinsic or extrinsic makes a big difference.
For a lot of our kids, the motivation isn’t there because nobody has told them that they 
can do it.  Nobody expects them to do it.  They think it’s genetic that they are not good in 
school. If the parent didn’t complete high school and the kid is having trouble in high 
school and the parent will say, ‘I wasn’t good at that either’. ‘I couldn’t do it either, so 
why should I have any higher expectation of my child.’ There’s no reason for the child to 
do it either.  It’s a cycle in our family.  

I think often they are overwhelmed or just exhausted by not feeling successful, not 
feeling they are accomplishing something. You take a child who starts off eager and 
motivated for school and if doors keep getting slammed in his face or her face and they 
come up against barriers that they feel they just don’t have a possibility of getting 
through, I think it’s hard to build them back up. The motivation just seems to fade away.  
Once they get to high school, they’ve been through all those years of having those issues.  
It’s a student that has to deal with outside factors, at home, and that has been a constant 
for them. They pretty much just surrender to it. A struggle throughout their entire life, so 
by the time they get to high school they’ve pretty much just decided it’s not going to 
happen anymore for them and they pretty much make that decision for themselves, and I 
think often we don’t have the support sometimes for that child to tell them it doesn’t have 
to continue being that way.  

Motivation is the teacher’s job. I really think that’s why the teacher’s get paid is to 
instill that motivation. I think most students start out motivated in a class; even weak 
students always think this year is going to be better.  It’s up to us to make it, give them 
enough confidence in the beginning to realize it can be better.  Not shoot them down at 
the very beginning.  I think they come in motivated to succeed nearly universally.  I don’t 
think they come in expecting to fail that first day of school.  If we could come up with 
ways to give them successes and get things going and leading them, it would really help.  



129

Because of the outside factors, kids come in with a lot on their minds. They have a lot of 
baggage. That’s why teachers get paid big money to figure out how to make that bridge. 
Intrinsic motivation is very hard to deal with in the classroom. They have a whole 
different attitude if they are successful in a class. It’s really amazing. Self-esteem means a 
lot. The statistics show that a lot of good educators, good people in the profession, turn 
away after a few years, but I think the ones that feel, the ones that figure it out, figure out 
that this is the population that I want to work with, then successes are going to happen.

I think a lot of the students are motivated but they haven’t been taught the tools to 
achieve the things that they need.  A lot of them I’ve found don’t self-advocate.  They’ve 
gotten by this point to feel like it’s kind of hopeless.  I do think that we try at the high 
school level to teach them to advocate for themselves in an appropriate manner.  I think 
we need to somehow make them realize that education is the way out and that there are 
things to help them if they would be open to it.  A lot of it depends on attitudes that are 
involved on their part as well as people who run the programs. A lot of it is attitude.

Superintendent’s Perspective
This is one of the key factors that determine the success any student is in school but 
particularly economically disadvantaged students.  Students who are not economically 
disadvantaged, who come from middle income, upper middle income families, generally 
receive some motivation from home to do well in school.  Many of them are involved in 
extra-curricular programs, and being involved in school provides internal, intrinsic 
motivation.  Economically disadvantaged students perhaps don’t receive the kind of 
external motivation that is needed, so we have to really help build up those students and 
try to motivate those students to work hard and to do well in school.  I think a lot of that 
is helping them realize that they can be successful in school.  So motivation has so much 
to do with whether a kid is successful in school or not.  It goes back to family support to 
help motivate.  Many times I think kids that are economically disadvantaged come from 
good families who work hard and have a lot of motivation to be successful, but it’s not 
the kind of motivation to be successful in school.  It may be more economic.  For 
instance, a high school student may have the motivation to get out, drop-out of school 
and go work on a lawnmower crew to help provide income for the family. That kid is 
motivated, because they are out there in the hot sun working on a yard crew making 
money so the motivation is there from the standpoint from the way they see it. They are 
doing what’s best for their family, but maybe the motivation is not there to say look at the 
long-term that if you stay in school, complete high school, go onto college, and are going 
to be a lot better off in the long run.  It’s more short-term - what I see for me in the short 
term and my family than what I see in the long-term.  That’s where we have to step in 
and really help these kids understand that from a motivation standpoint they have to stay 
in school and we have to help them realize that. Self-actualization is not really what that 
child is looking for according to Maslow’s Hierarchy of Needs. 

I have seen so many kids that come from such good families, good values, hard working 
people and so forth, and they want things for their kids to work and have a job and 
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provide for the family, they don’t look out here as to what can really happen if that kid 
stays in school and really is successful.  This is why we need to bring more parents of 
these economically disadvantaged kids into the school and do a lot of talking with them 
about what we do in school and what can happen if your child stays in school, if you 
child is successful in school.  Every parent wants their child to be successful.  It’s what 
level of success are we talking about. I really think we probably do a better job than a lot 
of places.  I think a lot of our programs and areas that we have schools really serve the 
more economically disadvantaged and our title I schools.  We have programs that really 
outreach to those parents, through title I and so forth.  I think our principals do a very 
good job of trying to reach out and bring those parents into the schools.  I think Northside 
does a good job.

Quality Instructional Time
This affinity describes the use of instructional time. From the structure and quality of the 
lessons within the classrooms, to actual engagement time, to teacher-student ratio, to the 
campus schedule, to the student’s attendance, “quality instructional time” serves as an 
umbrella, if you will, encompassing factors that influence the quality of classroom 
instructional time. 

They get lost in the crowd. With these kids that’s why school has been a problem and 
maybe that’s why they stopped reading. Because there is just too many kids and they got 
lost in the shuffle, so we’ve got to get these kids and we’ve got to get them in small 
number. Some kids are more self-sufficient and other kids aren’t. There are a large 
number of issues that come up and the class size, if you can get that teacher to student 
ratio down, that would yield a lot of success. You need to have that one-on-one to make 
that bond, that connection with them, and in order to make them more motivated or have 
better self-esteem and to want to do better. To really establish that relationship is tough, 
but necessary. Certainly smaller classrooms are better.  That’s not going to happen so we 
just have to deal with what we’ve got.  I think teachers can do a lot to make a classroom 
smaller. If you start acknowledging students when they come to the door, that classroom 
gets smaller.

Lesson structure and consistency. Also, the curriculum, the pace that we move at is 
frantic. Education is constantly changing. We are switching gears faster than you can 
shake a stick at. How can we compare one year to the next when things are changing so 
much that nothing is stable? It’s like whatever the trend says or you go to NCTM and this 
is the hot new topic and so, everybody let’s switch gears and let’s go for that. And then 
we do it for one year but then our scores aren’t exactly what we wanted them to be so 
let’s try something else. I think we need to give it a three year period and see if it works.
Let’s work with it here instead of constantly changing it.

The stability, teacher mobility is an issue too.  I know we are losing some teachers but 
we still have certain teachers that are almost like a base for students even if they aren’t in
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that teacher’s class.  It’s kind of a base where they come back and touch base with, and 
that’s a person who is a constant in their life when they may not have any other constants.
They don’t like change. They need consistency throughout. They need a person who is a
stable part where they can come back and keep in touch with.  I know that the students 
are affected by that more than I think people are either willing to admit or taking the time 
to really look at.  It does affect the students in more ways than we realize, even at the 
high school level.

We’ve had a high turnover. I think we would have a high turnover if it weren’t for the 
fact that there’s all this district stuff going on with money. A lot of people wanted to 
transfer this year.  I think it’s because of a couple of things. Certainly, there is the fact 
that this student body is a tough student body and if you come in with a chip on your 
shoulder or you come in being really hard on the students, if you can’t use humor, if you 
can’t get on your good side, if you are going to be confrontational, you are going to have 
a miserable time at this campus. I don’t know why anybody would want to do that.  I 
can’t imagine being so unhappy every day.  

Positive and negative teachers are a tremendous issue. The mentality has to be, they 
are here, you are here, we will feed you, and we will equip you, if you don’t happen to 
have the stuff that you need, but with the expectation that you are going to produce your 
best work that you can do for us.  A lot of that has to be built into that recognition -
recognition for teachers and for students.  This isn’t a job where you get pay raises, like 
private sector, so a pat on the back is huge. I ask students ‘how many of them have 
negative teachers,’ and all of them raised their hands.  You get so much out of them when 
you are just a positive person. The teacher next door to me does a great job with humor.  I 
try to use humor a lot.  I tell the worst jokes imaginable but that breaks things up and 
helps create a relationship between the student and me.

Attendance is always an issue with economically disadvantaged students, the weaker 
economically disadvantaged students. Time in class is definitely an issue. We have so 
many students who have such excessive absences that it cuts back on that quality 
instructional time. Sometimes the absences are not totally within their control. There may 
be other factors that are leading to those numbers of absences, but more often though they 
are absences just made out of poor decision-making, poor choices. Then you have a 
student who is given the opportunity to make up that time but the quality instruction is 
not there, so they lose valuable instruction. It’s not the same as having been in the 
classroom when the instruction was being given.  They are given the work to make-up, 
and they make-up the work, but that cannot in anyway compensate for what they’ve lost. 
With some of these kids that is a big problem is coming to school. It’s very important that 
the students come to class and are not absent all the time, so time in class is certainly an 
issue.  You have to capitalize on the time that they are in class.  How are they going to be 
successful if they are never there?  What can we do?  Instead of just constantly ISS and 
suspending them and pulling them out, where is the real problem coming from?  It seems 
like we band aid a lot of the behavior issues.  
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The time that you spend teaching the lesson is important, but the quality of the 
lesson is more important. You’ve got to make sure that the lesson is going to be 
meaningful to the student. If you can identify the crucial information about your students 
and if you can make inspiring lessons around that, whenever you teach to the learning 
styles, you are going to be successful. You have to create and use lessons that will create 
memories, lessons that are emotionally inspiring, that these kids will remember and that’s 
the only way that happens. One thing that is not happening based on conversations that 
I’ve had is planning.  I feel like good planning has to happen.  

I think there are a lot of people that can talk the talk.  People talk about high 
expectations and things like that.  Anybody can talk the talk and knows what to say, but 
actually walking the walk and being able to support these kids is not ostracizing these 
kids for not having it as they come into class, which sometimes means having pencils in 
your classroom and things that they need. You don’t ever say they are lazy or apathetic. 
But you need to figure out ways to make things fun, get their heads off the desk and 
involve them. We have to be ready to welcome those kids in and say, ‘this is where we 
are and this is where we’re going to get and we’re going to do it together’. 
 
Superintendent’s Perspective
When you talk about quality instructional time, I think how we utilize that time to best 
help that kid learn. That’s more a factor of how the teacher organizes instruction in that 
classroom, than how the students do it.  A teacher has to be flexible in their instruction.  
They have to differentiate their instruction because kids have different abilities, 
especially if you have classes that are inclusive then you have to adapt your instruction in 
that class for the different kinds of kids that you may have in that class, plus the different 
ability levels, readiness levels and all of that of those kids.  Elementary teachers I think 
do a very good job with that.  I think some of our secondary teachers struggle more with 
that than elementary teachers.  But the teacher to student instruction also has to be 
adapted in such a way that the students will respond appropriately.  It can’t just be getting 
up and lecturing in front of the students.  They have to do things with students that will 
involve the students, engage the students in the learning process and especially with 
economically disadvantaged students.  If they are not engaged through activities, through 
a lot of involvement in the learning process and participatory type of learning climate, 
many of them will be turned off.  That’s a real key - the way we structure that classroom 
that is going best serve the student population in that classroom.  I think that’s why we 
are putting more of an emphasis in differentiated instruction.  The other thing we’re 
doing is breaking the data down in such a way that teachers can see which kids are 
economically disadvantaged and what does the data say about those kids and where they 
are struggling and so forth.  Then we’re providing quite a bit of staff development. You 
work with these particular students and this should be your area of concentration. The 
structure of a classroom, the structure of the lessons, the instructional delivery, all of 
those things are so important when looking at economically disadvantaged students.  
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Time in class; I am speaking from pretty good experience; it’s the quality of the time.  
It’s how that time in the classroom is used, not so much the length of the receipt time that 
a student has in that class.  We get involved in discussions about accelerated block, A/B 
block, six period day, seven period day, whether a kid should be in a class ninety minutes 
or whether they should be in a class 45, but the time that they have in class is not that 
important from that standpoint.  I do think attendance is important.  I do think we have to 
work with our economically disadvantaged kids and their families to make sure they are 
present.  If the kids are absent they are not going to learn. 

 I will say one factor there I think is big and that’s student mobility.  I think that’s a major 
factor in the success and achievement of economically disadvantaged students.  We will 
have parents who will move into an apartment complex and live there three months and 
get out of their lease and move to another one because the apartment complex is offering 
much free rent, which may put them at another school.  That is a big factor -  student 
mobility.  There is not the consistency with the same teacher, maybe the same 
instructional delivery, and the same programs.  Change, transition and schedules, I don’t 
see that as a big factor.  Kids adapt better than teachers, so I don’t see that as a big factor.  
The transition from elementary to middle school, that’s an excuse.  Every kid goes from 
fifth grade to sixth grade all over this nation.  Sure, middle school kids are certainly 
different and they are certainly have changes occur in their life and their development is 
certainly a factor, but let’s don’t use it as an excuse. They can still learn.

Parent Influence & Involvement
“Parents” refers to the influence and level of involvement from the parents or guardians of 
the economically disadvantaged student. The extent to which the parent is involved in both 
the child’s education and the school community is often directly related to the economically 
disadvantaged student’s academic success. 

I’m a firm believer if the parents feel on the same level with the school then they will 
be more open and willing to come. But if they get intimidated and they feel they are 
over their heads then many parents won’t even answer it’s from Northside and they won’t 
even pick up the phone, because they are just tired of being called all the time about their 
kids. I really believe that some teachers are not very tactful on the phone because they 
don’t understand.  It’s the parents’ problem. It’s the parent’s fault. The kid is the way he 
is because the parents are the problem.  If you are somebody coming into the school 
system and you feel like people are pointing fingers at you saying it is your fault your kid 
is the way he is, then you are not going to want to come. 

The problem is the parents…they might not be doing everything correctly but they 
do a good job. They care, but I don’t think they know enough about parenting 
sometimes.  I know that they themselves might have been parented poorly and then it 
passes on and passes on. You got a misunderstanding of why would you act that way 
when you have kids, when here I am working so hard. Why can’t you do what I am 
doing? But some of these parents can’t. They can’t, and that is where the problem lies. 
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The home situations, the family income, and the hardships all ties into that as well. The 
parents in jail and the different ways parents raise children.  I think that we need to have 
more parenting classes, though I don’t know how to get the parents to come. I’ve met a 
lot of parents who are really incapable of parenting, and a lot of times it seems like there 
are other people involved in the parenting, grandparents especially with this economically 
disadvantaged group. A lot of them live in an extended family with grandparents and 
parents in the same house and they seem closer to the grandparents in many ways. But 
having said that, I know parents love their children and I know they want what’s best for 
them.  They are usually very supportive of teachers, which is very nice.  It’s very rare that 
you find someone who is confrontational with you who will look for fault in you.  
Usually they think it’s their child’s fault, and sometimes they are too willing to think that.

One of the difficulties is the lack of parent participation, and I think there are several 
reasons for that.  I think a big part with our parents is just that they are not always 
comfortable being a part of it and I think many of the parents that I’ve spoken to almost 
feel like it’s not part of their responsibility, in a sense, instead they put that the  teachers, 
because they feel that teachers know what they are doing. I think part of that is also lack 
of education on the parents part, so they feel they don’t have that voice to speak up and 
be a part of it because they feel that they don’t know enough about it to be a part of it,
and pretty much rely on teachers. It’s not for lack of interest, but for lack of knowledge of 
what they could be doing and how they could be participating.  And so there is a 
communication gap that needs to be addressed.

I think we have to really learn to respect these parents. I think some of them have not 
felt respected. I think sometimes parents get a really bad rap. I think that we tend to be a 
little harder on them and much more critical than we need to be. Rather than criticizing, 
maybe we need to look more at what the school or what the teacher could be doing to, 
even if it’s a small gesture, just to help the parents feel maybe a little more comfortable.  I 
really have a hard time believing that many parents just don’t care.  I think more parents 
want to be a part of it, but they just don’t know how to be involved. I would like to have 
much more parent involvement but I think the involvement needs to be more focused, and 
I hope they would have more parenting skills than they have.  One of the things that I’ve 
found is that the parent support here at school is real crucial to the success. You have to 
know the community.  

I think most of the teachers understand that we are role models.  We are in some 
cases, some of the only professionals that the kids may be exposed to, and it is important 
to remember that.  It is important to always keep that in the back of your mind. We have 
younger parents. We had younger parents before, but I think they are much younger now. 
We have a lot of single parents or parents that both work and they are not at home. The 
kids need the parent, but the parent is not there, so we need to provide the time for the 
student to make sure they have someone to talk to, someone they can count on, someone 
that can help them with homework, like making time after school to see them, to have 
tutoring, to help them out, but to get the parent involved is difficult and sometimes they 
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can’t help it. We have to have contact; we have to have a family night, because a 
relationship between the teacher, the student, and the parent is very important. 

But for the most part I think they do value education. For the most part, and we’re 
talking the vast majority of them, if you talk to them, they will say I want my child to 
have better than me.  I don’t want them to work as hard as I do.  I want them to have an 
easier life than me, and I want them to know more and know that education is the way to 
do that.  There is that small number that will say, if it’s good enough for me, it’s good 
enough for him.  But for the most part I think they do value education.  They see that’s 
the only way their kids are going to get a better life than they have.

Superintendent’s Perspective
I’ll put it in general terms: parental involvement and parental influence is a major factor 
in the life of a child.  It doesn’t mean that a child that doesn’t have that strong parental 
involvement and influence can’t be successful, because they can. We see it all the time, 
but it certainly is probably more difficult for that child to be successful.  I go back again 
to parents who don’t understand what we’re trying to do in education, who don’t place 
the value on education, who themselves don’t have the educational background that 
contributes to the success of a child.  The number of families just the number of kids that 
live with step parents, grandparents, maybe a step dad for a few years and then all the 
sudden have another step dad or step mom, to me that has had a major influence on kids 
and not just kids that are economically disadvantaged, but all kids. So when you talk 
about parental influence and involvement, I think that is a big factor is just the breakdown 
of the home, the breakdown of the values that I hold important; the stability that kids need 
to have.  I see kids coming from these economically disadvantaged homes and getting 
parents to get immunizations to go to school, because parents have not thought that 
important.  It’s just amazing. Certainly I would say one of the most important factors in 
the education of a child is the parents.  

Positive Support Systems
This affinity denotes the support systems available for promoting the academic success of 
economically disadvantaged students. Home, people, and program supports were identified 
as key areas of focus. Support from parents, mentors, and programs are central to 
encouraging and supporting the performance of economically disadvantaged students.

All the programs are very important. Who is supporting the kids themselves? We put 
it into those three categories because there are so many different ways that the kids can 
get support. The program support is the tutoring, after school programs, morning tutoring.  
I think all of that is extremely important. It is very important for the parent to have the 
support that they need, that the child needs at home, if it deals with a schedule, if it deals 
with just keeping up with teachers and emailing teachers, the importance of education, 
the parents value system, making family connections, rewards and consequences, parents 
following through. But if we are more available to parents and parents know more about 
what going on, then they might be more supportive. The statistics show that students do 
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better when they have parents place value on education, who are involved with their 
education, and who come to their programs, their PTA night, meet the teacher night, 
those kinds of things. Somehow if we can get that in place for this student group, that can 
have a very positive influence on the kids.  So, it’s just building a relationship among 
parents and staff, which has a lot to do with them feeling comfortable: that the doors are 
open, this is your school, you can come in and you can ask questions, you can come in 
and you can sit, and we make them aware of programs that can help them and their child. 
That this is your school, you’re welcome to come and sit any time you want.

Our parents really care about their kids’ education, but sometimes they don’t know 
how to provide that support. Even though we don’t have a hundred-percent of positive 
parent support, but one way or another parents want to be involved. They don’t know: 
should I go to the school, not get involved, should I get involved, but then you have the 
other parent that is education and they know the importance of it. Make the parent aware 
of the importance of education, namely that you want the best for the student to succeed
or to be better than what they can provide or better than what they are. That’s what we 
want for them. The parent support is there, but is the awareness? Awareness is a big 
word. You have to make the parent aware of what is there. What your expectations are 
and then you get the support.

Nurturing relationships. I think a lot of that comes from teacher experience. The 
students feel like they have an advocate. I had a student in here that does not have a 
pleasant personality, flies off the handle easily, but for some reason he and I took a liking 
to each other.  He came in here and I wasn’t here one day and he asked, where’s that lady 
- the one who likes me?  I think that’s so cool that kid wants the one who likes him and 
I’m that one for him.  I think that makes a huge difference.

Teachers just have so many opportunities to make a difference, and it just takes one.
People support, role models, mentors, positive peer groups, opportunities to form rapport, 
caring teachers and counselors. One really good interested teacher can make up for all the 
rest of them in a given year, I think. And it’s hard to keep people going. But I think we 
need to have more of that.  We have, our counselors do some pretty good group activities.  
But again, they are able to do less and less of that because they are so much more 
occupied with testing and everything else.

Superintendent’s Perspective
From the factor of home support, what is the value system of the parents and how much 
importance do those parents place on education.  If they don’t, then that child is not going 
to be read to when they are real young. In short, they are not going to be taught at homes 
certain kinds of things.  A lot of kids are coming from non-economically disadvantaged 
homes.  If they’ve grown-up in a place with TVs, VCRs, DVDs, video games, computers, 
books, newspapers, good conversations about current events maybe at the dinner table, 
they’ve grown-up around an educational environment.  But many kids come to us that 
don’t grow-up in that kind of environment. If you have that positive support, then 
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certainly your value system is so important.  There is a right and there’s a wrong. 
Honesty, integrity, good character, and the value of work, all of those things that we try 
to teach our own kids, are important kinds of things. Though many probably see the 
importance of education; it’s just never been a part of their background.  They are so 
wrapped up in survival, day-to-day survival, that they don’t see really how, they don’t see 
the long-term value of school. Education is long-term.  That’s what it’s got to be.  I think 
a lot of families just want their kids to go to school, they want them to graduate from 
school, they want them to go to college, but it’s a day-to-day survival thing with them.  

As far as people support, I think the best people to support these kids get are at school.  
Teachers are role models.  Principals are role models.  If they can just provide the kind of 
relationship with those kids at school, these kids are going to get their support.  I think 
church is very important.  I think families who have a difficult time and kids who come 
from economically disadvantaged homes, I think involvement in church activities and 
faith is a big factor, because people in the church are good role models, good examples 
for these kids. There are teachers that have very positive attitudes and realize that these 
kids can learn.  They may come from a tough background and they may come from an 
environment that may not be the best, but they are going to do everything they can to help 
those kids be successful.  But there are also teachers that will have the attitude that these 
kids can’t learn.  So, who is the best role model?  I think there are teachers out there and 
principals who are very good role models for these kids, but certainly there are some out 
there that probably don’t set the best example.  

Administration (District & Campus)
This affinity suggests that administrative leadership, both at the district and campus level, 
establishes the level of awareness and commitment surrounding research-based, effective 
educational practices and philosophies in serving the economically disadvantaged student. 
For administrators “not accustomed to dealing with economically disadvantaged students” 
and their parents, they must first educate themselves before they can educate their staff.

Administration within the district and the campus make a lot of the decisions on 
what kind of programs are we going to have.  What kinds of things do we need at the 
school? These decisions are based on educators who sometimes are really not in touch
with what goes on in the classroom. Certainly, they know the data for the school and 
what the school may need on paper, but when it comes to looking for programs and 
initiatives to put in place, how do they make those decisions? And do they reevaluate 
those decisions to check for effectiveness of the programs?

It’s a priority verbally, district-wide. When we have our data meetings for scores, 
that’s the first thing they will point out.  Look at those economically disadvantaged 
students and what are you going to do to do it better, but there’s never a suggestion of 
how can we help you.  Let’s look at the way its being done here, maybe we could 
simulate that. What are you going to do to fix it?  But there are never suggestions.  They 
will give you an article here and there, but there is no action. It’s a lot of talk about action 
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plans, but there is no follow-through.  We’ve never done anything; nothing has come out 
about it.  It is completely all talk.

We only see the district view at the beginning of the year. Let’s rally and go and beat 
the drums and try to get it going, but not throughout the year? Not throughout the year to 
let us know that we’re here in the trenches with you; that we’re thinking about you. The 
teachers are the ones that are down in the trenches. I’ve seen it happen over and over 
again, as teachers move up into the different levels for a year or two they remember the 
trenches, then it’s only human nature to not remember as vividly. You kind of forget 
some of the problems that the teachers deal with in the trenches.  I think the higher-up, 
the further away you get from it. 

The district, not to take anything away from our superintendent  or even the higher-ups 
for social studies and math, I don’t think I’ve ever seen Dr. Folks on campus. I know he’s 
a busy man and that this is a huge district. Maybe it’s not something that’s feasible or 
realistic to ask, but some of the other central office personnel can come around and just 
check on how things going.

We’ve had a lot of turnover in administration.  Since I’ve been here six years this is 
my third principal and our second vice principal and this will be our third AP coming up.  
That’s not good.  It certainly affects it.  This is a team that has work together and they 
have to relearn every year somebody new comes on board.  If they can have consistency 
it would help.  This is a problem because my campus is looked upon as a stepping stone.  
You go there to get some experience.  It’s a badge of honor.  You mean you’ve been 
there?  You must really be good at discipline.

Kids need to be able to feel comfortable in going in to talk to their administrator-
not just for discipline issues. I think that administration needs to be more visible. I 
realize that they have a lot on their plate, but just like it’s important for teachers to have 
that connection with kids, it needs to be that same way with administrators and kids. If 
students are going to be successful, students have to have some classroom management 
behavior. Any kid, whether they are economically disadvantaged, it doesn’t matter, every 
kid has to be able to function in a classroom. If they don’t, then that’s where the 
administration, campus and district, comes in and helps. There are some times when 
students receive some serious consequences. Being real consistent with discipline
throughout the school is important, and I think that is on the administration’s shoulders.  
Having consistency in the school, using dignity, not getting in their space, and not trying 
to bully them, and keeping your emotions in line is important for administrators to keep 
in mind.

We started out taking the school climate survey this year, asking the teachers and kids if 
they felt safe.  Then consistently meeting about discipline and actually looking to see 
what’s happening with our discipline. We understand that the use of the data, we’ve seen 
number of referrals, number of alternative education placements, things like that, and it’s 
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something that we are constantly trying to work on. Informally I think looking at stats 
recently having to do with the disciplinary committee, most of the kids that we have 
coming to the office are at-risk. How much of those at-risk students are poverty or 
economically disadvantaged would be interesting to look at. 

Some particular administrations are not accustomed to working with students who 
are economically disadvantaged. This becomes an issue because they are not sure, and 
they don’t understand the factors that come into play with that student. So, that is not 
taken into consideration when they are dealing with the student. This is not just 
administratively; I think that would be in general.

The district tells the administration at our school what they can and cannot do.  It’s 
a political game I think. Because we can’t control some of these things, and if we’re 
going to say, “I know I cannot do this because I don’t have this” and then we’re not good 
teachers. We have to make the best with what we have. And the support from the district 
and the campus has always been there.

Superintendent’s Perspective
The principal sets the tone.  They set the standard for the climate of that campus and the 
attitude of many of those teachers towards kids who are economically disadvantaged. 
They set the attitude or mindset - can these kids be successful or are these kids not going 
to be successful.  I can’t say enough about the importance of leadership at the campus 
level.  At the district level I think the same thing is true.  I think you have to set an 
example that you have a strong belief that these kids can be successful, because we know 
they can be successful.  If you have the kind of leadership that does not have that belief, it 
will not happen. We know schools that have large numbers of economically 
disadvantaged kids that can achieve and can be exemplary kinds of schools.  I hope that I 
portray that from the district level.  I think that I do because I put a lot of emphasis on the 
importance that the purpose of schools is to help all kids be successful, not to fail kids -
you’ve heard me say that a hundred million times.  The whole focus of that is this: I don’t 
care what kind of background a kid has, when they come to us we are going to do 
everything we can and our responsibility is to help that kid be successful.  If they come to 
us from an economically disadvantaged background, if they come to us from a family of 
poverty, whatever that might be, if they come to us from a family that is dysfunctional, 
that doesn’t matter.  Our job is to still help that kid be successful. Especially in some of 
our title I schools, I think I made it very clear to those people that just because they are a 
title I school doesn’t mean they can’t be successful.  As a matter of fact, they should be 
more successful because they are getting the advantage of some of the title I programs.  
That tone has been set and I think that has been a clear example.  I think our principals 
realize the importance of that because of the emphasis that we put on data and breaking 
down the data to see which kids fall into the different sub-groups, particularly the 
economically disadvantaged sub-group. When we do the regression analysis using the 
data, we show the schools that have similar kinds of percentages of economically 
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disadvantaged students.  One school may be scoring very high and another very low.  
That is a focus that we’re putting on that.  

Prejudices 
“Prejudice is a reality.” The economically disadvantaged are viewed as creating their own 
predicament, and because of this, educators’ attitudes toward this student group lack 
compassion. The prejudices that exist among educators surrounding economically 
disadvantaged students impede the performance of economically disadvantaged students. 
“People do not like to admit prejudice,” but every educator “has to be constantly aware of 
it.” The practice of prejudice is more covert than overt. Prejudicial comments made by 
educators include, “There goes the neighborhood” and “It is a primarily economically 
disadvantaged school, but look at their scores;” such “comments are made out of 
frustration and lack of understanding”. 

Unfortunately, I think that prejudice is a reality. I think it goes beyond just making 
assumptions about a student who is economically disadvantaged. There is a particular 
teacher that I know that tends to use particular words, generalizes, and the students pick 
up on it. It becomes, ‘they are all like that or that’s the way they are’, without really 
defining what they or who they are.  The students pick up on that.  I think the comments 
are made out of frustration and lack of understanding, but then the teacher is labeled and 
the rest of the students will shut down and not be receptive, not only to the instruction, 
but anything else about that person.

You’ve got economically disadvantaged students in every school and, in fact, it’s a 
growing number in Northside. I hate to be a person who wants to make everything a 
racial issue, but there comes a point where you start to feel like maybe there is more to it.  
I think I tend to make excuses sometimes or try and look for other factors that may be 
influencing that person or motivating that person’s decision or the treatment.

I can go out and see a group of students misbehaving and stereotype them.  It’s 
different when they are in a room, in a classroom with me, when they are in my office it’s 
very, very easy to relate to them, as individuals, without prejudice.  But when you see 
groups it’s very easy to stereotype them. I have to be very careful about that.  I think the 
intimidation factor is when we deal with any group that is different there is just an innate
unease.  Studies have shown that our pulse rates change, and our blood pressure changes 
yet we would say we’re not prejudiced.  I don’t know whether that’s prejudice or not but 
it can certainly develop into it.  Every teacher has to constantly be aware of that and so 
many will just say, I’m not prejudiced; I don’t even see color in my classroom.  But the 
prejudices are there. You have to be very open as individuals and say, I’m going to look 
at these children as individual children, and then it’s so much easier getting beyond that.  
When we make judgments on some people, we make judgments about things and we 
create those stereotypes and a lot of times it does turn into a prejudice.
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We need to overcome prejudice, even those that aren’t acknowledged. I don’t think 
it’s something that you do at staff development.  I think again it’s a lot of it is seeing the 
faces, seeing the humanity of individuals rather than looking at people as groups or 
classes.  I don’t know quite how that happens. I think there is a big need for educating 
about different cultures even amongst the kids too as well.  Teaching kids about different 
cultures and having that integrated within the curriculum so they can understand that at 
an early age.

People don’t like to admit prejudice. Unfortunately, your judgments and your 
prejudices could be getting in the way of how you teach or react to different students.  
The kids probably do pick up on it a lot.  Kids will probably say, ‘she treats them better 
than she treats me’.  There are a lot of different reasons for that.  No on really knows 
exactly what’s going on. It doesn’t always have to be a prejudice, but sometimes it is.

I really think that schools are a reflection of the society we live in. We’ve come a 
long way but we’re not there yet.  I saw something recently in the newspaper that talked 
about most of our teachers, and that would include myself, are White middle class with 
those kinds of values.  Often times, quite innocently, I don’t understand where these 
economically disadvantaged children are coming from and the problems that they deal 
with every day.  We kind of slowly learn but we don’t really understand. That’s why that 
I was sent to that Ruby Paine workshop.  I don’t agree with everything that was said at 
the workshop, but it really did open my eyes to the fact that I was raised and come from a 
different value system, things that are important, things that I’ve had to deal with in every 
day life.  It’s totally different from a lot of the at-risk students that I deal with.  I hope that 
because I am an educated person that I’m open to seeing that.  But it’s kind of like ‘you 
don’t know what you don’t know’. The Ruby Paine workshop did open my eyes. We’ve 
come a long way, but we’re not totally there yet.  But it’s an important factor that we 
need to keep working on. So things have changed in terms of that and what society is 
willing to accept and we have become more tolerant people, but there are still some 
underlying things, intention or unintentional, that is still present.  I don’t think we can say
there’s no prejudice in our society. I think there are subtle jokes about a student being 
special education or comments about they don’t know any better. There is kind of the 
idea that these people have created this problem for themselves, and that they don’t want 
to help themselves and that if they would just listen to our middle class values, they 
wouldn’t be in this situation. Again, it’s a cultural, societal thing.  It’s not right, but it’s 
still there. It’s improving, but it’s a slow process.

When they don’t have a common background with them, it’s also hard for the kids 
to relate to them. The biggest prejudice that we have, and this isn’t speaking for all of 
them but a lot of our teachers, is they lack a common background with our students. They 
can’t relate to them.  And so administrators and teacher say, I don’t understand why these 
kids don’t see it my way.  You can’t teach these kids.  It’s not our kids.  It’s not my kids.  
It’s these kids or those kids.  When you don’t take ownership of the children, you are 
saying that it’s out of your hands.  
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Superintendent’s Perspective
Maybe the word is prejudice. Some people have the feeling that people can’t be 
successful because they are not coming from the kind of background that they think a kid 
should come from to be successful.  It’s almost like stereotyping particular kids.  This kid 
is poor, he can’t be successful.  This kid is Black; he can’t be successful.  This kid, this is 
the fourth time this kid has moved this year, that kid can’t be successful.  I think teachers 
have developed those attitudes for whatever reason, through the years, and I think that’s 
many times a big factor with some teachers.  It’s the attitude that teacher has towards that 
kid. Teachers who teach in schools with large numbers of lower socio-economic kids 
can’t have those prejudices.  They’ve got to walk in there and believe these kids are just 
the greatest kids they’ve ever seen and are going to make these kids be successful. These 
kids can be successful and just because they come from a poor family or they come from 
a dysfunctional family, whatever it may be, doesn’t mean they can’t be successful. I think 
we are removing a lot of that prejudice, if that’s the word. Because I think we are seeing 
kids be successful.  I think we are narrowing the gap in achievement between the 
economically disadvantaged kids and some of the other sub-groups and I think that has 
helped teachers realize that. That’s the good part of the accountability system because it’s 
made them notice that if we really work with these kids and we provide these programs 
and we do some special kinds of things with these kids, these kids can do well.  So I think 
we’re overcoming it by seeing some of the successes we’re having with it. 

There’s no doubt that there has been some prejudice probably through the years on the 
part of campus leaders and district leaders about just the attitude that these kids can’t be 
successful.  I hope that it’s not at Northside. When you talk to a group of people and ask, 
let’s look school x and let’s look school y.  Which school is going to be the most 
successful in terms of student achievement?  Most people would say campus x is going to 
be the most successful because it’s a higher socio-economic level school.  I contend that 
their scores may be higher, but there may be more teaching and learning going on in 
schools with a lower-socioeconomic level.  For years we did have that prejudice attitude 
but it’s also some reality, there is some reality to that.  There is enough research out there 
that we know that kids that come from a higher socio-economic background are going to 
do better in school. There is no doubt about that.  What we have to do in the other schools 
is we have to help overcome the deficiencies that these kids have when they come to 
school.  There are some schools in the Valley with 90% economically disadvantaged 
students that are exemplary, while we have schools here that have 10% economically 
disadvantaged and are not exemplary.

Peer Relationships
The “peer relationships” formed by economically disadvantaged students largely influence 
their academic performance. Many economically disadvantaged students are raised in a 
culture where status, honor and respect are of the utmost importance. 

With the economically the decision-making, the culture, involves the importance of 
the status, defending your honor, and don’t talk about their mother. As a teacher you 
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got to be very careful. Students are mad because somebody said that somebody said, that 
somebody said, that somebody said, the rumors run crazy, but that’s true for all kids this 
age. Then the neighborhood gets involved, and so the mothers are now upset. It’s a 
community thing sometimes coming into the classroom. I don’t think it’s that serious 
with kids who are more economically secure. I really don’t see it with the kids who don’t 
have much status, and everything is a status.

They were being judged. They would see who had the Tommy clothes and who did not; 
who had all the high dollar clothes and who was wearing the same shirt three days a 
week.  You still have that at, even at a highly economically disadvantaged campus.  I feel 
uniforms have put everybody on a plane, on a level playing field, as far as what they look 
like.  

Gang involvement is definitely an issue.  I have heard that a lot of people say that those 
who talk about being in a gang are really not in a gang, because the true people that are 
involved don’t talk about it. That is probably the biggest issue around here and I think by 
having uniforms you take some of the focus off of it. These kids want to belong, and they 
feel their only option may be a gang, with other students similar to themselves, their 
peers. They show their colors and gang names trying to earn respect. The social issues 
bring with it many emotions on the part of students. I have read that there is much more 
gang involvement with economically disadvantaged students.  Part of that is because they 
are less supervised perhaps.  Part of it is because they live in real crowded areas, so they 
don’t have much of a way to get away. If they have low self-esteem then they end up in 
the relationships where they are going to be recruited by gangs and they end up going the 
wrong way because they didn’t have the support of the good role model students.  There 
is the peer influence.

Some teachers probably say, ‘you mean you have an x-box and your parents can’t 
buy you a pencil’. The x-box could have been purchased by the whole family chipping
in on that.  He has money that he had saved up and that’s how he got it.  Yet when the 
end of the month comes for these groups, maybe the kids lack school supplies because 
they just haven’t got the cash.  So there needs to be more understanding.  The kids are 
very thick-skinned though.  They are very forgiving too, for the most part. So probably 
they hear it, it’s in one ear and out the other, but I think it still settles in. They still sense 
some of that. Kids are extremely perceptive.  So I think emotions play a big role.

Superintendent’s Perspective
I would certainly put a star by it because there is probably a lot of peer pressure on kids 
that come with these backgrounds to not be successful in school.  It’s kind of the 
mentality of it. It’s not cool to be a good student, instead it’s cool  to be in a gang or look 
certain ways.  Being strong academically is not looked upon as something with pride by 
many of these students.  So there may be a lot of peer pressure on these kids not to 
perform academically.  I definitely think that is a factor.



144

Positive Teaching Philosophies
Positive teaching philosophies practiced both in and out of the classroom are at the 
“heart” of success for economically disadvantaged students. Interactions between 
educators and students ought to be “more inviting and less confrontational,” and an 
environment/culture created where “all excuses are removed” and students are 
“complimented and reaffirmed.” In short, “positive teaching philosophies” exists when all 
“is centered on the student.” 

Make the school inviting and less confrontational for the student and parent.  I look 
it as removing all the excuses; you are going to remove all the excuses.  And so, your 
teachers are talking to you on one-on-one, they are talking, complementing, reaffirming, 
and affirming. The classroom is hopefully dealing with issues that are realistic to their 
situation and making that connection with the student. The parents do not feel 
comfortable coming onto the campus, but what is the administration doing about it? We 
need to send the message that this is your community, your school community, it’s about 
you.  That’s what works.

I think it starts with your rapport with students. You don’t have to like what they like, 
but you need to know what’s going on. What’s important to your group of students?  I 
don’t like the music, the rap music that they listen to but I know about it.  I’ve read 
certain little articles about it.  I know about, I can’t think of any of the name but I will 
give them….all that stuff.  I don’t necessarily listen to them but I do know who’s out 
there. If they, they trust me then.  They are more willing to listen because I’m valuing 
what they value. This is such a big deal and most of what I’ve been talking about has had 
to do with positive teaching philosophies - valuing the whole person as opposed to just a 
person that hands them the paper that has the grade on it because you can get caught up in 
the idea that this student is a 52.  The student is not a 52, the paper may be, but the 
student is not that grade.  

I think that you have to have high expectations but you need to have some way of helping 
them get there, and guiding them along. You can’t just set the expectation and throw it on 
the table and say, do it.  We need to make sure that their basic needs are met first.  Make 
sure that they are not hungry, and make sure that they have had a good nights rest.

Very often teachers will choose to work in the lower economic schools because they 
don’t have to worry about parent’s nit picking between an A+ and A- or an eighty-five 
and an eighty-three.  Basically these parents in this socio-economic level just care 
whether or not the kid passes or fails.  If the kids fail, it’s the kids fault.

The teacher who smiles, who values them, who gives them some options, and is a 
little bit more flexible, will have so much better results.  With educators you have 
teachers who teach because they love the content and you have teachers who teach 
because they love the kids.  Unfortunately by the time you get to high school there is
more of the love of content, whereas in middle school and elementary, you are teaching 
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several contents so you don’t have that.  I’d rather have teachers who love the kids and 
know enough to teach their content. I can usually talk to a teacher for a few minutes and 
know what she is like.  I’m sometimes wrong, but generally know how well they are 
going to get along with their students.  Its personality, it’s just being respectful, valuing 
kids.  It works up and down the line from the most, the wealthiest kid to the poorest kid, 
the brightest, the slowest, but it’s even more important with your weaker students and 
your poor students because they may not be getting that anywhere else, where generally 
your upper-income kids have more adult support and your more successful students have 
more support because teachers like to be around them, where weaker students don’t 
necessarily have that draw, that attraction of teachers.  

There are some teachers that when they walk in they just suck all the air out of the 
room.  I’d die in there too.  I think staff development can help teachers to organize 
materials better, but I don’t think staff development can necessarily give teachers a sense 
of humor, give teachers patience, a love of kids, and realize that you are just planting 
seeds and we probably will never see the final product, and that’s okay.  But they expect 
the final project right before their eyes, and it’s not going to happen for a lot of these 
kids.  Teachers have to just realize and accept it.

Personally, I think that this is the heart of it and this is where the academic and this is 
where the campus leadership really takes over.  It’s the importance of hiring well, hiring 
teachers, telling them right up front exactly what they are getting themselves into.  This 
may take more work than a job somewhere else and we do expect this. We let the 
teachers know right up front - one of the top things, fears that I have for next year which 
may impede success, etc.

I wish more people on campus were willing to use humor to diffuse situations 
because you can almost always get a smile out of kids.  I wish more teachers were less 
confrontational.  High expectations, but high expectations, I think when people hear that, 
I think they think teachers think of it as meaning, I have to have the standard and the 
students have to meet it.  This is what it is.  I’m not going to deviate from that.  My 
expectation is this high, this is where you will rise to.  I think you should have high 
expectations, but you can’t be that rigid.  I think sometimes the high expectation sort of 
feeds into this sort of rigid mentality.  

You know the old saying, ‘catch them being good’ said by Jimmy Johnson, former 
coach of the Cowboys. He had a ten to one ratio concept. That is, he gave you ten 
positive things, but when you messed up, he got on them so hard. He did this back in the 
days when he was winning super bowls. Somebody asked him how he treated his 
players: ‘you give them ten positive things before that mess- up, so it doesn’t hurt them 
much’. 

Positive teaching philosophy means that it’s not about me, it’s about the student.
The number one focus in education is on the teacher.  You have to have teachers who are 
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qualified, dedicated, who care, who are tolerant, who enjoy working with these types of 
students, who understand these situations, who are open, who really care. Basic needs 
must be met first. Provide multiple opportunities. As a teacher, you have to really design 
your lessons for the needs of the kids. So you know the kids and you know what they 
like, so you have to figure out how I can reach everybody’s interest. You have to know 
the research and the research says most of them are visual learners, so you have to have 
to create lessons that are visual. I am there to help them get there; I am there as a coach.  I 
am not there to show them how smart I am.  I am not there to fill up the board with notes 
and impress them with my mental math.  I’m here to show them that it’s not that hard, 
everybody can do it, and call me when you need me.

The lecture classroom philosophy has worked for me, so it’s going to work for them.  So 
you go through a lot of the classrooms and it’s just the teacher talking and it’s only the 
teacher standing and it’s only the teacher tutoring, it’s all about the teacher.  We have a 
problem stepping back. We have way too much that is lecture driven.  I think the fear is 
that the classroom will be out of control, that somebody is going to walk in and see that 
all my kids are up and about and they are going to think that I’m not doing anything or 
that I have no control of this room, so it’s easier for the teacher to have them rows nice 
and quiet and nobody talk except for me.  

The recruiting of good teachers.  We don’t get rid of teachers.  It’s very hard to fire 
them. If they go to duty when they are supposed to, and some of them don’t even do that, 
they have job security.  We have teachers who show movies everyday.  We have teachers 
who are ugly to our kids, who have parent complaints about them being ugly to their kids, 
and we don’t get rid of them.  Year after year they are back, and that’s always because I 
assume the fear of the lawsuits and unions, so we don’t get rid of anybody. This was the 
first year as far as I know that a couple of faculty members were forced out. Finally, our 
principal told one, either you quit or you are fired.  Which one is it going to be?  This is 
our new principal, so hopefully that is a sign of better leadership. I believe that comes 
down from Dr. Folks that we are going to get rid of people that aren’t effective in the 
classroom.  

Superintendent’s Perspective
I’ve always said that it doesn’t take a rocket scientist to figure all this out.  A good 
teacher needs to know their subject matter, they’ve got to be able to get that subject 
matter and relay that subject matter to kids in a way that they understand it and can learn 
the material, and they have to have a good rapport with their students.  How you build 
that rapport in terms of respect for one another ? I think is at the heart of success in 
working with any child, but especially with economically disadvantaged students. You 
have to certainly help them to understand that you respect them, you will build a 
relationship with them, you don’t want them to fail, they are going to be successful, and I 
want to work with your parents. It’s just an attitude.  It’s probably not a lot, but it’s think 
the heart of it - if you’re a good teacher, I don’t care what level the kid comes from, if 
you are a good teacher, if you know your subject matter, you can teach your subject 
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matter, I’m talking about methodology there, you have a good rapport with the kids, and 
can discipline kids, you are going to have a good classroom and kids are going to learn.  
That’s the way I look at it. If I knew the secret of why some teachers can do that and 
others can’t build that relationship and have that rapport with kids, I would change the 
world.  I think so much of it has to do with two things, attitude and personality.  At some 
point I would even say when you look at some of the things that have been written, like 
emotional intelligence and personal things, I think a lot of that has so much to do with 
teaching, just the personality of the person.  You walk down the hall in a high school and 
if you spend any time in that high school and you kind of see the personalities of the 
teachers, then you look at which teachers get along with kids the best, I can tell you, it’s 
the teacher that has a good personality in terms of communication skills, human relation 
skills, positive attitudes, enjoys what they are doing, and life is good.  If we could just 
eliminate the other teachers that don’t have that good, feel good about themselves, a good 
personality, it would make so much difference.

Limiting Factors
The “limiting factors” affinity elaborates on the barriers and/or challenges, internal and 
external of the educational system, faced by economically disadvantaged students that, in 
due course, impede their performance. “There are limiting factors on the students’ part 
and limiting factors on the teachers’ part. Both teachers and students can burn out.”
The theme’s focal point appeared to be the lack of quality teachers, either due to 
retirement, burnout, inability/ineffectiveness, and/or preconceived notions of economically 
disadvantaged students and their world.

Students have come to expect failure. The student who pretty much just gives in at 
some point because they feel like they don’t see that light or that there is not going to be a 
light for them at the end. I don’t know if they themselves have created that limiting 
factor. Maybe that was established beyond, before they got to the point where they finally 
resigned to it.  I think it’s a process and they reach a point where they just pretty much 
accept it as it being what they are going to follow through with.  So they’ve created that 
limiting factor themselves, but it’s something that’s been through a process - something 
that’s built up.  

I don’t think it has anything to do with who the kids are or how much money they have or 
any of that.  I think it all revolves around the teacher and respect, definite respect.  There 
has to be a boundary between them, a wall between them, where I’m the teacher, you are 
the students.  But at the same time, I’m the teacher and I care very much about you, and 
your success is important to me. They have to know that you care about their success.

I think the kids respect discipline and they respect fairness. I tell them - no matter 
how much I love you, if you are not in the room when the bell rings, you are late. It 
doesn’t matter who you are, it doesn’t matter what sob story you have for me and it 
doesn’t matter if you are my favorite student, if you are not in the door when the bell 
rings, you are late.  They really respect the fact that the worst kid in class gets the exact 
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same treatment as the best kid in the class as far as their math ability.  It has nothing to do 
with anything else and they respect that a lot.  They will point that out to you years later, 
when they talk to other kids they will say, they will come and tell you, so-and-so told me 
that you were mean, but you were fair.  I’m equally mean to everybody or equally nice to 
everybody.

In relation to the success of this type of student, if you don’t want to be teaching, 
you need to get out.  You basically ask yourself, would I want my student in this 
teacher’s classroom.  Sometimes you have that teacher who, in the past may have kind of 
slipped through the crack, got a marginal or decent evaluation so they really just kind of 
stuck around without really doing a lot of services to, or at times maybe being a 
disservice to students.  Those teachers aren’t really going to be around.  It’s the tools that 
administrators have in place now are greater and the urgency is greater and it’s more 
tangible. You have a year and a half, here is some professional development that we can 
go to; here’s some good in-service; you can observe this teacher; I’m going to send this 
person in to give you feedback on what you are doing; we’re going to look at your 
lessons and your planning and we’re going to make sure that you are engaging the 
students at higher levels. And if you don’t see progress, then eventually those contracts 
aren’t going to be re-offered. I would say these teachers were really incompetent.  It 
seems like there’s no way we could have them here. These are the teachers that continue 
to mound the complaints and cause enormous problems on the team.  They even injure 
students in terms of their self-esteem and such. In our own classrooms we have a wide 
range of student ability so who do you teach to?  How do you reach them all?  How do 
you reach the highs, the middles and the low? 

If you don’t want to motivate, to help motivate this type of student, don’t teach.
The data really doesn’t lie.  The data that we’re able to have is a very effective tool.  
Looking at teachers who aren’t working as effectively as they could be and making these 
kids successful should be a priority. Incompetent teachers keep jobs regardless of years 
with no success. You know the old saying again, you have 25 years of experience or do 
you have 1 year of experience 25 times, so I think teachers need to be constantly trying to 
upgrade what they do. You have teachers that are not growing or changing.

So, continuously reflect on your practice. It is ok not to have good scores on the 
benchmarks; the question is ‘what are you doing about it’? That’s the question. Of 
course, to be an effective teacher, you have to go out there and say ‘what am I going to 
do about this?’ Obviously, I am doing something different than the others. I think that is a 
limiting factor, because if you are not doing something about that, the students suffer. 
The million dollar question is ‘what are you doing about it?’

And getting back to that concept of fair and equal are two different things.  I think that 
we really need to look at that.  We talk about differentiating with different learning styles, 
with different subgroups, with everything, and how that’s going to become a huge, or it 
needs to be ingrained with every teaching situation that we have.  I think that’s part of it 
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as well, with this grading policy. I’m not saying that we go easier on the kids, but I still 
don’t believe in putting a huge emphasis on homework.

A limiting factor is teacher burn-out. Not seeing the results. There is going to be a 
higher amount of discipline issues because the kids will not be as disciplined coming 
from some of these homes. The teachers get frustrated with discipline. If the discipline 
gets to be too much of a problem, an effective teacher is going to have good classroom 
management and get the kids under control.  I do think that we should have our better 
teachers with our weaker students, wherever they are in the economic thing.

I think when you have situations like TAKS and you hear talk going around of people 
losing their positions or the threat of losing their position based on TAKS failure rates. I 
know that it scares a lot of teachers and I think that ends up pulling on the motivation, 
lack of motivation, the stress, and the overwhelming feelings. Those are all factors that
limit teachers’ successes, not so much the success of a passing rate of a student, but limit 
themselves as educators.

Superintendent’s Perspective
The greatest limiting factor is the belief system – the belief that we can’t help these kids 
be successful. I think that’s the most limiting factor that administrators and teachers have 
many times.  Can we really be successful with these kids?  Sure, there are limiting factors 
like money; we don’t have enough teachers to have small classes; maybe there are 
limiting factors like we need more materials and things like that, but that’s on the 
periphery in my opinion.  The biggest limiting factor, the biggest challenge that plays a 
role in student achievement is the attitude of the teacher and the belief that this kid can do 
it. Letting that kid understand that this teacher does believe you can do it and instilling 
that ‘I’m going to do it’ belief in students. This is the primary limiting factor with 
economically disadvantaged kids.  So many times they fail or they look at themselves as 
failures, and just the belief in these kids that they can do it and showing that this belief 
can make all the difference. 

For example, with the focus and attention that we can be exemplary and use the 
accountability system, you go through all the gripes and complaints about all the focus 
and attention you have to put on every single kid, break down the data, do all the 
tutorials, do the benchmarking, and do all the things with these kids. You go through a 
whole period of time in doing it and then once you have that success, how excited they 
are that they got there with that success.  Then that belief system begins to kick in.  That 
belief system begins to say, okay, we can be successful with these kids.  I think a lot of 
that comes from leadership.  You have to lead people into believing and working to get to 
that point to where they experience that success and then once they experience that 
success, let me tell you, they don’t want to be recognized; they don’t want to be 
acceptable; they want to be an exemplary school. 
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We had a group of teachers at a middle school that made those kids believe they can do 
it.  They have a belief system there; I don’t know all the answers.  I’ve been doing this a 
long time, and if I knew all the answers I wouldn’t be doing this.  I think the environment 
that we’ve all grown up in, how we’ve been taught for years and so forth, it’s been a 
difficult thing for a lot of people to accept that all kids can be successful and all kids can 
learn.  They may not all learn the same things, or at the same rate, but they can be
successful. 

It’s just letting those kids, I don’t care what background they come from, and it’s letting 
those kids know that they can do it.  But we in education historically are so tied in, 
especially at the high school level, to a grading system and the fact that if you don’t turn 
in every single homework assignment you are going to get dinged.  And it seems like so 
many times we’re more out to fail kids and make it hard on them than to help them be 
successful.  Then teachers will turn around and say to you, you are lowering your 
standards.  You aren’t lowering your standards.  Lowering your standards is when you 
don’t want kids to learn the things you want them to learn.  I think it’s a lack of 
understanding of what that economically disadvantaged child is and what they deal with. 
I also think it’s an attitude.  It’s an attitude of ‘why am I doing what I’m doing’. There 
are teachers that have that attitude that ‘it’s up to the kid’.
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Acts of Leadership Necessary to Producing a High-Performing Economically 
Disadvantaged Student Population as Perceived by Middle School Teachers.

Community Involvement
This affinity refers to the building and maintaining of relationships/partnerships with the 
external school community, including parents, local businesses, local universities/colleges 
and senior citizens, all with an interest in additional support to the district/school and 
student academic success. It is incumbent upon the district and campus administrative 
leadership to cultivate and preserve the partnerships with all stakeholders, primarily the 
relationship with the parent community. 

Community involvement means that the administrators plus the teachers are active 
in the community, and the community is also active with the school. So that what 
goes on outside the school is representative on what goes on inside the school. Getting all
the community involved to where you make them aware of what’s working in our school 
and at the same time making the students aware of what’s out there and what to look 
forward to. Having the community come into the school and provide some type of
mentorship program. You want the businesses in your area to feel a part of the school. 

Community involvement basically means bringing all the stakeholders together in 
order to create the greatest opportunity for student success.  And when you’re able to 
pull all of your resources together it is only going to make the success more likely for 
students.  Community involvement is a great part of creating some type of leadership.
Community involvement means getting the areas around the schools or even in the city to 
be involved with the school by the school either providing activities in the communities 
to just build a strong unity and connection between the schools and the community.  

A lot of businesses are really willing to help out the school. They know that education 
is real important and they are willing to give freebies and that kind of stuff or give the 
support that they need, any way that they need.  I think too that teaches or even 
administration might be apprehensive about going in and asking because it’s always kind 
of strange to go ask for stuff.  But I think that people are really willing to give to 
education.  It seems as though all we have to do is ask.  But you have to make the effort 
and we are already so busy and I think that’s what happens a lot of times. That’s why a 
committee or some type of club maybe even that was set up to go in and get involved 
with the community and invite them into the school itself. Well, maybe getting those 
students involved in a committee or club that was set up for this type of program to get 
communities involved, maybe actually focusing on that particular group. We give 
service, but we just service the kids; we could service the community more. We could 
take a leadership role in trying to raise the level of parenting and home skills. The 
community could also service us more.  
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You need to have expectations for the parents in terms of what they need to do or 
provide for their children at home in order to have successful students. And so the 
parents have to be coming into the school seeing what the curriculum is seeing what 
responsibilities the teachers have and they also need to realize that academic has to be 
part of the home life. Not just left responsibilities of the schools. We had a big discussion 
on making the parent aware of what is important and necessary in order to have that 
leadership. We mentioned home visits, which are limited now because of different 
situations, but before it was so important to make that contact. But now we have our 
family night, which is the same, you know, home visit. Raising the level of success for 
parents, building a relationship with the parent, student and the school is very important. 
The word awareness keeps coming up; making the parent aware or informed of what is 
out there as far as the student is concerned.

If we do have community leaders I’ve never met them.  I don’t know why they don’t 
come to my classroom.  It would be great to have somebody come in and say, ‘I’m the 
manager of the HEB and just wanted to come down and see how your kids are doing’.  It 
would be terrific.  If there are community leaders here, I have no idea who they are.  
They are not involved.  Our community is not doing much.

This population has different needs and the parents have different needs.  We could 
do a better job of getting parents to come to the campus and get them involved in their 
child’s education. Part of the reason might be because we are so focused on our scores 
right now on this campus.  Personally I think our scores will follow if we can do some of 
these things better. I don’t know what the district emphasis is on this.   

Superintendent’s Perspective
It’s certainly important from the aspect of leadership. In communities that have higher 
numbers of lower socio-economic students, the more you do as a leader in to involve that 
community in the education of their children and working with the school district. T hat’s 
going to help the success of those economically disadvantaged students.  Also, it’s 
important from the aspect of involving all people in the community to understand that it’s 
important that we educate all kids and that we all have a stake in the education of every 
child whether they are economically disadvantaged or not.  For instance, the involvement 
in the Northside Education Foundation (NEF), some of the teacher and team grants are 
given to schools that have some economically disadvantaged kids. This involves the 
community in a positive way so as to provide the educational support for the kids.  So 
definitely community involvement is very important. It’s also important from the 
standpoint of non-economically disadvantaged areas in the district in terms of
understanding that they have a responsibility for the whole district, not just their 
particular area.
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Staff Development
This affinity entails the professional growth, research-based education and training 
opportunities presented by the district and campus administration on the subject of how to 
produce high-performing economically disadvantaged students. With a goal of creating 
awareness and understanding, staff development must consist of “quality programs” that 
serve to underscore the “commitment of the district” to economically disadvantaged 
students. “Keeping the focus” and “commitment and follow-up” become critical. Many 
educators simply “have no experience” in successfully addressing and understanding the 
issues faced by economically disadvantaged students. Instead of simply provided “lip-
service” to raising the achievement of the economically disadvantaged student population, 
“quality professional growth opportunities” on the subject are requisite.  

Training is one of the things that teachers get and then don’t get. We get a lot of in-
services on how to present strategies and the importance of strategies and things of these 
sorts.  But I think that sometimes what is lacking is the training that helps teachers to 
really cope with the realities of kinds of students they have coming into their classrooms.  

I think there is a lack of training with disadvantaged students. We are not trained on 
recognizing the individual at- risk categories, especially economically disadvantaged.
Teachers needs to be sensitive in the way their conduct their classrooms due to the 
disadvantages these students have. I don’t see workshops discussing poverty kids; 
nobody talking about poverty; why it’s here; how it exists; and what we can do to solve 
its’ existence. Is a government problem all the way down from the federal government on 
down to the local government, and we are not, as a nation, handling this very well. Why 
isn’t the training there?  Nobody has a handle on it. I am so glad you are tackling this 
issue. Because I don’t think it’s being tackled especially in public schools, like Northside.
I remember hearing Dr. Folks talk about economically disadvantaged students at the start 
of the year, but there are so many other things going on at the beginning of the school 
year and all that was mentioned was about TAKS.  It may have been only that one time 
that I heard that.  Revisiting, not just saying it once, would be much more effective.

You can’t put enough emphasis on training - not just training, but training that’s 
tried and true, or training that there is going to be commitment in. One of the 
problems I’ve seen happen is the revolving door of the coming and going of 
administrators at my campus.  One of the things I’ve noticed is the opportunity to 
participate in programs or training, so we had a lot of feathers in our cap, but really feel 
like we were ‘a jack of all trades, master of none’.  I think if a campus is to undertake 
programs and training that are going to help teachers learn how to deal effectively with 
that economically disadvantaged population, the programs need to be few, but they need 
to be definitely quality over quantity.  There needs to be commitment and there needs to 
be evaluation built in.  There needs to be follow-up training.  One of the things that I 
would recommend would be a trainer of trainer models because building your school 
climate with having a go-to person or with having a team of people who have got a little 
bit more experience or have gone to more training or are the experts in the that area can 



154

help build up the schools.  The more resources you have on your campus, the more 
effective your campus is going to be.

There are teachers at every campus that have a natural gift toward working with these 
kids, but I think the general feeling is that the title I schools, and especially the heavily 
economically disadvantaged title I schools, are going to be more of a go-to resource or 
going to have the experience.  If that experience or training could be shared with 
everyone else, it would an incredible district-wide initiative.  

I think the training is very important - training the teachers on what the 
economically disadvantaged student. How do they learn? What is it that we need to do 
to be able to be successful with these kids? Some teachers are not aware of that type of 
student. They have had no experience, so therefore they have the discipline problems. 
They don’t know how to teach this group of students, because they haven’t been trained, 
so the training is important. Our kids come from five feeder schools. This is our area, this 
is what they have to face, and are faced with it everyday, so we have to be properly
trained. I think that is very important.  This needs to be the focus for teachers and even 
administrators. Training itself is very important so teachers can understand the different 
types of students that we have, different training, basing it on economically 
disadvantaged students. Getting the teachers to understand how to interact them or 
different ways that we need to focus on those kids and give them the support that they 
don’t have at home is important. With training we need to be knowledgeable about our 
economically disadvantaged kids, and the kind of the baggage they have and how it 
affects them and their learning and their school participation.

I would seriously recommend the Ruby Payne workshops which talk about 
situational and generational poverty. I felt like a bobble head, because I couldn’t stop 
nodding during the workshop.  I was even trying not to, but it just hit home so much. At 
the district level, it would be beneficial if we were to get more training in working with 
these economically disadvantaged kids.  It would open a lot of eyes. I do feel like that’s 
needed. Every single campus is going to have at least one kid in that is economically 
disadvantaged, and if we truly are to differentiate and if we truly are to reach every kid,
then I think it would be huge.  I think you would see scores district-wide improve. I think 
that it would also probably make the rest of the whole district a little more cohesive with 
a common understanding.  

I found that sometimes our staff development is district-driven. Take for instance,
Format Training; we all went through format training a few years ago, but to what 
purpose, I have no idea.  We had a temporary focus on campus for format lesson plan as a 
team and nobody ever brought it up again.  And it has been that way; I’ve talked to 
people at other campuses and they say, remember that fad? Now that’s probably 
disappointing for a district person to hear that it was a fad, but truthfully it died.  If the 
administration at the district level doesn’t know that’s dead, they are out of touch because 
nobody does it much.  People still go to it, they get trained on it, but you’ve got to keep a 
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focus.  I think that in general on my campus a lot of the staff development we do, we start 
off the year saying we’re going to do this, this is our staff development, this is our focus, 
and several months later into the school year, it’s unheard of.  Nobody brings it up ever 
again.  Our district is so large that there is not uniform there is no consistency. In a 
smaller district it is easier to do.  With the wide spread district we have there is going to 
be a problem meeting the needs of individual campuses.  I think we need to provide more 
effective training all across the board, starting from the district on down – more ideas, 
and more ways of how to deal successfully with this population. A lot of the stuff we do 
at district level is lip service, maybe we really mean to be supportive of that program, but 
honestly, I don’t think we’re doing a very good job of training. 

Superintendent’s Perspective
Probably one of the most important things in terms of leadership is the providing of
training and staff development for teachers surrounding the learning, teaching strategies, 
methodologies in working with students who are economically disadvantaged.  I think 
personally in Northside we do an excellent job in our staff development programs. I think 
we need to do more though, in reaching out to teachers to help them in terms of teaching 
the economically disadvantaged child because the district’s demographics have changed. 

We have teachers for years that didn’t have to really work that closely with economically 
disadvantaged students and now are having to work with economically disadvantaged 
students, and you can’t do the same things necessarily that you’ve been doing the last 
twenty years, so you’ve got to put things in place with programs through staff 
development and train those teachers in what you need to do.  

I certainly think there are some cognitive deficiencies there, but again, I think they are 
more influenced by factors that the kids have not been exposed to just in terms of 
parental involvement, you know being around people who have the kind of education, 
being in libraries, being exposed to books and materials and so forth at an early age and 
maybe not the importance placed on education.  I think that creates those cognitive 
deficiencies that Ruby Payne talks about there. We have to look at staff development 
programs like Ruby Payne. Programs where people have had some successes in working 
with economically disadvantaged children, we use those successes and staff development 
programs with our teachers to help them learn ways to deal with those cognitive 
deficiencies. Your philosophy about people and poverty is a key component. I think we 
always have to have the attitude though in education, those of us who work in education,
that we can make a difference by working as hard as we can to work with economically 
disadvantaged kids, they can overcome some of the things that they’ve struggled with.  

That’s not to say that there will always be some who would prefer to live the way they 
live, as Payne describes.  But I don’t think that says that we shouldn’t still have the 
strong attitude and belief that we should work hard to help those kids be successful. You 
can get into an argument about the whole war on poverty and how we deal with poverty.  
You have the argument do we force these people to get out and get jobs and all of that 



156

and don’t provide the support mechanism, that will force them to have to get out and get 
jobs and make them pull themselves up by their bootstraps.  Then you have the other 
philosophy that you have to provide some assistance and some help to those people and a 
lot of times those people will or will not make a choice whether they want to move 
forward.  I’m one that believes that we do have to provide the assistance and the help to 
these people and once they see the desired hope to come out of poverty, they can go get 
jobs and can be successful, then that will motivate them to begin looking for jobs and 
going to school. 

It’s a little bit of philosophy. I don’t know whether I really agree or disagree with what 
Ruby Payne. I disagree a little bit when she says that people are always going to be that 
way, probably that’s true, but that doesn’t mean we shouldn’t do what we can to help 
those people try to overcome that attitude and belief that they are always going to be this 
way and this is the most comfortable way that I can live. 

Ultimately Ruby Rayne says exactly what I’m saying. When I look at the graduation rate 
and completion rate chart for our district, I notice the completion rate in Texas and the 
completion rate of economically disadvantaged students is a 2.2% difference.  But when 
we come to Northside, there is a greater difference.  My question is why do we have a 
greater discrepancy in those completion rates?  I knew that occurred.  I think that’s the 
changing demographics that is taking place in this district and I think we are moving to 
more recognition of helping economically disadvantaged kids, which ultimately will 
make our completion rate for those students higher, which will bring us closer to what 
the State of Texas is as a whole. 

With a recent focus and emphasis on economically disadvantaged kids in Northside, I can 
remember the first convocation when I got up and almost a gasp in the air when I showed 
some of the statistics and talked about the education of economically disadvantaged kids. 
This is going to be our focus and this is what we have to look at, these campuses can be 
exemplary campuses. I can tell you, people didn’t believe it because they had never been 
talked to about it.  When you look at the completion rates of economically disadvantaged 
students in Northside, specifically when you look at school x and you look at school y
where we have a lot of our economically disadvantaged students, and you ask the 
question, why is it higher than the completion rate at school z for economically 
disadvantaged students?  I think that’s speaks directly to the programs and initiatives that 
we talked about earlier that are available at school x and school y to address economically 
disadvantaged students, but I think it also addresses a very serious issue of teacher belief 
that these students can be successful because when you are in a school like school x  and 
school y and you have sixty and seventy percent of your kids economically 
disadvantaged, you have to believe those kids can succeed. If they don’t, the whole 
school is going to fail. At school z you didn’t have to believe that necessarily.  So it is 
certainly not only a factor of being economically disadvantaged, there are some factors of 
ethnicity that enter into school completion and we know that. No, we don’t talk about 
that.  I think we are addressing more of it now.  I really do.
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Programs
This affinity refers to the educational programs and/or initiatives that speak to the 
achievement of economically disadvantaged students. “With the changing demographics,” 
there exists an extraordinary need for increased district commitment to the awareness, 
sensitivity, and research-based training on the subject of effective instructional strategies 
and fostering an understanding, thoughtfulness among educators with regards to the 
economically disadvantaged student and their world.

If the students and parents want to take advantage of them, the programs are there.
Schools have after-school programs and even have accommodations for student who 
need to have extra transportation. I know that there s accommodations for students who 
need glasses, or medical attention. I know we have programs out there that are meeting 
social needs of some of these kids.  I don’t believe we have a lack of programs. The 
programs, the way the statistics look, seem to be effective. The statistics have to do with 
our homework center, whether or not they approve the passing rate of students. The stats 
that show that the scores were raised with kids were those who attended TAKS programs. 
I know that kids have been referred to the nurse so she can get in contact with parents so 
she can let them know that if they need glasses.  I know those counselors are in contact to 
help them with social ills that they may be having, and I think that those have been 
successful.  If the parents want to take advantage of them, the programs are there. Those 
needs are being met.

I think a lot that we need is follow-up and feed back; some type of evaluation 
toward the end result. Programs for focusing on a certain group, narrowing it down a 
little bit, being economically disadvantaged and having that group, the teachers being the 
mentors and also getting the training on how and what kind of things that need to be. The
kids need the support which would really help to create a positive influence on those 
economically disadvantaged kids.  The mentor program that we had, it kind of just went 
by the wayside.  Each teacher was in charge of four or five kids and there was no real 
follow-up.  I think a lot that we need is follow-up and feed back; some type of evaluation 
toward the end result.  How did this influence the kid?  Maybe even have discussion 
groups within the teachers, using qualitative means of evaluating and not only 
quantitative or numbers.

There needs to be better understanding and communication district-wide. People 
and committees need to get out of the district and see what’s happening at successful 
schools that have a higher number of economically disadvantaged kids, I think by getting 
out there and actually seeing the big difference between even the schools that are pretty 
high economically disadvantaged in our district as opposed to some of these schools in 
other places.  Look what they are doing.  Look how they’ve been successful.  I think by 
looking at your campus group, the way the AEIS report breaks it down by campus group, 
by actually finding out what schools in the Valley are doing and really getting it done.  I 
think that’s definitely worth travel, that’s definitely worth doing a study, that’s definitely
worth having a sister campus.  It’s definitely worth investing resources in to try to figure 
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out ways to build and to bolster programs.  I think we get involved, with same people, 
same philosophies and you get that group think, mentality, or group think -  that
phenomenon begins to happen.  I think sometimes the best and most refreshing thing that 
you can do is to step outside and see what else is out there.  I’ve had the opportunity to 
do that and it really opened my eyes.  

In so far as programs and economically disadvantaged students, there are a lot of 
places we don’t do a good job of getting them involved. The programs are there and 
they are offered, but that doesn’t mean these kids are going to attend.  If we did better 
about going to them and saying to them, we want you to come; come one time and see 
how it is. Then keep encouraging them to attend. Some economically disadvantaged 
students are going to do just fine because there’s a value in education.  There needs to be 
more of a value placed on education by the parents, and they need more parental support.

Superintendent’s Perspective
As far as leadership goes, you’ve got to have the leadership at the district level and at the 
campus level that recognizes that we have economically disadvantaged students and that 
our district is changing in demographics daily and we’re going to continue to grow in 
economically disadvantaged students; therefore, you’ve got to provide the leadership or 
put the programs and initiatives in place that are going to address this growing 
population.  

If we do it for one school, we have to do it for another school - the term of equity. Equity 
is important, but doing the same thing at school x and doing the same thing at school y
may not be equitable, because you may need to do more at school y than you do at school 
x to bring equity to the situation.  We’re going to provide more money and programs, in 
general we’re going to do more at schools with higher numbers of low socio-economic 
kids, than we’re doing at other high-socioeconomic schools in our district. That is a big 
mindset change for Northside ISD.  I think the leadership has to recognize the problem 
and they’ve got to be willing to step forward and take the steps to do the things to address 
that.  One of the things that we’ve not done, which we need to do although we are 
beginning to do some of it, is start putting our stronger teachers and our stronger 
principals in schools with large numbers of economically disadvantaged students.  

The principals we are putting in there are hopefully proven principals, hopefully they can 
be successful, but we are bringing in people to those schools who are highly motivated 
people who certainly are excellent teachers and are going to make a change for the better.  
It’s going to make a difference.  Currently, we have a lot of people say, ‘I don’t want to 
go teach at school x or school y’.  The way you make the change in the leadership in the 
district is let that person bring in the people that they worked with previously, people that 
believe in what they can do as a principal, and attract people, and then the school begins 
to experience more success.  That’s what I call leadership, and that’s what has to be done.
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District Climate
This affinity describes the climate set forth by the district leadership with reference to the 
achievement of economically disadvantaged students. The focus and commitment to 
enhancing the performance of economically disadvantaged students begins and ends with 
the district. It starts at the district level with “high expectations for all kids” and “proper 
training.” Most administrators will use this verbiage - “anyone can talk the talk,” but 
“seeing is believing.” “Leadership is not just about power,” instead a “humanistic style of 
leadership” is essential to successfully serving this distinct student population.

The district is a political entity. The parents complaints and the parents input is going to 
direct what the district is going to do. The school board is elected after all. As long as the 
board is elected, they are going to follow the dictates of the public.  I feel that poverty 
parents are less likely to be represented, like at school board meetings . The affluent 
parent would be more in tune or more progressively active in politics. They would have
more a sense of empowerment, where as the poverty parent would have a less feeling of 
empowerment and therefore avoid the situation rather than confront it.  Now they may be 
prejudice or stereo-thinking on my part, but I wonder if that’s not the case, and if that is 
the case, then the school board and their ideas of issues, on what they hear from their 
constituencies, is going to driven by parents who are not economically disadvantaged. 

School climate encompasses all that to me, which is directly influenced by the 
district’s climate. The district needs to be careful of their dropout rate, the numbers 
game, and so we want to make sure that we are not failing students so that they are 
dropping out. That gets confusing with the lower expectancies of grades and it lowers the 
school expectations of students; at least it can be interpreted as that. We are in a very 
confusing time right now as to how to keep kids in school and keep kids motivated 
without dummying down the system. I think that school climate is really starts in the 
office oddly enough.  From the office it can filter into teacher morale, which can filter 
into how the teacher conducts themselves with the students. If you have been in a school 
district where the office, the administration, even the office clerks, have this kind of 
gossiping of waiting for teachers to make a mistake attitude and everything little mistake 
is documented, somehow talked about, then the attitude with the teacher is going to go 
down hill, then the attitude with students is affected.  So, school climate is the whole kit 
and caboodle, from the principal to the custodian, and how they deal with kids and how 
reprimand and correct kids that are doing something wrong.  A school can be an interface 
atmosphere or it can be the ‘who cares attitude’ and anything in between.  You deal with 
the issues firmly, quietly and in an affirming matter, rather than in your face kind of 
thing. School climate encompasses all that to me. 

I think there needs to be a committee, community, and campus representatives, so you 
can start bouncing ideas around.  Once again it’s kind of like that same old, get off of 
your campus and kind of see the rest of are doing, other ideas.  The district needs to 
spearhead that effort a little bit more. I know that these things take funding which is a big 
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issue, especially right now with what is happening with the state legislature.  I really 
think that is an area that is just an area of great importance, and it’s not going to fix itself. 

It’s really easy, just like with anything in education, to talk the talk.  We need to 
actually kind of see where it’s getting done and who is actually walking it and what 
exactly is defining that.  We all say it, and it makes perfect sense, you have to have high 
expectations because even if you come up a little short, you are still successful.  But we 
need to actually see what that looks like.  If that means somebody from the district going 
out to other districts, the TV station type thing, somebody actually going out and filming 
these practices, filming teachers whose data has shown are doing awesome.  We need to 
go out there and actually see it.  We need to see it first-hand.  Seeing is believing.  
Anybody can talk. Let’s see it.  Let’s see what it looks like.  We need to be shown what it 
looks like.  It’s a basic premise of teaching:  tell me I hear, show me I see, but involve 
me, I learn.  If we can start by showing then get to where people at different campuses 
get roles of being innovators and trying to make some changes.  

If the district has a positive climate toward the awareness of what we need and what is 
better for the kids. Being consistent on what they promise and not take it away because it 
works, like this year. We found something that works for our kids so we got to make sure 
that we stay with it, but when something is not working, and then we have to start all over 
again. I’d like to see a little bit more consistency as far as from the district point of view. 
If the leadership is working on a particular area for particular kids, maybe we can allow 
the program to be implemented a bit longer where we can see more success.

The district expectations and district-wide commitment to disadvantaged kids needs 
to be there. The training, communication, and high expectations, the district has to be 
committed to all these changes for the better of our kids. In addition, the expectations that 
funding will be provided for different. They have expectations that these kids are going
be successful with all this help that they are providing us, so it’s going be up to us to meet 
those expectations. I think it has changed through out the years, and I see a more positive 
commitment from the district. I think the superintendent is very well liked and I think 
people feel that he’s a good man and you get a very good sense from him on-stage.  I 
think everyone believes that he is doing the best that he can with the situation that we 
have at hand.  That says a lot because people may be most willing to blame him.  He’s 
the figure head and maybe he’s just done a very good job of convincing us that we should 
blame the state on some issues.

Overall the climate is oblivious to the economically disadvantaged student.  I think 
that the district climate in terms of how we deal with, well, I can’t tie it all in, I’m 
kidding. It’s oblivious.  As far as expectations, I think they have high expectation, but 
you can have high expectations all you want but until you do something about it, you are 
just living in a pipe dream, and I think that’s what’s going on.  They can keep saying we 
expect my campus to perform as low as that campus.  You know if you expect that and 
acknowledge that there are differences between the campuses, then take action.  There is 
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more they can do.  There is undoubtedly more that we can do.  Clearly everybody has 
things they can do, but the district bears a lot of the blame here for not doing more.

Our district is so large that there is not uniform, no consistency. With regard to
consistency and expectations, we do need a lot more consistency across the district.  We 
don’t really want cookie cutters, as people put it, everyone doing exactly the same thing, 
but there needs to be some type of consistency throughout the district as far as discipline, 
policies and how they are implemented within the school.  We have our school wide, our 
district wide policies, but then implementation is different at different schools.  In a 
smaller district it is easier to do.  With the wide spread district we have there is going to 
be a problem meeting the needs of individual campuses.

My expectation is that I feel many are trying to implement programs and many are trying 
to make changes, but a lot of times there is not that follow through with making things 
consistent or with setting up the proper training or programs for the teachers working 
with economically disadvantaged students.  The expectation is there for us to meet these 
kids’ needs and the expectation is there for us to support them, but then there’s not a 
whole lot of support for the teacher to be able to follow through with it.  It’s just thrown 
out there and it is expected that everyone understand it. A lot of times teachers look at 
students as these are students but they are all students, they are my students and they are 
all the same.  A lot of teachers forget that different kids need to be treated in different 
ways, different approaches, so to speak.  

We need to keep our expectations high for all kids.  When we don’t then we start 
lowering it for everyone, then instead of rising to the expectation, we lower ourselves to 
the lower expectation.  These kids have the potential, it’s just we have to get there with 
them.  There are a lot of demands put on us and as long as we’re being told, like we’re 
doing a good job or we know y’all are working hard, usually the teachers don’t mind, as 
long as they know there is a lot being expected of us.  We don’t mind taking that extra 
step to do it, at the good teachers don’t. We definitely need the proper tone in the school 
and just a real positive atmosphere with them. We need to just keep being mindful of it 
and keep striving to keep the proper tone.

Superintendent’s Perspective
District climate is very important.  When I came to Northside, there wasn’t a large 
recognition of the fact that we are a changing district and placing a focus on educating 
economically disadvantaged students.  I’ve talked about the concept of all children can 
learn and the five factors that are involved with highly effective schools, which is old 
research and old ideas and philosophies.  It speaks to the fact that very simply, the 
climate of the district, the climate of the school, can have a major factor on the success of 
these kids.  School climate is one of the five main factors in effective schools research.  I 
know that in your factors you indicated uniformity and expectations, and I think that’s 
also are very extremely important.  
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School Climate
This affinity refers to “the overall feel, attitude created in the school, stemming from 
teaching practices and philosophies,” toward the economically disadvantaged student. 
Because “working with this certain population is energy depleting and emotionally 
taxing,” educators must “collaborate and celebrate” the successes. With an “emphasis on 
the whole person,” effective practices and philosophies/beliefs become critical.

Just because they are economically disadvantaged does not mean that they are brain 
dead. Educators’ philosophies or beliefs influence their expectations of students. We 
need to have the mission and vision that says to parents and students that shows we
knowledge that your life will take many twist and turns, and that with the right skills it 
doesn’t matter which road you go down, you will be prepared, because we will prepare 
you.  Starting with that expectation then we have the practices or the ideas of being able 
to keep the kid motivated. I see these effective practices almost as motivation and more 
as a building of positive attitude toward education and learning.  With the effective 
practices, that deals with after school programs, like the homework center. It looks like 
its even touching on what teachers say or are allowed to say in the classroom.

This goes back to training.  Teachers in the classroom need be able to conduct the class 
in such a way that it is affirming, and that it is in some ways a calming , affirming that a 
student knows that in this classroom he is safe and that he can reach whatever potential 
he wants to reach.  It is not an in your face, or you have to do it or else, rather it is 
atmosphere that has been built on respect, expectation, and simply the love for kids.
Knowing how to handle those students and having the proper training, helping the teacher 
understand that those kinds of students will always be in a classroom, and that they don’t 
have to put their career on hold, they don’t have to ignore the rest of the class, so they can 
deal with the those students. That there are certain things they can do to get them on the 
bandwagon. The administration then has to back up those teachers. If teachers follow 
through and do everything they can to get the kids on their side of the block, and if those 
kids refuse to go there, then the administration has to go through their steps in their office 
to handle those kids who are just not ready for the classroom.  

The celebrating in my opinion, it’s just as important as anything because it’s very 
energy depleting working with certain populations. When there is that success, 
anybody that has been involved with the success, should celebrate and get recognized. 
Because the journey is just so emotionally taxing, the celebration should be awesome.  
The effective practices helps build the self-esteem for students, where we are showing off 
the student work, where we have bulletin boards, and where the teachers do a very good 
job of displaying good work. That helps for the student to buy into the mentality that ‘this 
is my school’.  It builds their self-confidence.  I definitely think that you need to help 
them believe that they can do it – it’s all about philosophies and beliefs.

I think celebrating is huge; authentic, worthwhile, celebrating things is worthwhile. Based 
on your data, everybody knows we have buckets of data, let’s see what we need to do, 
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and when we meet our goal, we should celebrate. It’s that work hard, play hard 
philosophy.  I think that is positive.  I think that is good.  I do think goal setting is a huge 
part of it.  A lot of these kids have to have somebody to sit down with them and talk 
about setting a goal.  

The emphasis is on the whole person. The first thing that anyone who is going to be 
successful working with kids has to do, is to show the kids that you respect them, and 
you respect them by getting to know them.  You respect them by sharing stories of your 
family, by opening up your lives to these kids so they see you’re a person.  Not only is 
this a person, but this is an adult who believes in me.  This is an adult who ’m going to 
work for; I’m going to surprise him.  You have to tell the kids that you are proud of them.  
I think it’s just a belief that, when it becomes part of the campus climate, the campus 
culture, it’s contagious.  There needs to be cheerleaders on your campus – teachers and 
administrators, whoever that may be to get the people going and get the teachers fired-up 
on teaching every kid, every learner, despite the baggage.  

The school climate affects the leadership. With a positive school climate, where we 
continue to work on it and are consistent, these kids can feel it. Once students feel that 
you’re there for them and we have a positive climate and we believe in them, they will 
perform for you. These kids will do anything for you if you convey to them that you 
believe in them, which builds their self-confidence. I think it all falls under school 
climate. If you have a school climate that is supportive and is behind you and you build 
that self-confidence, good self-esteem, then everything is possible. It starts with the 
leadership at the campus. 

I don’t think teachers are trained well enough in effective practices in dealing with 
this group. As far as the effective practices, I think those can be taught, encouraged and 
focused on, but we don’t do enough of it, especially as a district.  They make sure that we 
have all our GT hours, but they don’t give us enough emphasis on economically 
disadvantaged.  

The school climate means the overall feel, the attitude that is created within the 
school.  A lot of this of course comes from those practices, the teaching that is going on 
in the classrooms and the beliefs, the philosophies the teachers have.  A lot of times if all 
of that clashes then you don’t have a lot of good school climate within the school which 
affects the teacher morale.

A lot of times you sit down, think on your own, and you are pretty honest with 
yourself.  If no one else is looking over your shoulder you can be pretty honest and say, 
well, I guess I really didn’t do the kind of things that I could do so I need to make some 
changes. That could then influence those philosophies that go along with the school 
climate.  Having a school-wide kind of response journal, not where you turn it in but just 
the keeping of it, the writing in it, can influence teaching.  How a teacher feels about how 
they choose to live their daily life, whether or not it be on the job or be off the job, the 



164

philosophies that a teacher has is, they basically shape the decisions and the actions that 
the teachers make.  I think that a lot of times the thing that teachers need to have that 
philosophy instilled in them.

Superintendent’s Perspective
Site-based decision making sounds great.  Site-based decision making sounds great, but 
unless it is brought into uniformity with what we want to accomplish as a district, it’s not 
going to be successful.  Site-based decision making in many ways has become a way for 
campuses to simply do what they want to do.  If you have a campus leadership and a 
campus climate that is not conducive to working and doing the things to address 
economically disadvantaged kids, what good is site-based decision making? The 
accountability system has brought us more into a centralized focus of the district. I’m a 
believer in site-based involvement and decision making, but I’m not a strong believer in 
independent site-based decision making.  That’s one of those terms that got to be the 
greatest thing since apple pie. 
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Acts of Leadership Necessary to Producing a High-Performing Economically 
Disadvantaged Student Population as Perceived by High School Teachers.

Staff Development
This affinity describes professional growth, research-based educational and training 
opportunities presented by the district and campus administration o the subject of how to 
produce high-performing economically disadvantaged students. With an aim of creating 
the awareness and understanding, staff development must consist of “quality programs” 
that serve to underscore the “commitment of the district” to economically disadvantaged 
students. It is incumbent upon the district leadership “to provide appropriate training” and 
mandate the inclusion of “reforms/initiatives that work.”

Educating the teacher is extremely important. I define that as just the time that is 
spent as a staff having information shared or the interaction of the teachers, 
administrators and in sharing that information providing training for them with particular 
areas that are a specific need on that campus.  So I think some education needs to be 
done. I don’t think teachers are necessarily trained in college to focus on this group so 
staff development is the way to do it.  I’m all for staff development that is really needed.  
Sometimes I just feel like we’re repeating stuff just to have something for us to do that 
day. I think the average classroom teacher needs some help in dealing with these kinds of 
students and the things that are offered.  I’ve had to kind of educate the staff on what is 
at-risk.

Then there’s no follow-through or there’s no dialogue and it’s lost. I wish I could say 
that my staff development has been a little more… I don’t want to say that it hasn’t been 
positive, but I don’t know how effective a lot of the staff development that we go through 
really is. I can recall attending a multi-cultural sensitivity training class, and I just didn’t 
see the effectiveness of it after people walked out the door.  I think a few people did gain 
some insight and gain maybe a little awareness that they had not taken time out for, but 
I’m not sure if it really got across the way it was set up to.  I think that’s what makes it 
difficult because you are addressing a large group of people when you are doing these 
staff developments and that’s what makes it difficult is having to provide this information 
for such a large group that it loses the meaning and the interaction is not there.  The 
opportunity for dialogue, where I think it really takes place is in the dialogue, without 
that opportunity you kind of drop the ball with it I think.  I think that’s what often 
happens.  At least in my experience that’s what I see happening.  We will have a staff 
development and some of the stuff that is being mentioned I think, gosh this is really 
great.  Then there’s no follow-through or there’s no dialogue and it’s lost.  So we’ve just 
spent two or three hours and I don’t see much coming from it because of that, not because 
it wasn’t a good, strong staff development session but because of the other things that 
weren’t given, time was given for.
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The best staff development is teachers talking to teachers about teaching – Michael 
Fullan quote.

Good educators make staff development a priority; they are learners. You have to
constantly be keeping up with what kind of kids you have and strategies it takes to do 
teach them effectively so that they can be successful. Training teachers in effective 
strategies is important. I think it’s important to see successful programs because 
sometimes it makes it hard to get beyond where you are. Administrators and teachers 
need to have that mindset that we are all learners.

Superintendent’s Perspective
The key to really changing involves two things, the perception of the staff that 
economically disadvantaged students can perform at high levels of expectation and in the 
programs and what you do to help them perform at those levels, whereby the key 
component is staff development. The accountability system has helped people overcome 
that more than anything. Once the accountability system was put in place, it forced 
people to look at how these kids were achieving compared to the White population, and 
once they saw that big gap in achievement, then they realized that particular issues 
needed to be addressed

Texas Demographer, Steven Murdock, says in a lot of his data, as we continue to grow in 
Hispanic population and grow in numbers of students of low socio-economic status that 
is probably the biggest challenge that we have in Texas in terms of raising the 
achievement level of that population. I wouldn’t argue with that statement at all.  I think 
we do have people out there who look at it and make excuses and probably will never 
have the true belief deep down inside their soul that these kids can be successful.  I think 
that’s again, we go back to changing the attitudes, changing the belief system, which is 
difficult to do with an older population of teachers.  I think with our younger population 
we make available the right kind of staff development, they are more accepting of the fact 
that whether a kid is economically disadvantaged or Hispanic, African American, no 
matter what they are, the kids can be successful. 

I think one of the biggest challenges that we have in terms of staff development is in 
dealing with the economically disadvantaged child that is Hispanic because of the 
language problem.  I think the language issue is probably the biggest challenge that we 
have.  These kids, they may come to us with the fact that they carry some of the 
characteristics of students coming from homes that of poverty, while at the same time, 
they have to overcome the language barrier.  That is probably one of my biggest concerns 
right now. We have programs in place to assist with this, like our LEP program and 
bilingual program.  I am not convinced that we are transitioning these kids as quickly as 
we should and have almost become accepting of the fact that we’re going to teach them 
in Spanish for as long as we can.  So, the language issue is a big concern.
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Parent Involvement
“Parent involvement” refers to the level of parental involvement in school-related 
activity and decision-making. The extent to which the parent is involved in both the 
child’s education and the school community is often directly related to the academic 
success of the economically disadvantaged student.

Parent involvement is key to acts of leadership.  I bet every high school campus has 
difficulty involving parents of economically disadvantaged students. So maybe there’s 
something at the district level that we can do or some guidance in involving parents of 
economically disadvantaged students; surely some place it’s worked. Somebody in this 
district should be able to find out where it is and how we duplicate it.  I think that would 
be a really good thing because I think campus by campus we’ll all just follow along.  

Parents have a huge influence on their kids, and we’ve got to get the parents to buy 
into this whole thing. That’s a very difficult task, because we can make the students do 
things, but can’t make the parents. We could probably do more about involving parents, 
but it takes a lot of energy to do that, and it takes a lot of strategies. It’s important. It’s 
just hard to do, and I think right now, we have so much on our plate; we have to pick and 
choose where you want to put your energy. You should have a neutral meeting place for 
the parents and school staff.  I’m just not sure that’s real practical, but if that’s what it 
takes then we need to look at a way to do it.  We need interpreters and probably all we 
can do is Spanish.  

Superintendent’s Perspective
The parental involvement at the high school level is a very difficult thing, probably for all 
parents, but more so for the parents of economically disadvantaged kids.  Many of the 
parents of your kids who are not economically disadvantaged will be more involved,
because so many of those kids are involved in extra-curricular activities at the high 
school level. A lot of times these economically disadvantaged kids aren’t involved in 
such activities, and just by virtue of age and program at that kind of level, they don’t 
want their parents involved. At the high school level, the family and the parents of the kid 
who is economically disadvantaged is more likely to be involved at the elementary and 
the middle school compared to the high school level, because high school is so large, it is 
so removed, there’s always different teachers, all these different subjects.  In elementary 
school, the involvement is generally with one teacher. The parental involvement at the 
secondary level is much more difficult.  I think it’s harder to find ways to really empower 
the parents to be involved with the education of their kids.  At that lev el too many times 
these parents believe that my kids got an eighth grade education, maybe it’s time for him 
to go to work.  High schools are just not as family friendly, as open, or as accepting as 
elementary schools.
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Target Population
This affinity “goes beyond defining” the economically disadvantaged students; it involves 
an “emotional base” where educators focus on “understanding the factors that come into 
play into an [economically disadvantaged] child’s life.” Engaging in professional” 
discourse is the best staff development.” Several participants made reference to recent staff 
development by Author Rudy Payne who provides a framework on how to work with kids in 
poverty. 

It goes beyond defining them; what defines an economically disadvantaged kid. The 
Ruby Paine poverty workshop was a good start to understanding those outside factors 
that affect the performance of economically disadvantaged students.  I think that is 
important, understanding the factors, not knowing the factors, but understanding the 
factors and how they come into play in that child’s life.  Although some may think, well 
those are factors that have been established by the parent but they most definitely have an 
effect on that child and in that child’s success in school. So understanding it is where I 
think we need to do, not just know what they are.  

You have to shine the spotlight on that population and come up with some ideas to 
target that population; to focus on that population. Target population was just kind of 
defining who we are talking about.  What is an at-risk student?  What is an economically 
disadvantaged student?  Economically disadvantaged just might mean their parents don’t 
make enough money.  So I think we have to define the term. I think it means to define it 
first.  I think you have to define it first. I don’t think you can possibly understand that 
based on those, that criteria, those factors because there is a lot of, I think an emotional 
base that goes with it too that I think is eliminated from that criteria that isn’t taken into 
consideration. There are some kids who don’t value going to school because they don’t 
think school does anything for them. You’re going to deal with that student in a far 
different way than you would the kids that want to go to college. 

I think we really have to be very much aware of who these students are. Maybe there 
needs to be some small meetings where teachers get a list, really look at that list, and 
meet at the end of the first six weeks to see how the progress of economically 
disadvantaged students.  Part of me hates to single them out like that, but if we are going 
to be responsible, they are a subgroup we really have to work with and we know they 
need extra help. That may be the only way to do it. This is our list.  What do you do, 
have you had any success, kid by kid.  What wonderful things has this child done?  If 
he’s succeeding in your class but not succeeding in mine, what do we think the problem 
is? Part of me hates to do that.  But part of me thinks we’re going to have to in order to 
figure out and if teachers realize that we have to do a better job with this population, it’s 
not just, we can’t just forget about them and maybe more good things would happen.
Right, it’s got to be an action plan.  You have to figure out who they are and what you 
are going to do with them. There’s where you DO want to put your energy – the things 
that make the papers, and the things that the kids see, because you want all the kids to be 
successful.
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Superintendent’s Perspective
If we talk about the acts of leadership necessary to produce a high-performing 
economically disadvantaged population at the high school level, then we’ve got to get 
high school people to understand they are teaching kids not subjects.  At the high school 
it’s a culture, it’s just the way it is.  You’ve got credits for graduation.  They take subjects 
to get credits.  A teacher goes in to teach that subject.  I was a secondary teacher, and I’m 
not saying that I was any different in many ways.  I wanted to teach that Algebra II 
Geometry. You are teaching the subject to all of them and you are not really focusing on 
what the needs are of each individual student based on what they bring into that 
classroom.  That’s the change that I think is going to have to really be affected more at 
the high school level than anywhere.  At the elementary level, teachers do a great job of 
differentiating instruction, and really addressing the needs of children.  Most elementary 
teachers have those kids all day so they really get to know these kids, while high school 
teachers have those kids for fifty minutes. I think does a better job at middle school than 
high school, but that’s based on the age of the kid and middle school teachers are more 
involved in terms of understanding some of the issues with kids which helps them work 
closer with kids than high school.  I think that’s true whether the students are 
economically disadvantaged or not.  Administrators have to help secondary teachers 
understand characteristics of economically disadvantaged students and what 
economically disadvantaged students bring into the classroom and understand they may
not be able to do everything that the non-economically disadvantaged student may do as 
far as just that subject matter is concerned.  I think the expectation level would be 
different.  What I’m saying is the expectation may be the same for all of those students 
with no extra support or help given. I don’t think we need to have a lower expectation for 
economically disadvantaged kids.  We need to have our expectations here, but we need to 
understand that there may be a different way of teaching.  There may be a different way 
of providing support to those kids than the non-economically disadvantaged student.  
Then we do have to take student characteristics into consideration, not just focus on the 
subject matter.

Support Services
This affinity refers to the educational programs, initiatives, and/or support services that 
promote the achievement of economically disadvantaged students. On this subject, district 
and campus commitment must be increased. The district ought to “provide support for 
economically disadvantaged students” by creating awareness, sensitivity, and research-
based training for its staff.

Recognition is a big factor, especially for economically disadvantaged students.  I 
think often when you look at the data and statistics, and see that many of the students, 
economically disadvantaged students come from larger homes with several siblings in the 
family, recognition is a big factor.  They don’t often get that recognition. Recognizing 
them for their success, as small as it may be, can have a much more influence on them 
than even a student who is accustomed to receiving that recognition, where the 
recognition has become a regular thing for them for all the things they do. 
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All of these support services aren’t going to make a difference if the individual 
teachers aren’t willing to reach out to these kids. For example, if a kid is still totally 
frustrated in his algebra classroom, he is not going to stay for tutoring.  There has to be 
more encouragement for students and parents.  We have to make more parent contacts, so 
that they understand how things work, because they don’t understand how the system 
works.

Expanding things that work, and eliminating things that don’t seem to work.  I think 
that’s something maybe we haven’t focused on enough.  Constantly evaluating, give it a 
chance to work, but if it doesn’t work then find something that does.

Superintendent’s Perspective
At the high school level we have to do as much as we can to help these kids. For instance, 
summer school and credit retrieval programs for high school kids to make up credits they 
may have missed; good guidance and counseling programs; drug, alcohol, and pregnancy 
issues. Whatever it may be, but the support services have got to be there to help these 
kids.
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Group Reality: System Relationships

Interview Protocol Part 2 (Theoretical)

The theoretical interview, which is the second part of the interview protocol, was 
designed to identify relationships between the affinities through the use of an Affinity 
Relationship Table (ART). All respondents were provided with copies of the Affinity 
Relationship Tables so that they could use it as a reference during the actual interview. 
Serving as a quick reference during the interview, the Affinity Relationship Tables listed 
all affinities and possible relationships between the affinities. Additionally, all 
respondents were provided with a listing of all the factors developed for each affinities 
and sub-affinity during the focus group discussions. During the interview, the 
respondents were asked to identify the relationship, if one exists, and give explanation 
including their personal experiences with the relationship. 

The interview focused first research question, the factors the influence the achievement 
of economically disadvantaged students in NISD, which contained 12 affinities as 
developed by the group of secondary teachers consisting of high school and middle 
teachers. Subsequently, the second research question, the acts of leadership, or leadership 
dimensions, necessary to producing a high-performing economically disadvantaged 
student population as perceived by middle school teachers and high school teachers, 
respectively, was discussed. The middle school teachers developed 5 affinities for the 
second research area, while the high school teachers derived 4 affinities.

Each respondent was asked to determine the nature of the relationship between all 
possible pairs of affinities.  For any two affinities A and B, there are only three possible 
relationships:  either A directly influences B, or B directly influences A, or there is no 
direct influence, or no relationship, between A and B.  These Rules for Hypothesizing are 
summarized as follows: 

For any 2 affinities A and B, either
A → B (A influences B)
A ← B (B influences A)
A <> B (No relationship)

If, for example, a member determined that affinity 2 influenced affinity 1, a left arrow 
was placed between the pair.  The member continued the theoretical coding until the form 
was complete.  Interviewees were advised that many of the themes or affinities identified 
have some kind of relationship; one effects or causes the other. Interviewees were asked 
to share their experiences with such relationships, and give specific examples of how the 
relationships have affected your experience.
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Below is the Theoretical Interview Protocol for the 12 Affinity System:

Theoretical Coding
Possible Relationships

A → B
A ← B

A <> B (No Relationship)

Affinity Names
1. Outside factors that affect the classroom
2. Positive Student Outcomes
3. Programs and Initiatives
4. Motivation
5. Quality Instructional Time
6. Parent Influence & Involvement
7. Positive Support Systems
8. Administrative Leadership (District & 
Campus)
9. Prejudices held by Educators
10. Peer Relationships
11. Positive Teaching Philosophies
12. Limiting Factors

Interview
Affinity Relationship Table

Affinity Pair 
Relationship

Affinity Pair 
Relationship

Affinity Pair 
Relationship

Affinity Pair 
Relationship

1             2 2             9 4             9 7             8
1             3 2             10 4             10 7             9
1             4 2             11 4             11 7             10
1             5 2             12 4             12 7             11
1             6 3             4 5             6 7             12
1             7 3             5 5             7 8             9
1             8 3             6 5             8 8             10
1             9 3             7 5             9 8             11
1             10 3             8 5             10 8             12
1             11 3             9 5             11 9             10
1             12 3             10 5             12 9             11
2             3 3             11 6             7 9             12
2             4 3             12 6             8 10           11
2             5 4             5 6             9 10           12
2             6 4             6 6             10 11           12
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2             7 4             7 6             11
2             8 4             8 6             12

Below is the Theoretical Interview Protocol for the 4 Affinity System:

Theoretical Coding
Possible Relationships

A → B
A ← B

A <> B (No Relationship)

Affinity Names

1. Staff Development
2. Parent Involvement
3. Target Population
4. Support Services

Interview
Affinity Relationship Table

Affinity Pair 
Relationship

1             2
1             3
1             4
2             3
2             4
3             4
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Below is the Theoretical Interview Protocol for the 5 Affinity System:

Theoretical Coding
Possible Relationships

A → B
A ← B

A <> B (No Relationship)

Affinity Names

1. Community Involvement
2. Training
3. Programs
4. District Climate
5. School Climate

Interview
Affinity Relationship Table

Affinity Pair 
Relationship

1             2
1             3
1             4
1             5
2             3
2             4
2             5
3             4
3             5
4             5

Transcripts and Axial Code Tables  
Once all of the interviews had been transcribed word for word, the researcher analyzed 
the text for theoretical codes which illustrate a relationship between two or more 
affinities.  The researcher then documented the reference for retrieval by recording the 
affinity number on the line of transcript that refers to the affinity, and by documenting the 
line numbers and affinity numbers in the Individual Interview Theoretical Code Table
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(TCT). Quotes relating to a specific affinity pair relationship were cut and pasted into the 
third column of the TCT, along with the line(s) of the transcript that were the source of 
the theoretical quote. Once all interviews had been coded, the data from the interviews 
was summarized to create a composite of the individuals’ experience with the 
phenomenon. Theoretical data was transferred from each Individual Interview 
Theoretical Code Table to a Combined Interview Theoretical Code Table. By combining 
all interviews into one table, the researcher created a database for the entire set of 
respondents containing all theoretical codes for all affinities pairs, with each code 
containing a link or a reference to the transcript and line numbers that produced the code.

Theoretical Code Frequency Table 
The procedure outlined above is also used for combining theoretical data, with the 
exception that a count of each theoretical code is entered into the Combined Interview 
Theoretical Code Affinity Relationship Table.   Because individual respondents may have 
defined relationships differently, and may disagree about the direction of a relationship, 
this table lists both directions for relationships.  The researcher counted the number of 
respondents who identified the relationship in the same direction and placed the tally in 
the frequency.  The same was done for all respondents who identified the relationship in 
the opposite direction.  A separate Theoretical Code Frequency Table was created for the 
12 affinity, 5 affinity, and 4 affinity system. 
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Below is the Theoretical Code Frequency Table for the 12 affinity system:

Combined Interview
Theoretical Code
Frequency Table

Affinity 
Pair 

Relationship
Frequency

Affinity 
Pair 

Relationship
Frequency

Affinity 
Pair 

Relationship
Frequency

1  →  2 10 3  →  5 11 5  →  12 5
1  ←  2 0 3  ←  5 0 5  ←  12 6
1  →  3 10 3  →  6 10 6  →  7 10
1  ←  3 1 3  ←  6 1 6  ←  7 0
1  →  4 10 3  →  7 9 6  →  8 7
1  ←  4 0 3  ←  7 2 6  ←  8 4
1  →  5 10 3  →  8 0 6  →  9 7
1  ←  5 0 3  ←  8 11 6  ←  9 4
1  →  6 3 3  →  9 2 6  →  10 7
1  ←  6 8 3  ←  9 8 6  ←  10 3
1  →  7 9 3  →  10 6 6  →  11 2
1  ←  7 2 3  ←  10 4 6  ←  11 8
1  →  8 11 3  →  11 11 6  →  12 10
1  ←  8 0 3  ←  11 0 6  ←  12 1
1  →  9 6 3  →  12 2 7  →  8 1
1  ←  9 4 3  ←  12 9 7  ←  8 10
1  →  10 10 4  →  5 0 7  →  9 5
1  ←  10 1 4  ←  5 11 7  ←  9 6
1  →  11 7 4  →  6 0 7  →  10 8
1  ←  11 1 4  ←  6 11 7  ←  10 2
1  →  12 7 4  →  7 0 7  →  11 0
1  ←  12 1 4  ←  7 11 7  ←  11 11
2  →  3 1 4  →  8 0 7  →  12 9
2  ←  3 10 4  ←  8 10 7  ←  12 1
2  →  4 2 4  →  9 1 8  →  9 1
2  ←  4 9 4  ←  9 10 8  ←  9 10
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2  →  5 2 4  →  10 1 8  →  10 9
2  ←  5 9 4  ←  10 10 8  ←  10 1
2  →  6 1 4  →  11 0 8  →  11 11
2  ← 6 10 4  ←  11 11 8  ←  11 0
2  →  7 0 4  →  12 0 8  →  12 10
2  ←  7 11 4  ←  12 11 8  ←  12 1
2  →  8 0 5  →  6 2 9  →  10 10
2  ←  8 11 5  ←  6 7 9  ←  10 1
2  →  9 0 5  →  7 0 9  →  11 10
2  ←  9 11 5  ←  7 11 9  ←  11 1
2  →  10 0 5  →  8 0 9  →  12 11
2  ←  10 11 5  ←  8 11 9  ←  12 0
2  →  11 0 5  →  9 0 10 → 11 4
2  ←  11 11 5  ←  9 11 10 ← 11 7
2  →  12 0 5  →  10 2 10 → 12 1
2  ←  12 11 5  ←  10 9 10 ← 12 10
3  →  4 11 5  →  11 0 11 → 12 2
3  ←  4 0 5  ← 11 11 11 ← 12 9
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Below is the Theoretical Code Frequency Table for the 5 affinity system:

Middle School Teachers: 
Acts of Leadership

Combined Interview
Theoretical Code
Frequency Table

Affinity 
Pair 

Relationship
Frequency

Affinity 
Pair 

Relationship
Frequency

1  →  2 3 2  →  4 1
1  ←  2 4 2  ←  4 6
1  →  3 2 2  →  5 3
1  ←  3 5 2  ←  5 4
1  →  4 2 3  →  4 0
1  ←  4 5 3  ←  4 7
1  →  5 2 3  →  5 2
1  ←  5 5 3  ←  5 5
2  →  3 2 4  →  5 7
2  ←  3 5 4  ←  5 0
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Below is the Theoretical Code Frequency Table for the 4 affinity system:

High School Teachers: Acts 
of Leadership

Combined Interview
Theoretical Code
Frequency Table

Affinity 
Pair 

Relationship
Frequency

Affinity 
Pair 

Relationship
Frequency

1 →  2 3 2  →  3 1
1  ←  2 0 2  ←  3 3
1  →  3 3 2  →  4 0
1  ←  3 1 2  ←  4 4
1  →  4 3 3  →  4 1
1  ←  4 1 3  ←  4 3

Pareto Protocol
The results of the frequency tallies were transferred into the Pareto Protocol Tables.  The 
Pareto Protocol determined which affinity pair relationships were to be used in the 
system.  
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Below is the Pareto Protocol Table for the 12 affinity system:

Secondary Teachers: Factors that Influence
Affinities in Descending Order of Frequency 

With Pareto and Power Analysis

Affinity Pair 
Relationship

Frequency 
Sorted 

(Descending)
Cumulative Frequency

Cumulative 
Percent 

(Relation)

Cumulative 
Percent 

(Frequency)
Power

1. 1  →  8 11 11 0.8 1.6 0.8

2. 2  ←  7 11 22 1.5 3.1 1.6

3. 2  ←  8 11 33 2.3 4.7 2.4

4. 2  ←  9 11 44 3.0 6.2 3.2

5. 2  ←  10 11 55 3.8 7.8 4.0

6. 2  ←  11 11 66 4.5 9.4 4.8

7. 2  ←  12 11 77 5.3 10.9 5.6

8. 3  →  4 11 88 6.1 12.5 6.4

9. 3  →  5 11 99 6.8 14.0 7.2

10. 3  ←  8 11 110 7.6 15.6 8.0

11. 3  →  11 11 121 8.3 17.2 8.8

12. 4  ←  5 11 132 9.1 18.7 9.6

13. 4  ←  6 11 143 9.8 20.3 10.4

14. 4  ←  7 11 154 10.6 21.8 11.2

15. 4  ←  11 11 165 11.4 23.4 12.0

16. 4  ←  12 11 176 12.1 25.0 12.8

17. 5  ←  7 11 187 12.9 26.5 13.6

18. 5  ←  8 11 198 13.6 28.1 14.4

19. 5  ←  9 11 209 14.4 29.6 15.3

20. 5  ←  11 11 220 15.2 31.2 16.1

21. 7  ←  11 11 231 15.9 32.8 16.9

22. 8  →  11 11 242 16.7 34.3 17.7

23. 9  →  12 11 253 17.4 35.9 18.5

24. 1  →  2 10 263 18.2 37.3 19.1

25. 1  →  3 10 273 18.9 38.7 19.8

26. 1  →  4 10 283 19.7 40.1 20.4

27. 1  →  5 10 293 20.5 41.6 21.1
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28. 1  →  10 10 303 21.2 43.0 21.8

29. 2  ←  3 10 313 22.0 44.4 22.4

30. 2  ←  6 10 323 22.7 45.8 23.1

31. 3  →  6 10 333 23.5 47.2 23.7

32. 4  ←  8 10 343 24.2 48.7 24.4

33. 4  ←  9 10 353 25.0 50.1 25.1

34. 4  ←  10 10 363 25.8 51.5 25.7

35. 6  →  7 10 373 26.5 52.9 26.4

36. 6  →  12 10 383 27.3 54.3 27.1

37. 7  ←  8 10 393 28.0 55.7 27.7

38. 8  ←  9 10 403 28.8 57.2 28.4

39. 8  →  12 10 413 29.5 58.6 29.0

40. 9  →  10 10 423 30.3 60.0 29.7

41. 9  →  11 10 433 31.1 61.4 30.4

42. 10 ← 12 10 443 31.8 62.8 31.0

43. 1  →  7 9 452 32.6 64.1 31.5

44. 2  ←  4 9 461 33.3 65.4 32.1

45. 2  ←  5 9 470 34.1 66.7 32.6

46. 3  →  7 9 479 34.8 67.9 33.1

47. 3  ←  12 9 488 35.6 69.2 33.6

48. 5  ←  10 9 497 36.4 70.5 34.1

49. 7  →  12 9 506 37.1 71.8 34.7

50. 8  →  10 9 515 37.9 73.0 35.2

51. 11 ← 12 9 524 38.6 74.3 35.7

52. 1  ←  6 8 532 39.4 75.5 36.1

53. 3  ←  9 8 540 40.2 76.6 36.4

54. 6  ←  11 8 548 40.9 77.7 36.8

55. 7  →  10 8 556 41.7 78.9 37.2

56. 1  →  11 7 563 42.4 79.9 37.4

57. 1  →  12 7 570 43.2 80.9 37.7

58. 5  ←  6 7 577 43.9 81.8 37.9

59. 6  →  8 7 584 44.7 82.8 38.1

60. 6  →  9 7 591 45.5 83.8 38.4

61. 6  →  10 7 598 46.2 84.8 38.6

62. 10 ← 11 7 605 47.0 85.8 38.8
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63. 1  → 9 6 611 47.7 86.7 38.9

64. 3  →  10 6 617 48.5 87.5 39.0

65. 5  ←  12 6 623 49.2 88.4 39.1

66. 7  ←  9 6 629 50.0 89.2 39.2

67. 5  →  12 5 634 50.8 89.9 39.2

68. 7  →  9 5 639 51.5 90.6 39.1

69. 1  ←  9 4 643 52.3 91.2 38.9

70. 3  ←  10 4 647 53.0 91.8 38.7

71. 6  ←  8 4 651 53.8 92.3 38.6

72. 6  ←  9 4 655 54.5 92.9 38.4

73. 10 → 11 4 659 55.3 93.5 38.2

74. 1  →  6 3 662 56.1 93.9 37.8

75. 6  ←  10 3 665 56.8 94.3 37.5

76. 1  ←  7 2 667 57.6 94.6 37.0

77. 2  →  4 2 669 58.3 94.9 36.6

78. 2  →  5 2 671 59.1 95.2 36.1

79. 3  ←  7 2 673 59.8 95.5 35.6

80. 3  →  9 2 675 60.6 95.7 35.1

81. 3  →  12 2 677 61.4 96.0 34.7

82. 5  →  6 2 679 62.1 96.3 34.2

83. 5  →  10 2 681 62.9 96.6 33.7

84. 6  →  11 2 683 63.6 96.9 33.2

85. 7  ←  10 2 685 64.4 97.2 32.8

86. 11 → 12 2 687 65.2 97.4 32.3

87. 1  ←  3 1 688 65.9 97.6 31.7

88. 1  ←  10 1 689 66.7 97.7 31.1

89. 1  ←  11 1 690 67.4 97.9 30.4

90. 1  ←  12 1 691 68.2 98.0 29.8

91. 2  →  3 1 692 68.9 98.2 29.2

92. 2  →  6 1 693 69.7 98.3 28.6

93. 3  ←  6 1 694 70.5 98.4 28.0

94. 4  →  9 1 695 71.2 98.6 27.4

95. 4  →  10 1 696 72.0 98.7 26.8

96. 6  ←  12 1 697 72.7 98.9 26.1

97. 7  →  8 1 698 73.5 99.0 25.5
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98. 7  ←  12 1 699 74.2 99.1 24.9

99. 8  →  9 1 700 75.0 99.3 24.3

100. 8  ←  10 1 701 75.8 99.4 23.7

101. 8  ←  12 1 702 76.5 99.6 23.1

102. 9  ←  10 1 703 77.3 99.7 22.4

103. 9  ←  11 1 704 78.0 99.9 21.8

104. 10 → 12 1 705 78.8 100.0 21.2

105. 1  ←  2 0 705 79.5 100.0 20.5

106. 1  ←  4 0 705 80.3 100.0 19.7

107. 1  ←  5 0 705 81.1 100.0 18.9

108. 1  ←  8 0 705 81.8 100.0 18.2

109. 2  →  7 0 705 82.6 100.0 17.4

110. 2  →  8 0 705 83.3 100.0 16.7

111. 2  →  9 0 705 84.1 100.0 15.9

112. 2  →  10 0 705 84.8 100.0 15.2

113. 2  →  11 0 705 85.6 100.0 14.4

114. 2  →  12 0 705 86.4 100.0 13.6

115. 3  ←  4 0 705 87.1 100.0 12.9

116. 3  ←  5 0 705 87.9 100.0 12.1

117. 3  →  8 0 705 88.6 100.0 11.4

118. 3  ←  11 0 705 89.4 100.0 10.6

119. 4  →  5 0 705 90.2 100.0 9.8

120. 4  →  6 0 705 90.9 100.0 9.1

121. 4  →  7 0 705 91.7 100.0 8.3

122. 4  →  8 0 705 92.4 100.0 7.6

123. 4  →  11 0 705 93.2 100.0 6.8

124. 4  →  12 0 705 93.9 100.0 6.1

125. 5  →  7 0 705 94.7 100.0 5.3

126. 5  →  8 0 705 95.5 100.0 4.5

127. 5  →  9 0 705 96.2 100.0 3.8

128. 5  →  11 0 705 97.0 100.0 3.0

129. 6  ←  7 0 705 97.7 100.0 2.3

130. 7  →  11 0 705 98.5 100.0 1.5

131. 8  ←  11 0 705 99.2 100.0 0.8

132. 9  ←  12 0 705 100.0 100.0 0.0
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Total 
Frequency 705

Equal Total Frequency Equals 100% Equals 100% Power = E-D
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Below is the Pareto Protocol Table for the 5 affinity system:

Middle School Teachers: Acts of Leadership 
Affinities in Descending Order of Frequency 

With Pareto and Power Analysis

Affinity Pair 
Relationship

Frequency 
Sorted 

(Descending)

Cumulative 
Frequency

Cumulative 
Percent 

(Relation)

Cumulative 
Percent 

(Frequency)
Power

1.  4  →  5 7 7 5.0 10.0 5.0

2.  3  ←  4 7 14 10.0 20.0 10.0

3.  2  ←  4 6 20 15.0 28.6 13.6

4.  3  ←  5 5 25 20.0 35.7 15.7

5.  2  ←  3 5 30 25.0 42.9 17.9

6.  1  ←  5 5 35 30.0 50.0 20.0

7.  1  ←  4 5 40 35.0 57.1 22.1

8.  1  ←  3 5 45 40.0 64.3 24.3

9.  2  ←  5 4 49 45.0 70.0 25.0

10. 1  ←  2 4 53 50.0 75.7 25.7

11. 2  →  5 3 56 55.0 80.0 25.0

12. 1  →  2 3 59 60.0 84.3 24.3

13. 3  →  5 2 61 65.0 87.1 22.1

14. 2  →  3 2 63 70.0 90.0 20.0

15. 1  →  5 2 65 75.0 92.9 17.9

16. 1  →  4 2 67 80.0 95.7 15.7

17. 1  →  3 2 69 85.0 98.6 13.6

18. 2  →  4 1 70 90.0 100.0 10.0

19. 4  ←  5 0 70 95.0 100.0 5.0

20. 3  →  4 0 70 100.0 100.0 0.0

21. 4  →  5 7 7 5.0 10.0 5.0

22. 3  ←  4 7 14 10.0 20.0 10.0

Total
Frequency 70

Equal Total Frequency Equals 100% Equals 100% Power = E-D
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Below is the Pareto Protocol Table for the 4 affinity system:

High School Teachers: Acts of Leadership
Affinities in Descending Order of Frequency 

With Pareto and Power Analysis

Affinity Pair 
Relationship

Frequency 
Sorted 

(Descending)

Cumulative 
Frequency

Cumulative 
Percent 

(Relation)

Cumulative 
Percent 

(Frequency)
Power

1.  2  ←  4 4 4 8.3 17.4 9.1

2.  1  →  2 3 7 16.7 30.4 13.8

3.  1  →  3 3 10 25.0 43.5 18.5

4.  1  →  4 3 13 33.3 56.5 23.2

5.  2  ←  3 3 16 41.7 69.6 27.9

6.  3  ←  4 3 19 50.0 82.6 32.6

7.  1  ←  3 1 20 58.3 87.0 28.6

8.  1  ←  4 1 21 66.7 91.3 24.6

9.  2  →  3 1 22 75.0 95.7 20.7

10. 3  →  4 1 23 83.3 100.0 16.7

11. 1  ←  2 0 23 91.7 100.0 8.3

12. 2  →  4 0 23 100.0 100.0 0.0

Total 
Frequency 23

Equal Total Frequency Equals 100% Equals 100% Power = E-D

The IRD
Creating an Interrelationship Diagram (IRD) is the first step in a general process called 
rationalizing the system.  Output of the Pareto Protocol is summarized in an IRD:  a 
matrix containing all the perceived relationships in the system.  The IRD displays arrows 
that show whether each affinity in a pair is a perceived cause or an effect, or if there is no 
relationship between the affinities in the pair.  Placing arrows into the table creates the 
IRD, thereby showing the direction of the relationships.  An arrow pointing from A to B 
(A→B) indicates that A is the cause or influencing affinity and that B is the effect or 
influenced affinity.  
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Below are the Composite Interview IRD and IRD sorted in order of delta for the 12 
affinity system:

Secondary Teachers IRD: Factors that Influence
Tabular IRD

1 2 3 4 5 6 7 8 9 10 11 12 OUT IN ∆∆∆∆
1 ↑ ↑ ↑ ↑ ← ↑ ↑ ↑ ↑ ↑ ↑ 10 1 9
2 ← ← ← ← ← ← ← ← ← ← ← 0 11 -11
3 ← ↑ ↑ ↑ ↑ ↑ ← ← ↑ ↑ ← 7 4 3
4 ← ↑ ← ← ← ← ← ← ← ← ← 1 10 -9 
5 ← ↑ ← ↑ ← ← ← ← ← ← ← 2 9 -7 
6 ↑ ↑ ← ↑ ↑ ↑ ↑ ↑ ↑ ← ↑ 9 2 7
7 ← ↑ ← ↑ ↑ ← ← ← ↑ ← ↑ 5 6 -1 
8 ← ↑ ↑ ↑ ↑ ← ↑ ← ↑ ↑ ↑ 8 3 5
9 ← ↑ ↑ ↑ ↑ ← ↑ ↑ ↑ ↑ ↑ 9 2 7
10 ← ↑ ← ↑ ↑ ← ← ← ← ← ← 3 8 -5 
11 ← ↑ ← ↑ ↑ ↑ ↑ ← ← ↑ ← 6 5 1
12 ← ↑ ↑ ↑ ↑ ← ← ← ← ↑ ↑ 6 5 1

Secondary Teachers IRD: Factors that Influence
Tabular IRD – Sorted in Descending Order of ∆∆∆∆

1 2 3 4 5 6 7 8 9 10 11 12 OUT IN ∆∆∆∆
1 ↑ ↑ ↑ ↑ ← ↑ ↑ ↑ ↑ ↑ ↑ 10 1 9
6 ↑ ↑ ← ↑ ↑ ↑ ↑ ↑ ↑ ← ↑ 9 2 7
9 ← ↑ ↑ ↑ ↑ ← ↑ ↑ ↑ ↑ ↑ 9 2 7
8 ← ↑ ↑ ↑ ↑ ← ↑ ← ↑ ↑ ↑ 8 3 5
3 ← ↑ ↑ ↑ ↑ ↑ ← ← ↑ ↑ ← 7 4 3
11 ← ↑ ← ↑ ↑ ↑ ↑ ← ← ↑ ← 6 5 1
12 ← ↑ ↑ ↑ ↑ ← ← ← ← ↑ ↑ 6 5 1
7 ← ↑ ← ↑ ↑ ← ← ← ↑ ← ↑ 5 6 -1 
10 ← ↑ ← ↑ ↑ ← ← ← ← ← ← 3 8 -5 
5 ← ↑ ← ↑ ← ← ← ← ← ← ← 2 9 -7 
4 ← ↑ ← ← ← ← ← ← ← ← ← 1 10 -9 
2 ← ← ← ← ← ← ← ← ← ← ← 0 11 -11

The value of delta is used as a marker for the relative position of an affinity within the 
system.  Affinities with a positive delta are relative drivers or causes; those with negative 
deltas are relative effects or outcomes.   The Tentative SID Assignments Table represents 
the initial placement of affinities for the SID.
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Secondary Teachers IRD: 
Factors that Influence

Tentative SID Assignments

1 Primary Driver
2 Primary Outcome
3 Secondary Driver
4 Primary Outcome
5 Primary Outcome
6 Primary Driver
7 Secondary Outcome
8 Primary Driver
9 Primary Driver
10 Secondary Outcome
11 Secondary Driver
12 Secondary Driver

Below are the Composite Interview IRD and IRD sorted in order of delta for the 5 
affinity system:

Middle School Teachers: Acts of Leadership
Tabular IRD

1 2 3 4 5 OUT IN ∆∆∆∆
1 ← ← ← ← 0 4 -4 
2 ↑ ← ← ← 1 3 -2 
3 ↑ ↑ ← ← 2 2 0
4 ↑ ↑ ↑ ↑ 4 0 4
5 ↑ ↑ ↑ ← 3 1 2

Middle School Teachers: Acts of Leadership
Tabular IRD – Sorted in Descending Order of ∆∆∆∆

1 2 3 4 5 OUT IN ∆∆∆∆
4 ↑ ↑ ↑ ↑ 4 0 4
5 ↑ ↑ ↑ ← 3 1 2
3 ↑ ↑ ← ← 2 2 0
2 ↑ ← ← ← 1 3 -2 
1 ← ← ← ← 0 4 -4 
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 Middle School Teachers: 
Acts of Leadership

Tentative SID Assignments

1 Primary Outcome
2 Secondary Outcome
3 Circulator/Pivot
4 Primary Driver
5 Secondary Driver

Below are the Composite Interview IRD and IRD sorted in order of delta for the 4 
affinity system:

High School Teachers: Acts of Leadership
Tabular IRD

1 2 3 4 OUT IN ∆∆∆∆
1 ↑ ↑ ↑ 3 0 3
2 ← ← ← 0 3 -3 
3 ← ↑ ← 1 2 -1 
4 ← ↑ ↑ 2 1 1

High School Teachers: Acts of Leadership
Tabular IRD – Sorted in Descending Order of ∆∆∆∆

1 2 3 4 OUT IN ∆∆∆∆
1 ↑ ↑ ↑ 3 0 3
4 ← ↑ ↑ 2 1 1
3 ← ↑ ← 1 2 -1 
2 ← ← ← 0 3 -3 

High School Teachers: 
Acts of Leadership

Tentative SID Assignments

1 Primary Driver
2 Primary Outcome
3 Secondary Outcome
4 Secondary Driver
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Superintendent’s Data

Following the secondary teachers’ interview, the Superintendent of Northside ISD, Dr. 
John Folks, was interviewed regarding the affinities developed by the secondary teachers. 
Below are the Superintendent’s Interview IRD and IRD sorted in order of delta for the 12 
affinity system:

Superintendent’s Perspective: Factors that Influence
Tabular IRD

1 2 3 4 5 6 7 8 9 10 11 12 OUT IN ∆∆∆∆
1 ↑ ↑ ↑ ↑ ← ← ← ↑ ↑ ← ↑ 7 4 3
2 ← ← ← ← ← ← ← ← ← ← ← 0 11 -11
3 ← ↑ ↑ ↑ ↑ ↑ ← ↑ ↑ ↑ ↑ 9 2 7
4 ← ↑ ← ← ← ← ← ← ← ← ← 1 10 -9 
5 ← ↑ ← ↑ ← ← ← ← ← ← ← 2 9 -7 
6 ↑ ↑ ← ↑ ↑ ← ← ← ↑ ← ← 5 6 -1 
7 ↑ ↑ ← ↑ ↑ ↑ ← ↑ ↑ ↑ ↑ 9 2 7
8 ↑ ↑ ↑ ↑ ↑ ↑ ↑ ↑ ← ↑ ↑ 10 1 9
9 ← ↑ ← ↑ ↑ ↑ ← ← ↑ ← ↑ 6 5 1
10 ← ↑ ← ↑ ↑ ← ← ↑ ← ↑ ↑ 6 5 1
11 ↑ ↑ ← ↑ ↑ ↑ ← ← ↑ ← ↑ 7 4 3
12 ← ↑ ← ↑ ↑ ↑ ← ← ← ← ← 4 7 -3 

Superintendent’s Perspective: Factors that Influence
Tabular IRD – Sorted in Descending Order of ∆∆∆∆

1 2 3 4 5 6 7 8 9 10 11 12 OUT IN ∆∆∆∆
8 ↑ ↑ ↑ ↑ ↑ ↑ ↑ ↑ ← ↑ ↑ 10 1 9
7 ↑ ↑ ← ↑ ↑ ↑ ← ↑ ↑ ↑ ↑ 9 2 7
3 ← ↑ ↑ ↑ ↑ ↑ ← ↑ ↑ ↑ ↑ 9 2 7
1 ↑ ↑ ↑ ↑ ← ← ← ↑ ↑ ← ↑ 7 4 3
11 ↑ ↑ ← ↑ ↑ ↑ ← ← ↑ ← ↑ 7 4 3
9 ← ↑ ← ↑ ↑ ↑ ← ← ↑ ← ↑ 6 5 1
10 ← ↑ ← ↑ ↑ ← ← ↑ ← ↑ ↑ 6 5 1
6 ↑ ↑ ← ↑ ↑ ← ← ← ↑ ← ← 5 6 -1 
12 ← ↑ ← ↑ ↑ ↑ ← ← ← ← ← 4 7 -3 
5 ← ↑ ← ↑ ← ← ← ← ← ← ← 2 9 -7 
4 ← ↑ ← ← ← ← ← ← ← ← ← 1 10 -9 
2 ← ← ← ← ← ← ← ← ← ← ← 0 11 -11
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Superintendent’s Perspective: 
Factors that Influence

Tentative SID Assignments

1 Secondary Driver
2 Primary Outcome
3 Primary Driver
4 Primary Outcome
5 Primary Outcome
6 Secondary Outcome
7 Primary Driver
8 Primary Driver
9 Secondary Driver
10 Secondary Driver
11 Secondary Driver
12 Secondary Outcome

Below are the Superintendent’s Interview IRD and IRD sorted in order of delta for the 5 
affinity system:

Superintendent’s Perspective: Acts of Leadership 
(MS Affinities)
Tabular IRD

1 2 3 4 5 OUT IN ∆∆∆∆
1 ↑ ↑ ↑ ↑ 4 0 4
2 ← ← ← ↑ 1 3 -2 
3 ← ↑ ← ↑ 2 2 0
4 ← ↑ ↑ ↑ 3 1 2
5 ← ← ← ← 0 4 -4 

Superintendent’s Perspective: Factors that Influence 
(MS Affinties)

Tabular IRD – Sorted in Descending Order of ∆∆∆∆
1 2 3 4 5 OUT IN ∆∆∆∆

1 ↑ ↑ ↑ ↑ 4 0 4
4 ← ↑ ↑ ↑ 3 1 2
3 ← ↑ ← ↑ 2 2 0
2 ← ← ← ↑ 1 3 -2 
5 ← ← ← ← 0 4 -4 
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Superintendent’s 
Perspective: Factors that 
Influence (MS Affinities)

Tentative SID Assignments

1 Primary Driver
2 Secondary Outcome
3 Circulator/Pivot
4 Secondary Driver
5 Primary Outcome

Below are the Superintendent’s Interview IRD and IRD sorted in order of delta for the 4 
affinity system:

Superintendent’s Perspective: Acts of 
Leadership 

(HS Affinities)
Tabular IRD

1 2 3 4 OUT IN ∆∆∆∆
1 ← ← ← 0 3 -3 
2 ↑ ↑ ← 2 1 1
3 ↑ ← ← 1 2 -1 
4 ↑ ↑ ↑ 3 0 3

Superintendent’s Perspective: Acts of 
Leadership 

(HS Affinities)
Tabular IRD – Sorted in Descending Order of ∆∆∆∆

1 2 3 4 OUT IN ∆∆∆∆
4 ↑ ↑ ↑ 3 0 3
2 ↑ ↑ ← 2 1 1
3 ↑ ← ← 1 2 -1 
1 ← ← ← 0 3 -3 
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Superintendent’s 
Perspective: Acts of 

Leadership 
(HS Affinities)

Tentative SID Assignments

1 Primary Outcome
2 Secondary Driver
3 Secondary Outcome
4 Primary Driver

System Influence Diagram (SID)
The System Influence Diagram (SID) is a visual representation of an entire system of 
influences and outcomes, and is created by representing the information present in the 
IRD as a system of affinities and relationships among them.  In developing the SID, all of 
the affinities are arranged according to the Tentative SID Assignment chart, and is 
efficiently created with flow chart or “mind mapping” software program, such as 
Inspiration.  The researcher began by placing the affinities on the screen in rough order of 
topological zones: Primary Drivers to the left of the screen, and the Primary Outcomes to 
the right.  Secondary Drivers and Secondary Outcomes were then placed between the 
primaries.  Each affinity number or name is placed in a shape (an oval, circle or square).  
With arrows, the researcher drew connections between each affinity in the direction of 
the relationship as represented in the IRD.

Cluttered SIDs. The first version of the SID contains each link present in the IRD and is 
referred to as Cluttered.  The following discussion will build the cluttered SID link by 
link.
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Composite Theoretical Descriptions

Composite Theoretical Descriptions are quotes extracted from each separate affinity pair 
relationship obtained during the interviews of the respondents. Multiple quotes from all 
the interviews have been woven together to develop the following composite quotes.

Northside ISD
Focus Group

Parents
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Outside Factors.  Parent influence the outside factors that affect the classroom. I think 
parents play a stronger role than I think that anyone really is willing to accept or 
verbalize.  I know with our parents they kind of take that background position and they 
are not.  They have a bigger influence than they realize. The parent can affect the outside 
factor by being in control of what happens on the outside. I think the parent can control 
those factors and can do a better job at that. I think parents being involved or not being 
involved affects the factors for children. For instance, a child who is supervised will not 
get into gangs or not get into drugs. Parents are part of the outside factors. Parents have 
an affect on the outside factors.  Outside factors influences quality instructional time 
because the factors at home are going to determine whether or not the student is in
school, whether or not the student is absent more or less, and so whether or not the 
student gets that actual instruction time in the classroom.  Often even students’ thoughts 
are something from the outside that continue to affect them when they get in the 
classroom. Parents who really motivate will likely have their child succeed which will 
sometimes overcompensate for their economic problems or whatever else.

Prejudice.  Parents influence prejudice. A lot of times that’s where students get the 
prejudices from the parents, their attitudes, how they are with their children, which can
affect the prejudices positively or negatively. They create, they are the ones who, I said 
that prejudice happened when they weren’t wearing the right clothes or they are being 
sent to alternative.  The way that parents deal with their children at home, medical 
conditions, being at home all the time that will affect the prejudices held by students.
Parents can affect prejudice because it’s kind of a generational-type thing. I ask the kids 
if they know if anyone in their family is prejudiced.  They all raise their hands.  It’s 
usually like a grandparent.  It’s usually someone like that.  Parents are the child’s first 
teacher, so I do think that parents can influence prejudice. It is rare to have a kid who 
doesn’t have beliefs that are ingrained at the home level since, fundamental, that’s where 
learning start.  You don’t say this.  You don’t do this.  You treat everybody a certain way.  
I think that parents can affect a student’s belief system in a big way. Kids come here with 
all their prejudices.  They are carefully taught. Parents teach them.  And among the staff, 
I think it’s the same thing.  We come here with these prejudices and if you don’t examine 
it and you just attend, the welfare mom in the news who’s accepting welfare but she 
could work if she wanted to and look at her son, but he has the X-box. We buy into all 
that without really investigating it.

I know teachers make judgments on students whenever they see them, their first 
impression.  A parent basically has the responsibility to make sure their kids are groomed 
well, so to speak or wearing the appropriate clothes.  When the kids have certain things 
that they are wearing a lot of the times teachers think, ‘why did the parent even buy that’.  
A lot of times they don’t even know that they have it.  But the parents are influences on 
the prejudices that are created about the student or the prejudices student themselves 
create. Hopefully we reach that point where prejudice is less, but I don’t think you can 
eradicate it.
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Administration. Parents can affect the administration.  I don’t think this happens as 
often as it should with the economically disadvantaged parents. You see it with others 
though where the parents are advocates, it makes a big difference in what they get.  Some 
of our economically disadvantaged kids need a squeaky wheel. A parent can support the 
administration or fight them tooth and nail.  I think that parents, the way that they deal 
with things affects administration which then affects the decisions made by 
administration. They can say, ‘whatever you want to do that you think will be helpful’ if 
they trust the administration. The administrators need to reach out to the community.  
That’s where parental support is happening or not, and the administration takes it from 
there.  If there is a deficit there or if it’s not happening, then the administration needs to 
work hard to create opportunities to increase parental involvement. The administration 
can intimidate the parent and the parent can intimidate the administration. Our 
administrators have to deal with that lack of parenting. The lack of parenting skills 
requires teachers and parents to assume much of that responsibility.

Limiting Factors.  I believe the parents affect the limiting factors because how they deal 
with what they get. A lot of the limiting factors come from what is happening at home or 
not happening at home. There are a lot of limiting factors, some of them certainly are not 
the parents’ responsibility, but if it’s just getting the kid to school, I think the parent has 
the biggest obligation there.  To make sure that child’s life is kept under control so he can 
get an education. So I think with awareness on the part of the parents, some of the 
limiting factors can be eradicated, such as giving basic needs to your kid, feeding them 
breakfast. The limiting factors might be the fact that the kid isn’t available for after-
school tutoring. I think the parents can be a limiting factor. I think teachers get burnt-out 
by being bashed by the parent phone-call sometimes.  Parents that are uncooperative and 
negative can cause some of those limiting factors. Sometimes we get burned-out because 
we don’t have parent support, but if we have a parent behind us it can help us see a 
different perspective. The parents have an influence on limiting factors because basically 
how a teacher can become burnt-out may be by the fact that there is not enough parent 
involvement or maybe there is too much.  I think that parents can have a big influence on 
a teacher’s limiting factors. I look at most of those limiting factors as being issues in the 
child’s’ home life more so than within the school.  I guess there could be limiting factors 
in a sense, academically, if they have a learning disability, but even then I think it goes 
back to the parent having that influence because their involvement and their decision on 
what they are going to do, how they are going to handle that with their child. They are the 
ones that have that influence.

Programs & Initiatives.  Programs and initiatives, like the dinner theater, the literacy 
night, can help and influence parents and get parents to come into the classroom. Through 
the types of programs, through the leadership efforts of your school to try to involve 
parents, programs and initiatives affect how the parents feel toward school and toward 
their students’ academics. Programs and initiatives can affect parents in a positive way if 
they sense the school is on their side and not working against them, and certain programs 
can do that.  Programs and initiatives will help the parent be positive. Programs and 
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initiatives influence the parent if we have programs that focus on getting the parent more 
involved, giving them information in a manner that doesn’t make them feel that their job 
is kind of being taken over.  I think sometimes parents may be a little leery of the 
administrator or educator stepping into their parenting world.  There shouldn’t have to be 
that line, one or the other.  Once those barriers are broken then the parent is more opt to 
be more involved and work more as a partnership with the school, rather than that’s what 
you do and this is what I do.

I think the more that we get programs that deal with parenting the better off we’ll be.  We 
had a parent that received help because we had a social worker on campus for a short 
time. I think she just ran a program on her own after-school.  I’m sure there was funding 
for it.  Parents came in and they talked about parenting issues. I knew one student and her 
mother who went to visit the social-worker religiously. They really liked it, and I think 
they really did take something away from it.  They can get help from just one person. We 
need programs to educate the parent, to make them aware of how they can positively 
influence their child. The parent actually has to get into the school for it to influence 
them. I know our district has the community and adult education programs, however, it 
takes the parents to get involved then the programs and initiatives could influence the 
parent, but most of these parents do not or cannot attend those programs. I think 
programs and initiatives influence parents; however, we have done more in the past.  I 
think this is something that we have really failed at.  I wish we could do a lot more to get 
parents involved and have them here on campus with their kids more and involved in 
after-school activities.

Positive Teaching Philosophies.  If you’ve got a teacher who calling up and has good 
things to say about the kid, it can be incredibly helpful to both the parent and the student.  
You can even have a teacher calling up saying bad things about a kid, but if they do it in 
such a way the parents going to agree with you. How the teacher approaches the parent is 
very important. The hope is that our positive teaching philosophy affects the parent for 
the better. If we have a positive philosophy, and the parent is not educated or ignorant 
because perhaps they’ve never experienced it before, we can educate the parent and make 
them aware of what they can do to support their child. It can be very positive in both 
directions, for the parent and the teacher. I think our positive philosophy can affect the 
parent in many ways. Because sometime they depend on us, they look up to us and if we 
have that positive mind-set, we can educate them in the direction they need to be as far as 
the children are concerned. This is the best thing for the children. Parents want to know 
that the teachers who are working with their child are competent, positive people.  That’s 
definitely going to have an influence on them. They will be more inclined to lend their 
support to the teacher.  The parent feels like this teacher knows what he or she is doing 
and does it well, then the parent is pretty much going to hand them over to them and 
support the teacher in whatever decisions they make concerning their child. It can create 
a profound trusting relationship between teacher and parent that benefits the child. I think 
if a parent feels like their child is being well taught, they become more supportive and 
encouraging of the teacher. If you’ve got positive teaching philosophies that’s going to 
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affect primarily the student and then the parent and hopefully you are going to have the 
parents and teachers working for the same thing – their child’s success.

Positive Support Systems.  The parents influence the positive support a kid receives at 
home.  Parents can be that positive support.  They can also provide other positive support 
for them allowing or encouraging their kid to become involved in school or outside 
activities. The parent who is maybe a little more involved, who is willing to go out there 
and seek more information and become more involved even if the child doesn’t want 
them to be there or even if they feel like they are not aware of what is going on, that’s 
going to bring out positive support from the campus itself, the teachers and administrators 
who are working with that student.  If they see the parent as being involved and being a 
part of that child’s life, that instills that positive support that benefits the child. If the kids 
are really successful, it’s almost always because they have some positive parent support.

I think if you have the parent being positive, you are going to get positive support.
If the parent doesn’t let you in the house, you can’t offer them support. The parent has to 
be willing to offer support and be supported. Parents have to allow their kids to be 
mentored. It is a volunteer program, if a parent says no I waived my right, they waived 
their right.  If a parent doesn’t want Read-180 support, they don’t get it. So a parent has 
to be giving and has to be willing to receive. I believe that parents affect the positive 
support because they either give the positive support or they don’t.  They are participants 
or they are not, so parents do affect the programs and the positive support that the district 
and schools are trying to give. It’s real easy to see the damage that poor parenting, the 
lack of positive support, can do to a child.

Peer Relationships.  I believe that parents affect peer relationships.  If parents are not 
involved, if parents are not there, that affects how a student deals with their peers. 
Parenting tends to affect peer relationships because if you have parents that have raised 
you to have good self esteem issues and such, and then you may not make as many bad 
choices as the next child will. The parent who knows a little bit more about their child 
and who they associate with, makes all the difference with that child.  A parent has that 
influence. I think they wish they had more because I don’t think the parents have control 
over who the kids really associate with but they do have an influence over those 
relationships when they get to know more about what is going on in their child’s life. A 
parent should have some type of influence over the friends that their child is selecting, be 
it the beliefs that they’ve instilled in them or how much they are around the kids, having 
some say in who their child is hanging out with. They will dictate for good or bad, 
because they don’t let them hang out with certain kids on their time and then that’s why 
the kids want to hang around at school. The ones that don’t want any trouble with parents 
say ‘no, I can’t hang out with you because my parents don’t want me to’.  The parents 
have a lot of say, directly or indirectly, with who their kids are buddying-up with.

Quality Instructional Time.  I would say the parents can influence the quality 
instructional time.  If I give a project that must be done at home, but a parent hasn’t been 
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involved, the child has been unsupervised and nothing has been done, that affects how I 
can instruct him the next day. Different levels of achievement among this group, 
economically disadvantaged, some are way ahead, because their parents are involved.  
The vast majority is behind and we have to deal with that. Instructionally, it creates a 
challenge in the classroom.  It would be so much easier, if they were all on the same 
page. Parents can affect quality instructional time by getting the kid there on time, by 
providing time and place for homework so they get that done. The parent actually has the 
influence on the quality instructional time in regard to the attendance of the student and 
their readiness and just being prepared for the class in general.  Parents are going to 
influence quality instructional time as to whether or not the parent is going to get the kid 
to school or support and encourage the kid to get to school.  Some of these parents don’t, 
which influences the quality instructional time that they are going to get. If parents don’t 
make their child go to school, there won’t be any quality instruction time for that child.

If the parent is supportive, if there is a discipline issue in the classroom and you call up 
and the parent says, ‘I will take care of it’ and the next day it is taken care of, then you 
can breathe a sigh of relief. You don’t have to worry about that anymore, and you feel 
like you got some control.  If you got a classroom of kids, and you don’t even have phone 
number for these parents, all of a sudden you say, ‘now what am I going to do?’  You got 
another problem to solve rather that just getting out of the business of teaching.

Motivation.  Parents can affect a child’s motivation in a positive or negative way. A 
parent determines how motivated one is by their overall attitudes and the involvement of 
the parent themselves. Parents affect the students’ motivational level, because how the 
student sees, when the student sees the value of education, those students that I have that 
they didn’t value education for their children. Parents can affect motivation, because 
some parents don’t follow through on discipline or on rewards or incentives, then the kids 
will be left unmotivated. The way that the parent handles the kid, how the parent acts 
with the student is going to affect the student’s motivation. When you have parents that 
come into team conferences and just berate the child, I think they do it because they think 
they are supporting you, but they are berating the child.  The child’s motivation is not 
going to go up.  It’s going to sink lower, so parenting definitely affects motivation.  I 
think parents have a strong influence over the motivation, not only their motivation but 
the motivation of their child in attending school on a regular basis and in participating, 
rather than just being a student who just goes to class and then comes home; having them 
more involved with the campus outside of the classroom time. I think parents have a great 
influence in the motivation of the students.  If a parents cares, often times the student 
cares. The kids I know who are very successful have very strong, positive parents.

Positive Student Outcomes.  Parents affect positive student outcomes in that the family 
situation, the attitudes determine the student outcomes, either positively or negatively. 
With a parent who is involved and is aware and knows what is going on with their child, 
that student is going to experience more positive student outcomes than a student maybe 
that doesn’t have that support. If the parents are not home to make sure their child does 
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their homework, that will affect the child’s academic outcome. The role that the parent, 
how involved or uninvolved, how involved they decide to become and what type of 
structures they put in place, can definitely yield better outcomes for their child. I think the 
parent will affect the outcome depending on how the parent perceives education, because 
they are a big influence on the student. Clearly, parenting does affect student outcomes.  
It seems like with this group we’re talking about, parents affect student outcomes as often 
negatively, as positively. Parents can really make it difficult for a kid to be successful. 
They have a much more influence than we do.
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Prejudice.  Outside factors influence the student prejudices and prejudices practiced by 
educators. It’s how we judge, and we judge according to beliefs. It’s the stereotyping and 
the judging of these kids, because the student is coming back from alternative school, the 
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labeling, the poverty at home, the family’s education or lack of, the language barrier, the 
belief that these students are going to be getting in trouble. The kids bring with them their 
outside lives into the classroom environment. The outside factors of the student are going 
to affect how a teacher judges or thinks about the kids.  So how that kid is and where they 
are coming from, the judgments made by teachers and administrators show the prejudices 
that exist against these kids. The parents and the students are going to lack the
predominant language, so then there will be the prejudice. Kids who are clearly from 
different backgrounds are often the victims of prejudice.

Administration.  Outside factors influence the campus administrative and district 
administration. The administration, the district, is limited by what the board is going to 
accept or what parents are going to complain about. Parents don’t realize how much 
influence they have but they do. In general, the outside factors affect how the
administration deals with the students. The outside factors that affect student performance 
in the classroom have an influence on administration decisions. Depending on the outside 
factor the administration can create a certain policy, maybe a program, to overcome that 
outside factor.  I’m convinced only because that’s how we create some of our programs. 
To try to deal with those factors and make them better. The outside factors, they do affect 
the administration even campus and district. If the factors weren’t present, then we 
wouldn’t be a need for all of this.

Our administration has to deal with the issues of motivating kids, disciplining kids, even 
to the point of finding kids who are not attending school.  The outside factors influence 
the classroom so whatever is taking place there ends up affecting the administration 
because that’s the point where they intervene. If there are a lot of fights going on, 
administration is affected. It’s not just necessarily discipline. I don’t think the 
administration has much affect on factors outside and probably they should, but I don’t 
think with our economic disadvantaged students, unless the kid gets in very serious 
trouble and they expel him or send him to alternative school. Otherwise, routinely there is 
not much support. S o I would say that the outside factors affect the administration 
because if that child is not able to learn then that has an affect on the whole campus. It 
would be nice if we were supporting these students, but I don’t think we really do.

The need to be as an administrator means you need to be a seeker. You need to gauge to 
the community.  You need to be talking to people in the community.  You need to know 
kind of what’s happening so that way you formulate your game plan.  You don’t make 
your game plan and say, this is how we’re going to do it.  We’re going to stick with it 
regardless of the situation.  I think everything is situational leadership and determined, 
based on what’s happening, you create your programs, you create your support around 
what the community has set in place. Through good teaching and good programs, in the 
future the actual factors may begin to change.

Limiting Factors.  Outside factors influence limiting factors, definitely and the reason 
for that is if the teachers are not supported by the parents it causes teacher burnout and 
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great frustration. Parents can put teachers through the wringers. They can even threaten 
sue the teacher, even in discipline issues, and this affects teachers burnout and some of 
the issues that go on in the classroom. The limiting factors, like when students come in 
way behind compared to their classmates or they are not in class most of the time, all 
affect the student’s performance, so the outside factors can create the limiting factors. 
What those kids are bringing into our classroom, the discipline that they are causing, the 
disruption and it’s coming from what maybe happened the night before or the way they 
were raised.  It is creating a lot of teacher burnout and it is creating a negative emphasis 
on our homework, whether or not we can have the homework because these students just 
aren’t doing it outside the classroom. If outside influences hinder progress in the 
classroom then limiting factors come into play, so then you have the burnout, and you 
have the teachers not respecting the students or not showing them respect.

Programs & Initiatives.  Outside factors that affect the classroom influence programs 
and initiatives, because, if the parents don’t take advantage of the programs and 
initiatives then it is not going to help. A lot of programs are reactive to what’s going on 
outside the school instead of proactive. That’s just how the world works.  There are 
sometimes when we are proactive but I think if you are going to weight it’s more 
reactive.  A lot of these programs that happens, the at-risk reading, the at-risk math has 
happened because of the, all the factors, because they are not doing well. When you are 
building your programs and your campus initiatives to try to increase student success, and 
that is all done based on what the outside factors are.  Outside factors, like students 
getting pregnant or struggling with grades, then you would have more programs and 
initiatives to take care of that. Outside factors can affect the programs that take place 
outside of the school hours, particularly if there is no transportation provided.  So the 
ability for the student to be able to participate or to be involved could be affected by 
those outside factors. If you aren’t able to stay after school and you are not able to have 
the time to be there then it’s going to affect what programs and things you can get 
involved in.  Outside factors do affect our programs and initiatives on campus, like club 
time.  I think we felt a real need to involve our students on campus to make them feel 
positive about this school.  We feel that they don’t have enough going on in their life that 
is positive. Outside factors can be beyond your control.  It can affect your program no 
matter how good your program is. We try to overcome it if we can to make it a positive 
one where the program can be successful.

Positive Teaching Philosophies.  Outside factors affect whether or not teachers have 
positive teaching philosophies.  Teachers need to respond by having those philosophies. 
If they don’t, then the students are going to be unsuccessful. What students bring into the 
classroom affects that teacher, and I would like it to be in a more positive way, but 
sometimes it’s not.  It’s part of what makes the teacher feel overwhelmed that they have 
to deal with issues that have nothing to do with the content of the class. That affects their 
positive teaching philosophies because they feel like that’s not my job, and feel like they 
are pulled away from what they are supposed to be doing.
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Outside factors affects positive teaching philosophy, because of the way that the students 
come into class. If they come in and don’t have that time to process what is going on, 
there won’t be any positive teaching going on. Students are not going to be motivated.  
They are not going to engage in what you are saying, so the outside influences, the 
factors they come into your school with, influences everything, from the start of their day 
to the way that you teach. We bring from outside the school, the community outside 
where we lived outside we bring that idealism into the school.  So whatever concepts we 
had and going through college and growing up we bring that into the school. And that is 
our reality when we are dealing with parents and students.  The school is a microcosm of 
the community.  This school reflects the community around it. The community influences 
the school.

A teachers’ philosophy of teaching is going to come from their background and 
experiences and with what they think the reality should be. I think that changes once you 
see what’s happening in the schools and start to determine, build your philosophy for 
working with the economically disadvantaged group.  A teacher’s philosophy will be 
altered by the outside factors. Effective teachers need to be dynamic and they need to 
understand what they can change and what they can’t change and where they need to 
change.  There are just some things we can’t do, and that’s where these outside factors 
fall.

Positive Support Systems.  Outside factors influence positive support. The outside 
factors that affect the classroom could be either positive support or negative support. The 
outside factors could provide positive support. The parents are part of the positive 
support. The reason we have mentors and after school programs is because of the outside 
factors, because of the poverty at home, because of the family situations. The lack of 
support or support that students get is certainly affected by what they are doing outside of 
school. The saying, it takes a village to raise a child is a true concept.  Certainly the 
positive support from all areas makes a difference.  Ideally, students should be getting 
people all around them giving them support, but some students do not have that. What’s 
happening outside of the classroom and outside of the school is going to determine, or 
play a large part, in what kind of support systems get put in place. The outside factors 
affect your positive support because the factors from home, the factors that students have 
outside of school are where their positive support might be coming from. Sometimes the 
outside factors can limit what the student can do.

Peer Relationships.  Outside factors are going to contribute to positive and negative peer 
relationships. Those factors that students bring in with them to the classroom, whether it 
is negative or positive factors, rolls over into their peer relationships. Their peer 
relationships really tend to be the focus of their school day despite what we would like it 
to be. That’s the center of their life, not the academics, but their peer relationships.  
That’s the reality of it. Outside factors affect peer relationships, because that is where the 
peer relationships come from they come for the community and they bring them into the 
school. I believe how parents deal with talking to their children about relationships with 
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their peers affects the peer relationships their child will have. So if parents talk to their 
children about those outside influences, the children will stay out of trouble and make 
better decisions in their relationships with their peers. Just the little things that you say as 
parents can make a big difference. My home life, where I come from, my beliefs, my 
values, , what I’ve been taught at home, is going to affect the way I choose my friend, the 
way I choose my relationships and the things that I do with my friends. For instance, 
looking at gang activity, every kid has the needs they have, power, freedom, fun, 
belonging, and if they are not getting that at the house, if they are not getting that through 
whatever programs they are involved in, they are going to get that in a gang.

Quality Instructional Time.  Outside factors affect quality instructional time. What’s 
happening outside the school or classroom is definitely going to influence the quality 
instruction time the student receives.  Students who aren’t there because of illness, 
because economically disadvantaged kids don’t have healthcare or just as often they 
come to school ill and they are miserable, so certainly there are outside factors that affect 
the instructional time. Also, these students exhibit behaviors that are bad because students 
have low self esteem, which affects how much instructional time they get. If the teacher 
is not being supported by the parents especially in discipline issues, then it affects how 
much can be accomplish in the classroom and at home with homework. A student who 
can’t be there, has attendance problems, is not going to have the quality instruction time.
Outside factors affect quality instructional time. For example, you sometimes see a kid 
who is visibly upset, so I usually have to tell them, you have to go to the counselor, 
because mental health is a lot more important than science.

A good teacher is going to set up an atmosphere conducive to learning aiming for every 
day to be quality instruction time, but I still feel that the outside factors are probably the 
greatest factor affecting the quality instruction time. Quality instructional time has to be 
real life, interesting, where they can focus, because their outside factors are going affect 
their performance. If time is spent taking care of issues that don’t deal directly with the 
classroom, but deal with the student who comes into the classroom then that is taking 
away from the quality instructional time.

Motivation.  Outside factors will definitely affect the student motivation. Things that go 
on outside the classroom affect how motivated they can be, how much you can actually 
give to the process of learning. Outside factors affect motivation, because if the parents 
are highly motivated and interested in the school the kids will be too. If there is 
something going on at home that happened outside the classroom, or maybe they got into 
an argument with the lunch duty teacher, they are not going to be motivated when they 
come into the classroom. What happens in the morning before school is going to affect 
what happens for the rest of the day, their motivation for the day.  It can be pretty 
inconsistent from time to time, motivation can definitely spike and valley, dip every so 
often. The baggage, whether or not you have that, what factors the student must deal with 
on the outside, whether you have that parental support, is going to influence the type of 
motivation they have.  For instance, the kid that was up all night or had to baby-sit, 
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probably isn’t all that motivated to come to school.  They have other responsibilities, 
maybe they don’t want to be responsible for, but they have them. Outside factors 
affecting motivation in the way they were raised, the things that have happened positively 
and negative towards them have either motivated them or beaten them down.

If they don’t have that support, those factors that help them come in as a confident 
student ready and willing to accept the information that is being presented to them, and 
then it does have an affect on the student’s motivation. You have to start from scratch to 
make them aware of why they are here and the importance of it and trying to overcome 
the outside factors to make it the school experiences a positive thing. I think that kids that 
don’t have enough positive role models in their life, clear examples of success are less 
motivated.

Positive Student Outcomes.  Outside factors affect positive student outcome in that even 
though a kid gets praised at school when they go home and their success is not a big deal 
at home, it puts up a barrier and makes it more difficult. Whatever the kid achieves at 
school he also need to be a success at home. The family situation affects how a student is 
going to do in school, in your classroom. Outside factors affect the students’ positive 
outcomes, mainly because anything you bring from the outside is going to then affect 
your emotional self, how you feel about yourself, whether you are positive or negative. If 
the kid has had a bad day outside of school, it’s going to affect their positive student 
outcomes. Outside factors such as home support, homework support, health care, 
parenting, lack of parenting, all affect how a student performs at school in the classroom 
and outside the classroom. Outside factors affect the classroom; affect positive student 
outcomes because sometimes they get in the way of learning.  I always think of is 
employment, student employment.  If the student is not rested and isn’t able to function 
the next school day, that is going to affect their academic outcome. There is too much 
going on for students to worry about learning. It’s a matter of looking at what those 
factors are and once you’ve identified these factors, then trying to assess what we need to 
do to make our students successful.  So without a realization of what those factors are, 
you are not going to be able to remedy anything. You can’t separate what happens on the 
outside.  If positive things happen on the outside you are going to have positive things 
happen in their education in school.
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Administration.  Yes, prejudice drives administration. In some cases, expectations are 
built on their prejudices. You expect bad behavior because that is where these kids are 
coming from. And if you have that kind of attitude, you’re likely going to get it. So 
prejudice drives the administration and their expectations. We don’t know all 
administrators and their beliefs and philosophies. Prejudice affects what the 
administration does with some students. I think that sometimes our human nature gets 
ahead of us and that’s how it affects it. I believe that prejudice is going to influence 
administration, campus and district.  The judgments will influence the decisions that are 
made. The prejudices of those people that are in administration are going to influence the 
decisions that are made. I think prejudice can affect the administration because the 
administration is made up of people who can have the prejudices that society has. 
Administration is made up of people in society too so the same things are going to affect 
them that affect anybody else regarding prejudice.

Sometimes our administration is limited by what they can do because of prejudice.  If a 
student feels like they are persecuted or belittled. There will be more kids in the office 
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because they have that chip on their shoulder that was probably put there by somebody 
else.

I think that prejudice affects administration, campus and district. It was really hard when 
I first came to my campus not to feel that there was some prejudice going on.  The kids 
would ask me questions like, why do we go to this kind of school, why is our school like 
this?  Then we would go to another campus and they would see the school is like a mall 
when you walk in. It’s beautiful.  They would come back totally dejected.  They would 
say how come we don’t have a school like that?  It’s changed since we’ve had the new 
superintendent.  For a long time those of us that taught here were convinced there was 
one reason why we were the one with the highest Hispanic population, we were the one 
with the most economically disadvantaged kids and we were the ones with the worst 
looking school in the entire campus. Why was that?  When I say prejudice affecting 
administration, I think there is.  I think it’s been really much better since we have the new 
superintendent and this campus has changed.  So I definitely see that prejudice can affect 
administration, just as it affects teachers in the same.

Our administration doesn’t necessarily reflect the makeup of our student body.  Because 
of their prejudice, because of their lack of common background, it’s still going to come 
back.  The way that they deal with our students has to do with their stereotypes of who 
the students are.  And because of a big administrator turnaround they don’t get to know 
our students.  If an administrator had been here, say, ten years and knew the kind of kids 
that we have and knew their backgrounds because they all have similar backgrounds, they 
would better, they would be better able to deal with them and better able to help them 
instead of, I just came out from the other side of town and now I’m here and this is what 
you guys need and this is how I’m going to fix you up and straighten you out.  I think 
their prejudices play into it because lack of experience and knowledge.

I feel that the various beliefs that the community, the people have in place are going to 
influence the practices and the programs. For example, here’s something like a Rachel’s 
Challenge because we need to preach diversity, to teach diversity, whether it’s through 
advisory or whatever.

Limiting Factors.  Prejudice affecting limiting factors. It certainly feeds into limiting 
factors. Prejudice can contribute the limiting factors, because teachers get the idea 
because these kids can’t be successful. The teachers’ negative notions of their students 
can be prejudices held by teachers. Prejudices can affect the limiting factors, not 
necessarily limiting factors in relation to teachers, but any type of limiting factors, like 
not believing in the student. Limiting factors can be affected by the prejudices of the 
administrators and teachers toward that student.  It could be a limiting factor to the 
student, but depending on the prejudices that person has, they may not see that as a 
limiting factor.  It’s more of a prejudice that they have against the student, whatever that 
prejudice is, and not recognize it as a limiting factor for the student. That student is not 
going to have the support to minimize or limit that limiting factor, because the person 
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dealing with them, like administrators and teachers , are not viewing it as a limiting factor.
Within a classroom situation, if you have a lot of prejudices, your actual teaching time 
toward these students will be very limited. Some teachers ask, ‘why did half my kids 
fail?’ I must make a choice. I can either be burned-out or I can step up to the plate and 
disaggregate the data and find out what went wrong and go from there. Teachers should 
try all means to support them.  It all goes back to…would I want my student in the 
classroom with this teacher?

Limiting factors can be the teacher that doesn’t believe these kids can learn; the teacher 
that doesn’t have the common background with the kids.  Some teachers that don’t have a 
common background with the kids are still excellent teachers and have a great rapport 
with the kids, but they are rare.  Most teachers think these kids can’t learn.  They think, 
‘It isn’t me because I’m wonderful’.  ‘If I were at another school everything would be 
great’.

Often I hear ‘you have the good kids’.  I have to remind them of the kind of kids we 
recruit into the AVID program.  We don’t recruit the honors kids.   We recruit the middle 
of the road kids.  Before AVID my scores, my kids were more successful than the others. 
I think the prejudice lets teachers set themselves apart and not take ownership of their 
own classroom and not take responsibility for how their kids do.  Their thoughts are I 
can’t help it if they don’t want to learn.  I can’t help it if they, it’s like it’s physically 
impossible for them.  Their excuse is simply these kids can’t learn.

Programs & Initiatives.  Sometimes the prejudice can affect the programs depending on 
how we deal with the situation and how we perceive it. The prejudices or the judgments 
that are made about certain might determine what programs or initiatives you choose to 
have or choose not to have. If your prejudices go into the programs you support, then you 
probably are going to have a real problem. You’ll take those prejudices with you, and 
you’ll bring the programs and initiatives down. The way that we think about one 
subgroup or another may affect how we implement the program or even whether the 
program is implemented. Prejudice affects programs and initiatives, because if you don’t 
think that these kids are going to be successful, you are not going to invest money on 
them. If you think they can be successful, you are going to try different things. You are 
going to search for different programs to help kids.  We do have to look at prejudice and 
think about how to deal with things like gangs; how to deal with prejudice across the 
campus in terms of how the kids relate to each other. We do have to have ways to 
respond to that.  I know things like bringing in Rachel’s challenge, for instance, helped to 
foster tolerance.

When I think of prejudice, I go back to the 1950’s when books were not purchased for 
some kids; I go back to the school buildings that were not maintained in certain areas. I 
think of kids walking to school, where other kids were bused. I don’t think of prejudice in 
the modern day too much.  I can’t get away from that.  Covert prejudices can be just as 
bad.  It is tricky and hard to identify but it can be done. For example, you got a black 



209

student talking and there is a white kid that can be talking, but the teacher focuses on the 
black kid.  Now whether the black or Hispanic kids get sent to the office more often or if 
Hispanic kids are speaking Spanish, the teacher will center on that and assume 
something. That’s where the covert prejudice comes in, but that is hard to prove.

Positive Teaching Philosophies.  Prejudices influence teaching philosophies, 
inadvertently or covertly. If the teacher comes in with a preconceived notion of a student 
it affects how they will deal with that student. These kids can’t sit still for fifteen minutes 
let alone thirty minutes how are you going to get them to read.  I can’t get these kids to 
read for fifteen minutes let alone for thirty minutes, and they can. You just have to do it 
differently. And that’s prejudice. You don’t have a positive teaching philosophy if 
prejudice has influenced you. I think that’s very much the case. If you have a teacher who 
holds their own prejudices, it is going to affect their positive teaching philosophies.  Their 
philosophy may not hold true to all the students they are dealing with, if they allow this 
prejudice to come into play.  There is a breakdown in the teacher-student relationship and 
the trust. That’s prejudice in the teacher.  I’m talking about the teachers you can’t change.  
The teachers that are unwilling to change and there’s just eventually where one can hope 
that if they do have these prejudices and it’s showing empirically, then they are going to 
use, the administration should be able to use that data to say this is wrong.  That prejudice 
may be something like, I tried to do a hands-on activity but these kids are just crazy.  The 
inmates are running the prison.  Well, here’s why, because you aren’t doing it right.  
Prejudices are going to influence positive teaching philosophies.  The beliefs, the 
judgments the teacher has will influence the philosophy that you’ve created. Prejudices 
drive what we do.  We have to acknowledge it, be sensitive to it, and overcome those 
prejudices.

Positive Support Systems.  Prejudice drives positive support. Prejudice influences the 
type of support we need to give to kids.  It drives what you do, the kind of conversations 
you have, and the way you interact. Expectations based on prejudice drives everything.  
If you have prejudice, you’re going to have negative support. Administrators and teachers 
say, ‘I’ll never go in that neighborhood’. They won’t go into those neighborhoods, 
because they are afraid of the communication - the negative communication.  If students, 
or even parents, are feeling that they are being judged or treated differently because of a 
factor that they don’t have control over because of who they are, then that’s going to limit 
the effectiveness of the positive support program. In the mentoring programs, you don’t 
have adults who really want to deal with these kids.  So prejudice drives everything.

Peer Relationships.  Prejudice affects peer relationships, because students want to be 
with people who are like them and accept them. Prejudice drives relationships, all kinds. 
Who students decide to hang out with is driven by their belief system. Often times the 
peers that they select are going to be people that agree with them as far as their prejudice 
or lack of prejudice. Prejudice influencing the peer relationships; I think that’s the case 
with people in general not just in the schools.
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Quality Instructional Time.  Prejudice influences everything. It influences quality 
instructional time. Prejudice will adversely affect quality instructional time because the 
instruction is based on teachers’ beliefs and who that teacher is. If teachers automatically 
come in with an attitude toward someone, a prejudice toward someone, teacher to 
student, or even student to teacher, that’s going to affect the quality of the instruction.
Our attitude, the way we see things is how we create the environment in our classrooms, 
and if we are not a very positive person, we tend to discriminate, which is going to affect 
how we teach. For instance, to assume these kids wouldn’t be interested in this material; 
these kids wouldn’t be interested in Hamlet, so you dummy-down the reading material.  
You get a book that looks a little intimating and assume these kids won’t want to read 
this book, and therefore you get dummy-down reading material. Lower expectations -
that is racism.

If teachers have to deal with a lot of unrest in a classroom, even if it’s silent unrest, it’s 
there, and the kids aren’t going to learn as well. The manner in which teachers teach is 
based on his or her beliefs and that’s going to affect the actual quality instructional time 
in the classroom. You’ve got to buy into what you’re doing, and you’ve got to not be 
prejudiced against these types of kids in order to give them quality instruction.

Some of these students feel like they are stupid or worthless, and teachers have to 
overcome their prejudices.  You have to start building from the very first time you walk 
in the room, strip all that negativity away and give them more and more positive things.  
While you are doing that, you are not teaching the curriculum, but you are teaching 
something far more important.

Motivation.  Prejudice affects motivation. Prejudices held by staff can lower the 
motivation for students to learn.  Kids have a pretty good detector of who is authentic; 
they are very perceptive even at a very young age. The experiences that students have had 
with prejudice are going to affect how they look at the world and their motivational level.
We can’t motivate students who feel prejudice or sense prejudice in our relationship to 
them. It shuts them down. The way students are treated on campus really affects whether
they are motivated. I think if a student feels, or even a teacher feels that they are being 
judged based on factors that they may not have control over then that’s going to affect the 
motivation that they have in doing what they do. If there is prejudice in the classroom, it 
is going to affect motivation real quick. Economic prejudice is present; the difference 
between the haves and the have-nots.

Positive Student Outcomes.  Prejudice limits positive student outcomes. If the student 
feels that they are being judged or treated differently, either because of their financial 
situation or culture, that’s going to affect how they perform in and out of the classroom 
and how they do in general. My prejudices affect positive student outcomes, because the 
prejudice or the judgments that a teacher makes is going to affect the outcome of the 
student, whether or not the student is negative or positive. If a teacher has the idea, 
mistakenly, in their head that these kids can’t learn, and these kids are all trouble.  These 
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kids will rise to that expectation. Unfortunately if that’s the expectation students have 
internally, they are going to meet it. Some of that is their own prejudice about 
themselves; what economically disadvantaged students actually believe about 
themselves, namely, that they are stupid.  They will say it, and they believe that. They are 
buying into that prejudice. Prejudice affects positive student outcomes, because if kids 
are treated, if we allowed to bully, if you allow prejudice in the school climate, it is going 
to affect how Black and Hispanic kids think about themselves. If you allow prejudice to 
drive the school, then no matter what you do, you are setting the kids up for failure, and, 
consequently, there will be less positive student outcomes for this type of student. These 
students will feel less about themselves.

Administration

4. Motivation

2. Positive 
Student 

Outcomes

5. Quality 
Instructional 

Time

1. Outside 
Factors 

6. Parents

9. Prejudice 

8. 
Administration

11. Positive 
Teaching 

Philosophies 

7. Positive 
Support

10. Peer 
Relationships

12. Limiting 
Factors

3. Programs & 
Initiatves

Limiting Factors.  We can only hope that administration affects limiting factors. That’s 
the idea.  Administration can affect the limiting factors, either negatively or positively. 
Either the administration can help you overcome some of the problem areas that you 
might have or the administration can make it worse by ignoring the problems. The 
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administration can create limiting factors also. The way the campus administration 
supports teachers affect their limiting factors. Once administration understands and 
identifies what teachers need to work on, they must start doing something about it.  
Involve people to eradicate or lessen the concerns involved in effectively teaching these 
students. I said that administration can affect both of those through programs, through 
philosophies, through the mission, and through hiring.  That’s the job of the administrator 
- to hopefully create a climate conducive to learning to all children, which means we are 
going to lesson some of these prejudices. Administrators can do a whole lot to boost the 
morale of teachers. They can set teachers up to be successful or they can set teachers up 
to be unsuccessful. They can make teachers feel appreciated or not. It is up to the 
administration to put that into place. Administrators are in a position where they do have 
a little more control over what can be done to eliminate or minimize those limiting 
factors with those students. It has a lot to do with the morale, the support that you have 
from your administration.  If you feel like you are being supported, if you feel like you 
can talk to your administration then you, in turn, won’t get burn-out or have those 
limiting. Administration can affect those limiting factors by making sure teachers are 
getting the maximum amount of support in their classroom.

Programs & Initiatives.  Administration affects the programs, because if the 
administration doesn’t want the program or if the district doesn’t think that the program is 
valuable and viable, then there won’t be a program. Administration at the state, district,
and national levels influence programs and initiatives.  If you are looking at the things 
that are supposed to be happening, then the campus has to go with it.  We are supposed to 
be doing this. We are doing advisory, so this is how we are going to do it.  I said just 
based on kind of the hierarchy that is going to trickle down. That’s what leadership does.  
The leadership needs to find the programs that are going to hopefully fix things long-term 
and they are going to put effective programs and initiatives into place. Good responsive 
leadership should do that. Administration – that’s where it starts. Administrations are the 
ones that help set up the programs. They are the ones that set the priorities on the campus 
and get the money. One needs the other. That is, in order to make the programs work 
you’ve got to have a good positive support. Administration affects the programs 
depending if they are the ones who are going to come up with the funds, the facilities, the 
training, and we create the programs. I often think administrators are in a position where 
they can get a lot of those programs and initiatives started.  Maybe not lead it completely 
all the way through but kind of get them going and initiate some involvement with staff 
or with teachers and getting a program off its feet and to continue it. Administration in 
the district tends to influence programs. This is their focus and rightly so. I’d like to see 
more focus at the district level on economically disadvantaged students.

If the administration doesn’t value the programs, then you are not going to have any 
programs or initiatives that focus on economically disadvantaged students.
Administration helps develop and support programs and initiatives because most of those 
come through administrative action either on the campus or the district or state level.  
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Whatever our current administration, because it changes a lot, at least at our school it 
changes a lot, whatever is important to them is where the focus is going to be for those 
extra groups and where the money is going to go and where they are going to put their 
better faculty in charge of. It is the pet project for that particular administration that is 
going to get the attention that year.  The next administration might think differently and 
everything can shift. Everybody did well except [school], but that’s okay, because we 
don’t expect them to.  It’s grown into that’s the expectation.  I don’t think there’s an 
expectation of us to do well.  They are happy if we don’t completely fail.  That’s already 
an accomplishment for us because of our student demographics, primarily low 
socioeconomic Hispanic students.

Positive Teaching Philosophies.  Administration influencing teaching philosophies can 
have a positive or negative affect. If the teachers are feeling supported by that 
administration, then you will see more of that positive teaching philosophy. If you have a 
good administration, you are going to have positive teaching philosophies. The 
administration can affect positive teaching philosophies by training, rewarding, 
recognizing teachers who are really doing a good job. The morale that you have at the 
school really comes from administration and what the administration is doing, which, in 
turn, affects or influences how we teach in our classroom. Administration can affect 
positive teaching philosophies by administration being supportive of their teachers. After 
keeping all the kids safe, teachers want that instructional leadership and it has to come 
from the administration. The administration can set it up so that there can be coaching. 
For example, we would like to see an improvement in here; we would like to see a more 
cooperative learning going on.  Would you like to go to this workshop? Or would you 
like to see this teacher’s classroom and how they do it. They can set that up. They are in 
control. If a teacher doesn’t feel like there is support that they are backed one hundred 
percent by their administration, by their district, it’s harder to have, to feel the freedom to 
use all of these good things, to not just stick to the curriculum, to be able to venture out 
and pull in your own creative ideas.

Positive Support Systems.  Administration influences the positive support. This is 
basically due to the fact that the administration makes the decisions to have support for 
the kids, what kind of support that is going to be offered in the district or at the schools.
The administration influences positive support due to the relationships that people have 
had with the administration. I think if the kids know that the administration cares, 
students and parents will feel supported. I think even the little comments that an 
administrator makes can either kill the support or initiate it.  I think sometimes even those 
little things that are said or body language is amazing too.  I think people don’t always 
take that into consideration and something that they find so easily that they do bring 
about stronger outcomes than they realize. The administration can give positive support 
to faculty, to students, and parents. The administration can involve parents, and can 
involve the community. I think that administration influences positive support in giving 
the time to the mentors, if they are able to provide the tutoring, if the money is there.  It’s 
where the district and the campus come in - the allocation of monies.
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Peer Relationships.  Administration can influence peer relationships, because sometimes 
administrators can create a good relationship with a student and can change their view on 
peer relationships. They serve as a mentor, a role-model. I think that goes back to 
understanding too. Administrators who understand what a teenage student is going 
through, working in a high school, a student at that developmental stage is going through, 
and understanding that peer relationships are such a big factor at that age and not 
disregarding those things as just insignificant. Administration is going to influence peer 
relationships.  Basically I’m looking at that in a way that the programs or the initiatives 
and things that the administration has created or offered will allow students to get 
involved which will then create peer relationships with those people and those groups.  A 
lot of times when you have your clubs or you have your groups, those are created to be 
positive so hopefully it will create positive peer relationships, the more groups you have. 
Peer relationships with the kids, involving administration, are focused on discipline and 
conflict resolutions. They put programs in place and they have situations where they can 
get even families together to talk things out, so therefore the administration does have 
control over peer relationships. Administration can have a positive influence on students 
and their peer relationships, especially when administration shows how they relate to 
their peers, the way in which they relate to us.

Quality Instructional Time.  When administration makes it a priority that you will, the 
focus will be on the board, your lesson plans will be monitored, you will be observed by 
your department coordinator with feedback, all of that is going to contribute to more 
quality instructional time.  Administration can influence quality instructional time 
through staff development. Principals, the administrators set the tone.  The academic 
dean gets the money. They help set up the program. The staff can talk all they want, but if 
they don’t follow through and push through programs and initiatives nothing will happen.
Administration, campus and district level, definitely affect our quality instructional time 
because of the no more teaming, no block scheduling anymore, I realize that those 
decisions were made for a purpose. You don’t have to like them but that’s, I believe that 
affects the quality instructional time. The administration drives, the district drives, our 
curriculum so clearly it affects what we do.  Overall, it is fairly positive in our district.
The administrator has more of an influence with the students that are in the class and with 
taking care of issues that are affecting the instructional time being spent in the classroom.
If administrators don’t provide support and maintain a good morale among staff, quality 
instructional time will suffer. It is based on the decisions and ideas that the administration 
implements in the schools will influence the actual quality instructional time that we get 
in the classroom and influence the overall feel of the class itself.

Motivation Administration can motivate students as well as teachers, or teachers as well 
as students with the right attitude and the right support.  Administration, campus and 
district wide, influences the motivation of the students by the decisions that the 
administration makes and implements in the schools. The campus and district level 
affects motivation in dealing with the programs and hiring good teachers.  Administration 
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can motivate in the way that the campus leadership handles situations, discipline, and 
programs can help create the student motivation.  That goes with the district initiatives as 
well. Administration can affect motivation. For example, a principal that walks around 
the hallway and puts his arm around the kid will do an awful lot than a principal who’s 
never leaves his office.  The administrator who has the ying-yang relationship with kids 
will do better that the administrator that either who is all fuzzy-wuzzy or all discipline. 
Administration can create the motivation by making it situations positive. 

I think that becomes a big factor in regards to teachers.  I think often teachers feel like 
they don’t have the support of their administration and even the smallest gesture, I think 
it makes all the difference and it motivates the teacher to do even more or to extend 
themselves beyond what they would normally do.  So that definitely has an influence.  
You know I think that this may be the trickle down effect more than anything else.  
Administration must be very supportive.  When you make a mistake or something, you 
don’t feel like you are going to be called on the carpet.  I think that trickles down.  I think 
the motivation that we feel from them, they are very supportive, they look for the best 
you can do.  I hope it trickles down I think to the kids too.  So they have a double positive 
effect. Administration can be supportive of the kids but by supporting us and not looking 
for the gotcha things and being understanding and flexible. Administration can motivate 
its teachers, as well as motivate people in the community to participate in a lot of the 
programs.

Positive Student Outcomes.  Definitely, administration can have a positive and negative 
affect on student outcomes. When the district reviews the results of the various campuses 
and puts an initiative in place, whatever it is they decide to do, but based on the needs 
assessment of the campus, can create positive student outcomes. The consistency within 
the campus and the district play s role in positive student outcomes. If a student knows 
what the rules are, they are more able more live within the rules. The administration 
affects positive student outcome. For example, an administration can set up a system to 
recognize and celebrate student achievement. The kids come in, go to school, go home 
and sometimes there’s no recognition. But if there are plaques on the wall, this kid 
academically recognized; these kids got this sort of a trophy, all of a sudden schools 
become something else. The administration can set the tone that helps the kid become 
more positive about himself, which for some kids might be the only way. The 
administration, campus and district, is going to influence the positive student outcome.  
The way that they interact with the kids, even the programs they might put into place, 
decisions they might make, and it is going to affect how the student feels about the 
school, about themselves, the school spirit. If the administration does not have school 
spirit, then the kids aren’t going to have it either. I think the administration plays a bigger 
part than moving away from just the issue we’re seeing them as that person of the 
discipline, taking them away from that place and having the students view them in a 
position of not the disciplinarian, but the resource or the place that they can seek out the 
help and the guidance that they need rather than just the person they go to when they get 
in trouble.  That ends up having an influence on the positive student outcome because 
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they feel they have more than just the teacher they are working with, they have someone 
else they can turn to.
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Programs & Initiatives.  Limiting factors affect program initiatives, whether it’s time, 
money, personnel. If you don’t have any teachers who want to run the programs for the 
right reasons, not just for extra money, then the programs will not be effective for 
students. You can have good programs but if you don’t have people that buy into it then 
it’s, those factors are going to limit the program. If you are not there to implement the 
programs, if you are not mentally there, no program will ever work. You can have people 
in these programs, like homework center, who are not motivated.  And they will ruin it. 
You can have initiatives, and how many times teachers don’t follow through on 
something.  Bilingual education is a big one on that.  Bilingual education working 
preformed right, works. But how often are the corners cut. Every such program, teachers 
or administrators will start cutting corners on it and not follow through with the vision of 
the program, and it becomes ineffective. We have to try to deal with those limiting 
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factors by incorporating programs, like having a role model, a mentor for them, but 
making a program that lasts more than a year or two, and constantly gets assessed for 
effectiveness and improved. If there is not funding for these programs and initiatives, you 
can have all the ideas you want, and even possibly some of the manpower for it, but if 
you don’t have the funding, that’s going to affect that ability to have that program.

Positive Teaching Philosophies.  Limiting factors drive a teacher’s teaching philosophy.
The limiting factors can affect the positive teaching philosophy, like not believing in or 
caring for students and incompetent teachers keeping their jobs regardless. Limiting 
factors are going to influence positive teaching philosophies.  For instance, how I feel 
about my job and how the teacher feels is going to influence how I choose to teach.
If you’ve got a teacher that is burned-out that has a lot of limiting factors, you aren’t 
going to get much positive teaching out of them. If the teacher doesn’t feel appreciated, 
or is set up for failure, then they are going have a negative teaching philosophy. If those 
limiting factors are coming into the classroom on a regular basis, that begins to wear on 
that teacher and it makes it more difficult for them to keep that positive outlook and to 
continue and be consistent with that positive philosophy that they may have initially 
began their teaching with. Those factors that can be affect their teaching philosophy in a 
negative way. All those limiting things affect whether or not you are going to use your 
good teaching skills.

There’s just no accountability.  It’s always about who you know, not what you know.  It’s 
not how well you do your job. It’s who you hang around with, the coaches getting the 
preferential treatment and we’re all aware of it.  The administration is aware of it and 
they send a sign that it doesn’t matter to the rest of us. The coaches are wearing shorts in 
class and hats in the building.  The kids can’t wear hats, but the coaches can.  The 
administration will say, no hats in the building to a coach and the coach will laugh it off.  
We have a displacement list this year and the first people who get saved are the coaches.  
It doesn’t matter that you’ve been here three months but you are a coach, so you stay.  
Instead, we’re going to get rid of this teacher who has been here for ten years.  So we 
know what’s important, and it’s not the academics.  The academics become important 
when it comes out in the newspaper and Television and all of the sudden leadership is 
asking why we aren’t doing well.  Just like the kids expect fairness so do the teachers of 
their leadership. These major factors on our campus affect teaching philosophies.

Positive Support Systems.  Positive support influences limiting factors.  If the programs 
are in place and the right teachers are put into the programs that will eliminate some of 
the limiting factors. A limiting factor is teachers not being set up for success. It affects 
kids negatively. Keeping incompetence teachers affect the perceptions of all teachers. 
Teachers are not going to contact parents home if they don’t think it’s going to do any 
good. They have to have more of an influence.  You can have a positive outlook you are 
going to call up that parent and say I need your help here or could you help me. A 
negative teacher is going to either not call or use the excuse that the phone won’t work 
anyway.  That extra effort would not be made. Support can be a limiting factor.  If you 
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don’t have people supporting, helping and valuing what you do, then you are going to 
have some of those limiting factors present which will limit success of both the teacher 
and students.

Positive support can affect the limiting factors. We can make them better. I think teachers
can overcome it or can hope to have an affect on limiting factors. If you’re proactive and 
if that’s your goal, if you’re really trying, they can have a positive affect. If you have the 
limiting factors, the positive support is going to help you overcome those limiting factors 
as far as the kids.  If they don’t have the quality teacher then maybe there is a good 
program after school that will help them so they will negate each other basically.  So they 
don’t necessarily affect each other but they can balance each other out. There is plenty of 
positive support that can help them outdo the limiting factors. I think it was with 
programs and initiatives that, if a student felt like they were being supported and if they 
were having those needs met then some of those limiting factors are not as much of an 
issue on their success personally.  It minimizes them.

Peer Relationships.  Limiting factors affect peer relationships.  If you have burnout, if 
you don’t care, if you don’t ever get out of your chair, you are not going to be able to 
watch those relationships going on and positively affect them. Again, you got to defeat 
this negative teacher. If the teacher is burned-out, they are not going to effectively handle 
anything. These limiting factors do affect how the teacher is going to handle these 
relationships. Also, peer relationships can be a limiting factor.  If the word has gotten 
around among students that this isn’t a worthwhile thing , that you really aren’t getting 
any help with that particular teacher. I think the limiting factors can influence the peer 
relationship depending on what limiting factors is occurring with teachers and students, it 
can influence who students chose to associate with and sometimes make their 
circumstances even worse.

Limiting factors influencing peer relationships because, if that student that has to be in-
charge, they are responsible for, they are the caretaker of their siblings, that’s definitely 
going to have an influence over their peer relationships when their friends are out on their 
own time and they at home have to fulfill those responsibilities. If they’ve come from 
homes where there are positive interactions with their parents and family members and 
such, they are more likely to have good relationships. Your involvement in certain 
programs or extra-curricular activities will affect the peer relationships you have. For 
instance, if you’re poor, you can’t play volleyball at this school, because you don’t have 
club-ball experience. If you’re poor you can’t do this, you can’t do that.  You don’t have 
the time.  You can’t stay after school and do this because I’ve got to go home.

Quality Instructional Time.  All limiting factors clearly they influence the quality of 
instruction given by teachers and received by students. Limiting factors are going to 
influence quality instructional time. The way the school is set up, the philosophy, class-
size, and such are going to influence the how teachers teach.  Philosophy has to do with 
your way of thinking, which influences trust between teachers. How the teacher feels 
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basically how many limiting factors they have, whether or not they are close to retirement 
or they are burned-out or different limiting factors of resources are going to influence the 
instructional time in the classroom, whether or not it’s quality. The quality instructional 
time can be a limiting factor.  If you have the students not coming to class, the larger 
classrooms, the consistency, if you have all that, If you don’t have all that it helps to 
overcome limiting factors, the it’s easier for teachers to just give a worksheet, and it’s 
easier to get burned-out. I would say that there has to be more teacher accountability.  We 
are the only profession where it doesn’t matter whether you did a good job or not. Did 
you show up to the job?  Did you call in a sub when you weren’t going to be there?  
Great, here’s your paycheck.  There is no accountability for us.  I don’t understand that.

Motivation.  The limiting factors influence the motivation.  If a kid has a teacher who 
doesn’t care or who is burned-out and not interested, then that’s going to influence the 
motivation of the students. If you are a worksheet driven classroom, you won’t motivate 
your students. If the teacher is burned-out, or not trained, teachers don’t know how to do 
a program, of course it going affect how motivated and well the kids are going to be able 
perform in a classroom. The limiting factors of the teacher are also going to influence the 
motivational level of the student.  The amount of burn-out that the teacher has, or the 
stress that the teacher is feeling, will particularly influence how motivated the 
economically disadvantaged kids are in class.

Limiting factors do affect motivation. For example, the child who comes from a broken 
home and doesn’t see any kind of positive outcome for somebody getting an education is 
less motivated.  When kids are out of school a lot, they get behind; when they don’t have 
much support at home, the motivation just begins to lag everywhere. I always think about 
things that are beyond the control of the student, things that they don’t have control over I 
think has more of an effect on their motivation than any other factor, like teacher’s 
philosophy, quality of teaching, etc. I think it brings a sense of helplessness because there 
are things you can’t change and I think that brings on a strong level of frustration. If the 
limiting factors aren’t put in check or if the limiting factors aren’t identified and 
addressed, then they are also going to be detrimental to motivation.

Positive Student Outcomes.  Limiting factors can affect the outcome of students. Your 
attitude, your philosophies affect your performance which ultimately affect student 
performance. If teachers are burned-out, they are not going to have good classrooms.  
They are going to do a lot of seat work, and instruct students to shut-up, be quiet, read 
your book, leave me alone, don’t bother me, as a result the kids are going to be 
demoralized and they are not going to do whatever it is that they need to do. I think that 
the limiting factors affect the positive student outcomes, because when you have that 
teacher that is burned-out it’s, then you have students that aren’t motivated and they just 
decide to sit there and not perform. I think if some of those limiting factors are 
eliminated, limiting factors being again, the money of, the issue of money or not having 
the support, one of those limiting factors is a lack of support in the home.  Once those are 
eliminated, I think the student will tend to see more positive outcome in the things that 
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they do. From peer relationship, to parenting, lack of parenting to teacher’s philosophies, 
all are going to influence whether we get a positive outcome from students. The national 
prejudices dictates that it shouldn’t matter what is going on, every kid can achieve at this 
level.  I think if you talk to teachers they just think that is asinine.  It’s just not true.  You 
have to take extra time with these kids and you have to understand them.

When I think of limiting factors I think of attendance as one of the big ones, and that 
would limit your positive student outcomes. The outcome is a function of what’s 
happening and if the limiting factors are greater than all the positives, unfortunately, the 
outcomes are going to be limited as well. Limiting factors in the way we defined it is kind 
of negative things that can happen.  So if you’ve got negative things happening, they are 
going to influence student outcomes in a negative way, until you remove or compensate 
for those limiting factors.

Limiting factors, the teacher, whether or not they are burned-out or they are at retirement 
age, or any other limiting factor, the teacher is going to influence the kid’s positive 
student outcome.  In retrospect, I guess, everything around these students or around the 
people, our environment is what creates our positive or negative outcomes in our lives.  
That’s really what this is saying, that all of these things are influencing the way the 
student performs. That’s kind of an interesting way to look at it.  I’ve got all these 
negative kids.  Look around you, maybe there is something that you are doing that maybe 
you could do differently and will positively affect a child’s outcome.
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Positive Teaching Philosophies.  I think programs and initiatives influence positive 
teaching philosophies.  When you have the setup there, the setup from the district, from 
the state, from your campus, you are able to more freely do all these great things with 
your teaching. The programs and initiatives can affect how teachers’ philosophies are 
formed. Picking and choosing, and modifying programs, having different programs and 
initiatives in place are going to begin to build positive teaching philosophies in young 
teachers, and hopefully alter some, or modify a little bit, the philosophy in more veteran 
teachers. You can teach teachers to teach better. The different programs will teach the 
teachers, like if we had programs that educated us more about the diverse groups in the 
schools that might change my philosophy on education. Programs and initiatives greatly 
influence teaching philosophies. I think that holds true because I feel that the teacher then 
feels just a little more supported, a little more confident in what they are doing with the 
students, they are able to maintain that positive outlook throughout their teaching.
Programs and initiatives affect positive teaching philosophies, definitely.  If teachers get 
involved in a program and they believe in, that helps.
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Positive teaching philosophies are affected by programs and initiatives, but not as much 
as I would like. I would like to see the district do more to affect that.  I have to say that 
most of the staff development that I’ve gone to not been worthwhile. I’m not a big fan of 
a lot of it because most of it is not directed toward our real needs.  Like at this campus, 
more directed toward at-risk, economically disadvantaged.  And more directed toward the 
student and, that we’re talking about.  I don’t think we do enough for these kids.  We 
have to earn a certain number of GT hours to teach GT kids, but with economically 
disadvantaged students, there is no requirement. Why not?

From the beginning in my class, there is that expectation that we are all going to do really 
well and everything is going to be great.  There is a real high expectation, and they live 
up to it.  Parents are so used to not getting phone calls, that when they do get a phone call 
they will automatically assume something is wrong.  What happened?  What did he do? I 
think it has a lot to do with what we believe and what our kids know what we believe.  
They know when we’re sincere and they know when we’re, when we care.  They will tell 
you, Miss so and so or Mr. so and so, he doesn’t care.  They know.  They will do what 
you expect them to do.  They really will.  If you expect them to be bad, they are going to 
be bad.  If you expect them to be good, they are going to be good. It’s a team effort and it 
would make them feel guilty if one kid was done in the group and the other kids were 
struggling through it.  We would make that kid feel bad and how selfish with you to be 
done with that assignment when there are people struggling in your table.  You shouldn’t 
have finished that fast; instead you should have stopped and checked on the other kids.  
So there was that sense of community with them and they took that with them to their 
other courses where they all watch out for each other.  

The fear that kids are talk ing is a big one, because they think if there is noise then there is 
going to be trouble and it’s going to escalate.  I don’t know if our teachers are afraid of 
our kids and they fear the noise and they fear them being out in the hallway.  We’ve been 
discussing with our principal why we throw our kids out of school the minute that bell 
rings.  Get out.  Do you have a pass to be up here?  Are you in tutoring?  In the morning, 
don’t come in without a pass.  Go to the cafeteria or go to the courtyard.  Don’t come up 
here.  We don’t want them anywhere in the hallways.  Why?  It’s their school.  How are 
they supposed to take ownership of the building and of the school and feel that sense of 
pride? We are afraid that they are going to tag, and it happens, but I think it’s because 
they don’t feel that it’s their school.  I’m sure they don’t go and tag their house, so why 
would they tag their school if they felt like it was their school.  We don’t give them that 
sense of ownership.  Our parents are afraid that when I tell the parents they are welcome 
to come to my classroom anytime they want. I don’t have to call you just come on in, but 
they don’t.  They don’t feel like it’s their school.  I think we need to give it back.

Positive Support Systems.  Programs and initiatives can increase the amount of positive 
support that a student gets. Programs and initiatives influence positive support.  If we 
have the mentor programs, the support will be there for the students. Good programs and 
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initiatives can bring positive support. If you have those programs and initiatives going 
strong, it would produce the positive support.  Programs, like sensitivity training, whose 
focus is on how to be aware of the diversity of cultures is all talk. There is no follow-
through. It’s just not a priority. The programs and initiatives can influence positive or 
negative support. Involving the parents, the community, and the stakeholders in decisions 
goes a long way. Here’s a new discipline technique that we’re looking at, what is your 
reaction. Nothing is greater than word of mouth among parents, whether it’s at the CYO 
game or at the supermarket, what they say to each other, that public opinion of the school 
is huge that way.

Program and initiatives influence positive support, not only from teachers, but from 
students.  We’ve had programs that when there is  a threat of having to shut them down, 
for example if we don’t have another sponsor for them, it’s nice to see the students come 
together and do what they can to try to make sure that program stays. They do their 
petitions or they go around spreading information and encouraging students to go and 
approach that particular teacher or administrator and make sure that they know they want 
that program to stay.

Peer Relationships.  I think that programs and initiatives influence peer relationships, if 
there are certain programs and initiatives that we have in place, like whatever it might be, 
clubs or your peer groups, it’s going to affect my peer relationships. A lot of times when 
you get into those clubs or those groups, they become your friends. Depending on the 
initiative or the program, like the peer mediation, can positively influence peer 
relationships. I don’t think so much that the peer relationships influence the program as 
much as the programs influencing the peer relationships, only because of the involvement 
those students have in the programs.  That is where, that is doing the influencing, on the 
relationships. I think when students get involved in programs, they make new peer 
relationships and that’s very positive. I’ve seen that with our after-school credit retrieval 
classes. Students make not only peer relationships, but relationships with that particular 
teacher. Programs and initiatives affect, or influence, peer relationships because if there 
are no programs in place, then there can be more negative behaviors. I think if you have 
the good programs, it could create good peer relationships. I think there’s a stronger 
possibility that these programs can create more positive peer relationships.

Quality Instructional Time.  Program and initiatives can help produce quality and 
instructional time. It can help if it is done right. If we have the programs and initiatives, 
then we can create the quality time. We have a lot of programs that we can see the benefit 
in our classrooms.  For example, a student that is in chess club is less likely to misbehave 
or more likely to do something I ask him to do because we have that other relationship. If 
you have a student who is attending tutoring through one of those initiatives and they are 
receiving that additional academic support they need, once they are back in that 
classroom, then that teacher has the opportunity to offer more quality instructional time 
because they are not having to go back and go over things that that one individual student 
maybe didn’t quite catch because the student already caught up with that extra tutoring 
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time. I think that quality instructional time is like the goal, what you want to be the 
outcome, so therefore everything that you do, whether it’s an academic initiative or a 
social type initiative, everything involves quality instructional times.

Programs and initiatives influence quality instructional time. I believe this is more the 
district, the national level and the funding.  If we are able to get smaller classrooms, the 
ratio is smaller, that we are able to have more personal relationships, we can help work 
on good attendance, we can help with the transitions from elementary to middle school, 
things like that. If it’s more interesting, you have more programs, you have more things 
taking place, the kid is going to want to be in the classroom.  Part of this quality 
instruction time was being, in school or out of school, so a lot of times kids get to make 
that choice.  Any kind of program that makes students want to come to school and helps 
teachers to use their time better, will positively influence the instructional time.

Motivation.  Program and initiatives helps create motivation.  If you have good programs 
and initiatives going on, students will be motivated to benefit from them. I think if you 
have programs that are geared towards meeting those needs of those students, and the 
students feel like they are getting the support they need, that is going to motivate them to 
be more successful and to do better in whatever they are participating in. Programs and 
initiatives influence motivation, because what the programs and initiatives provided here 
at school are going to create more motivation in the kid.  There’s like a reward system set 
up. The various types of programs set in place can affect the motivation of the students.  
If there are dynamic activities, if there are things that engage the kids, they are going to 
be more motivated to learn. An initiative in rebuilding our school, getting the campus to 
look like it’s a place where learning goes on, is great.  Seeing programs like the clubs has 
been tremendous.  If you don’t have those programs, you can see student performance 
drop. Campus wide programs can help with students’ motivation.  When the state gives 
funds for materials, when the district helps with transportation, the flexibility that can 
help with having these campus programs, it does help with motivation.

Positive Student Outcomes.  Good programs and initiatives are going to produce 
positive student outcomes. Programs and initiatives can help positive student outcome. 
Though outcomes are influenced by outside factors, kids have been helped by outside 
programs. That little extra boost helps them become more successful. If a student is 
involved in a particular club or program that is making them feel more successful, that is 
definitely going to influence the things that they do and their positive outcomes. The 
programs that you have at school, the things that you offer the kids is going to, in turn, 
have an influence on their positive behavior, their self-esteem, their confidence, their 
emotional stability, and their academic outcome.  I’ve seen what mentoring can do, what 
being involved in clubs can do, what our after-school program can do. The programs and 
initiatives can produce good things for these kids.  Every initiative that we’ve done seems 
to address it, seems to be helping, but we can still do more. That is the whole purpose of 
various programs and initiatives is to affect positive, create positive student outcome.  
You can actually go back and you can look and see with tutoring, for instance, my child 
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raised his scores or his benchmark performance. I feel that’s something that is tangible.
It’s about seeing the results. Unfortunately, because you have positive student outcomes 
doesn’t mean you get to keep the programs and initiatives.
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Positive Support Systems.  Positive teaching philosophies can affect positive support
because if you have those teaching philosophies and if you are practicing what you 
believe, then that support is going to filter its way to the kids or radiate out to the kids.
Positive teaching philosophies contribute to positive support.  I think the teacher is a big 
factor. I think that the teaching philosophies affect the support, because if you come in 
there with your mind set for all those good things, then it will affect how well the support 
is given and received. Positive teaching philosophies affects home support and people 
support. If a teacher is being positive and has the right kind of climate then it will affect 
the parents. There have been some teachers who the parents just love to see. And so I 
think that has to do with the teacher being able to reach the parents. The positive teaching 
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philosophies that a teacher has will influence positive support. If the teacher has the 
philosophy of supporting the kids that’s where the influence will come in as far as the 
students having that positive support from their teachers.  Everything we do in the class is 
based around our philosophy, on how we believe that we should teach.  Positive teaching 
philosophies are part of the positive support.  They feed into it.  Positive teaching 
philosophies affect positive support; a student will have that sense of being affirmed.

Peer Relationships.  Positive teaching philosophies influence peer relationships. How 
the teacher positively handles these peer relationships affects the climate in the class.
When you have them in that classroom, if they understand your expectations and, they 
understand your goal, their goals are your goals that will affect how they deal with each 
other in that classroom. A teacher who has that positive teaching philosophy, and who 
goes beyond just the academics, who deals more with the student as a person, rather than 
just a student, has more of an influence over their peer relationships, how they interact 
with each other. I think positive teaching philosophies can influence the peer 
relationships because if you get one kid and have a positive experience for that one kid, 
you can drag his friends into it. The philosophy a teacher has can change behavior.  If the 
teacher is able to, in their teaching, explain the bigger picture to kids about why we’re 
here and what’s happening, they may not have to get involved in some negative 
relationships.  It all centers on that philosophy – if it is going to be positive.  Our positive 
teaching philosophies should be strong enough to affect the peer relationship. It builds 
positive peer relationships, where students will be positive with each other and not be 
influenced so easily. We should have more control.

Quality Instructional Time.  Positive teaching philosophies are going to drive your 
quality instructional time. The teaching philosophy establishes the classroom climate, 
which influences your quality instructional time. Everything, how you perceive your 
class is going to determine what kind of quality class you are going to have. I believe that 
the teaching philosophies affect the quality instructional time.  You can have the time, 
you can have the classroom, you can have the fewer students, but you need to have 
multiple opportunities for success and high expectations. That’s fundamental. Positive 
teaching philosophies needs to be at the core of what’s happening in the classroom and in 
the school, and that will create the quality instructional time that we’re looking for. The 
attendance rate, the participation, the quality that the kids put into it will determine if it’s 
positive or quality instruction.  Your teaching philosophies, the positive-ness of the 
teacher is actually going to influence the quality instructional time. If the teacher is really 
putting forth their best effort in always keeping that positive teaching philosophy and 
keeping that consistency, then the quality of the instruction is going to be much higher 
than a teacher who I think is affected or easily affected by factors and they let that 
positive outlook drop a little bit which transfers over to their classroom. If you just can 
get the kids motivated and be enthusiastic you will have such a great time teaching them.
If you have a positive teaching philosophy that you are there for the kids, and you are 
going to use every minute that you can to get something out of them, then that time with 
them is going to be the quality time. If I care more about my students, if they trust me and 
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I trust them, and there’s that relationship between us, then I’m going to do everything that 
I can to make it something positive to help them be successful.

Motivation.  Positive teaching philosophies will impact motivation. Positive teaching 
philosophies are the key to motivating students. Positive teaching philosophies are going 
to influence motivation. If a teacher is positive then it’s going to influence the motivation 
of the student. If you have positive morale in your classroom then it’s going to motivate 
the students more. Positive teaching philosophies can motivate students. It’s contagious.  
I’m really a big fan of the positive teaching philosophies and being positive and giving 
kids a reason to buy into something they are doing and feeling that enthusiasm.  Clearly, 
positive teaching philosophies have an influence on motivation.  Positive teaching 
philosophies have an influence on the motivation. If you have a teacher that has a strong 
philosophy and is very positive in what they that’s going to transfer over to the students 
and gets them motivated and gets them involved. I think you can have a student who 
normally couldn’t care less on what is taking place in the classroom, but if that’s 
transferred over, then they are going to be motivated to do what they need to, more so 
than in another class. If you got that good school classroom climate, the kids are going to 
be more motivated.  The teaching philosophies affect their motivation.  If a student comes 
in with no motivation and you have that activity that meets Blooms, that actually peaks 
their interest, the motivation will be there.

Positive Student Outcomes.  Positive teaching philosophies affect or influence positive 
student outcomes, because a teacher who is motivated, is positive, and is expecting 
positive outcomes from students, will witness more positive student outcomes. The 
climate that the teachers have in their classroom can help a student be more positive.
When we are able to get all these teaching philosophies, students do well and they feed 
off of that. If this kid knows that you believe in him, if you don’t give up on this kid, if 
you reach out to the kids in different ways and understand there are different learners that 
will definitely increase your probability of positive student outcomes. If your teaching is 
not positive, where you believe in these kids, where your state of mind is when you’re 
teaching the lesson, it is for the purpose of student success; where you’re reaching out to 
the students, you’re not going to have a positive outcome from these kids. How positive 
the teacher is, what the teacher’s philosophies are, how they interact with a kid, is going 
to positively influence a kid’s positive student outcome.  Our kids are aware of teacher’s 
attitude. I believe in a self-fulfilling prophecy: from the first day they walk into my class, 
I start talking about how they are going to do well on their TAKS, and they are going to 
go onto pre-cal and calculus.  So from day one, they are aware of what our goal is.
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Peer Relationships.  Positive support affects peer relationships, because they don’t come 
knowing how to deal with their peers.  If there is something in place, some support in 
place, either just verbally, the teaching talking to them or the mentor helping them, that 
affects how they deal with their peers. If the support is there at school, then students may 
not feel the need to get that sense of belonging from a gang or from unhealthy 
relationships. You’ve got to have some positive support to help the kids with their peer 
relationships.  I think sometimes they’re still feeling things out and not sure how to 
handle things, but when they have that support they feel a little more secure about making 
those decisions. If a student sees that he’s having some positive success and he’s getting 
positive feedback, he might move toward more positive peers.  You might push him 
away, if the only place they can find any kind of acceptance is in a gang he’s going to 
stay in the gang. I think positive support is a form of acceptance. I think if a student feels 
that they are receiving that positive support, if they know they have someone they can 
talk to, someone they can go to just to seek advice or to have someone listen to them, 



229

then that has an effect on their peer relationships. If we have that positive support and 
you make that student understand and see their relationships in a different perspective. 
Home support, peers come from the home community, so the home environment sets up 
the peer relationships. Who parents let their kids be friends with, sets the tone for their 
relationships. Whether or not parents are providing structure for their kid to go to church 
and have positive peer relationships, the home is the one that primarily influences the 
peer relationships.

Quality Instructional Time.  Positive support influences quality instructional time. 
Positive support can lead to quality instructional time.  You need some support with the 
instruction. If you have that positive support, whether it’s from the parents or the home, 
or other people supporting them, the kid is going to be more motivated to go to school 
and get that quality instructional time. Parents following through rewards and 
consequences can work really well in the classroom.  You got a parent that comes in to 
help in the classroom or if got parents who follow-through on checking their child’s 
homework, then that affects the instructional time. Positive support affects the quality 
instructional time, because if there is that time to receive tutoring in the mornings or they 
know that there’s a person that they can talk to or a program that they can be involved in, 
then that makes them feel a little bit more at ease in the classroom. Positive support 
systems can help teachers produce quality instructional time. If the teacher is receiving 
support from the administration and counselors, that’s going to affect the instruction, the 
quality instruction time. I would like to see the district provide more support systems so 
that economically disadvantaged kids can benefit from that.

Motivation.  Positive support influences motivation. For example, you can reach some 
kids you by mentoring, staying after school, and lunch with the teacher. Positive support 
affects motivation, because with that group of students, if you can get them into a mentor 
program then their motivation can go up. The more supportive you are, the more you can 
raise that level of motivation.  If the student, the parent, the teacher, if, administration, if 
they are all receiving positive support for what they are doing in their attempts to meet 
the needs of the student, then they are going to feel more motivated to continue doing 
what they are doing or to do even more. If you have negative support, then you won’t 
have any motivation.  That’s why it’s really not very good to get mad at the class, unless 
you really have a good reason to do it. You need to pick out the individual. Positive 
support makes students become more motivated, any kind of positive feedback. If one 
has the positive support from those outside, then the student is more likely to be 
motivated by them.

Positive Student Outcomes.  If the students receive positive support you are going to 
have positive outcomes. The amount of positive support is going to affect me, or affect 
the positive student outcome. By giving positive support then I’m going to have a 
positive outlook on life as a student. Positive supports affect outcomes at every level –
the classroom level to the administration level. Whether we have a mentoring program, 
after-school programs, if we give them positive support, we get a good outcome from 
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them. The support influences the positive student outcomes. If the kids know somebody 
is there, the home support, the people support and the programs, they know that someone 
is there to help them; they are likely to be steered in the right direction. Letting the kids 
know that they are successful is what is gong to keep the student wanting to be 
successful. If we give them positive support, the kids want to do better because he can 
and it just becomes the cycle. If the kids doesn’t have the positive support at home, or 
doesn’t have anybody helping him, not successful, he looses his drive or looses his self-
confidence, and therefore, this failure too can become a vicious cycle.
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Quality Instructional Time.  Peer relationships definitely affect the quality instructional 
time. I go back to the whole social issue with the students of, things are not going well 
with them socially within their relationships, and then that is going to affect the quality of 
the instructional time that is taking place, because mentally they are not set for what is 
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taking place in the classroom.  If you are worried about the fight that you had with your 
friend or your girlfriend not speaking to you, your mind will not be on what your teacher 
has presented to you. Peer relationships influences everything, and certainly quality 
instructional time. You have to get peer relationships under control which can take up 
instructional time. Peer relationships can definitely affect quality instructional time.  As a 
classroom teacher one of the things that students had to do was be nice to each other 
inside my classroom.  A kid can’t learn if somebody is picking on them and bullying 
them.  We never use the word shut up in my classroom.  You can say, be quiet, please, if 
you had to.

Peer relationships will influence quality instructional time.  I think this has something to 
do with, depending on the type of friends that one has, those friends might influence the 
kid to skip class or even encourage them not to skip class.  So that’s why I think peer 
relationships influence the instructional time that you are going to get in the class.  Also, 
whether or not they pay attention in class influences their instruction. They may be 
talking, listening, misbehaving while in class which affects the quality of instruction they 
and others receive.

Motivation. Peer relationships can affect motivation, both positively and negatively. If 
you got your friends who say, want to do that, what are you going to think? You are 
going to be influenced by that, and parents need to be very careful about the friends that 
their kids have. I think peer relationships affect their motivation.  If they are not happy, 
they are not going to be motivated to do anything. Relationships are going to affect the 
motivation, because who they fall in with influences their decisions. If hey are going to 
put their head down or if they are going to contribute in class, that’s going to be based on 
their peer relationships. In high school we deal much of the breakups and the boyfriends 
and girlfriends, whatever the relationships, and that affects their motivation at school, so 
that definitely has a strong influence. Peer relationships can affect motivation very 
strongly.  I’ve seen kids turn other kids around in positive sense. If students are in the 
right group, they can be positively affected and motivated. If your friends are enthusiastic 
about it, then you are probably going to be that way too.

Positive Student Outcomes.  Peer relationships influencing the positive student 
outcomes.  If things are, I know for a fact that if kids are not getting along with each 
other and they come into my room, they are shut down.  There is no moving forward.  
They have to come to a place where they are able to deal with what is going on with them 
socially, among their peers, before they can move forward academically.  At least that’s 
what I’ve seen, the drama, the tears, the breakups are primary in their lives. When kids 
walk through that school door, they are going to find their clique.  In middle school they 
are going to find the group.  In high school they have a lot more groups to choose from.  
Yeah, if they have support of friends, if they have friends who are involved in activities, 
if they have friends who are going to tutoring or even being the tutors, it will likely 
produce positive outcomes for that student. Unfortunately the opposite is also true. If they 
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are involved with kids that are skipping class and getting in trouble, then it is going to 
affect the outcome negatively.

Peer relationships affect their student outcome, especially in middle school, particularly 
with hormones gone crazy.  It’s not just hormones were are dealing with, but it’s in self 
worth and it’s their standing with their group of friends, all of their emotional issues 
affect how they do in school. If students are more concerned with the relationship with 
their peers, than they are with being in school and learning, it creates a lot of problems 
for us so we have to try to reorient them. If peer relationships are positive, then you will 
get positive student outcomes. Certainly, if you are in the right peer group, your 
outcomes in the classroom will be more positive.

Peer relationships drive positive student outcome. The culture now is to be the bad guy. 
Peer culture really drives how the kids perceive themselves. One day I walked in the 
school building with this kid, and I said, don’t you want to be successful? He said, I don’t 
want to get a geek. You don’t want to be a geek? What is a geek?  He said, you know 
those kids that are always doing good in school.  And I said, you don’t want to do that?  
He said, No! I think there is a culture where the geek is looked at as being square, or not 
having any fun. Geeks don’t have any fun, and the homeboys do.
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Motivation.  Motivation is driven by quality instructional time. You have got to have 
instructional time that will keep kids motivated. If you have the quality instructional time 
you can motivate them, but again if they can be motivated your quality time goes further 
and beyond. I had said before that the quality instructional time affects motivation, 
because depending on how we present and we prepare for lessons dictates how well we 
can motivate them. Its quality - if a kid is having fun and learning or if they is 
emotionally-driven teaching, students are going to be more motivated to learn compared 
to the lecture. Nobody goes to the restroom when you’re having a great lesson. Enough 
said.  Do a good job and they will stick around. If there is very little time wasted, I think 
students stick with you better. I think quality instructional time influences motivation, but 
teachers have to be there to try to help students, to motivate students.  If teachers are not 
there, absent a lot, then there is no motivation.  And once you can get them into class, you 
can try to spark something.
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Positive Student Outcomes.  Instructional time can yield positive student outcomes.  
That’s just pretty much what it’s all about.  The teacher that does what they are supposed 
to do that engages kids and understands learning styles will definitely create positive 
outcomes, more so than anything. If a class is organized and runs well and there’s a 
sufficient amount of that quality instruction time, then you are going to see much more 
positive student outcomes. The teacher can make the classroom positive. If the student 
feels like time in a classroom is quality time, he will work harder and do better. The time 
that I get to spend in the classroom is going to affect the positive outcome of the student.
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Positive Student Outcomes.  Motivation affects positive student outcomes.  A good 
teacher has to be a good motivator, has to find out how to motivate these kids using 
subtle ways if necessary.  A good teacher believes in them and lets them know that which 
motivates them further.  Maybe they don’t get a lot of positive support, maybe they don’t 
get pats on the back, or maybe they don’t get that at home, that’s why they don’t really 
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care.  I think as long as they know that somebody cares for them and somebody believes 
in them that can definitely create positive outcomes. The motivation has to be there in 
order for there to be a positive outcome. You can have all the programs up want, but if 
the kids not going to do the work, then it’s not going to be helpful. That is the reason why 
kids some kids fail the program and initiatives, because if they practice what they were 
taught at home and don’t practice what they have experience in these programs, it isn’t 
going to work. That is where student motivation comes in.  Students have to be motivated 
to want and do better. Clearly if a child is more motivated, he will perform better, he will 
be in school more often, and he will listen to you more.  If students are working with 
people who are motivated and are motivating them and they feel confident, that is going 
to have an affect on their outcome.  Students who are motivated work harder and the 
outcomes are better. If a student has good motivation, then they are going to have 
positive student outcomes.
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A Tour through the System

The factors that facilitate or impede the achievement of economically 

disadvantaged students in Northside ISD as perceived by Northside ISD secondary 

school teachers, is driven, in large part, by the level and depth of parental involvement.

The parental involvement influences the outside factors, including family’s value of 

education, student’s responsibilities, poverty, and language barriers, which have an effect 

on the performance of economically disadvantaged students in the classroom. The outside 

factors, in some measure, shape the prejudices formed by school staff. The prejudices 

held by schools staff influence the leadership demonstrated by district and campus 

administration. The administration, both at the district and campus level, has an effect on 

the limiting factors, comprising primarily of teacher burn-out, teacher ineffectiveness, 

and teacher apathy. These limiting factors influence the programs and initiatives 

determined by the national, state, district, and campus mandates, which subsequently 

affect both parental involvement and positive teaching philosophies. A feedback loop is 

formed encompassing the following affinities: parents, outside factors, prejudice, 

administration, limiting factors, and programs and initiatives. 

The programs and initiatives put into operation to address the needs of 

economically disadvantaged students inspire the teaching philosophies exercised by 

school staff. These philosophies, or belief system, held by staff affect the support systems 

created, including the home, people and program benefits. The positive support system, 

comprising of home, people, and program support, affects both the limiting factors and 

peer relationships formed by students. A second feedback loop is formed with the 
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following affinities: programs and initiatives, positive teaching philosophies, positive 

support, and limiting factors. The concentration of positive support shapes the peer 

relationships maintained by economically disadvantaged students, which subsequently 

has an influence on the quality of instructional time. The quality of instructional time 

influences the motivational level of students, consequently affecting the degree of 

positive student outcomes.
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Positive Support.  The attitude the district and campus has, in terms of support for 
programs and the implementation of programs, contributes to the positive kinds of 
support mechanisms for economically disadvantaged kids. 

Outside Factors.  Administration influences outside factors that affect the classroom.  
The programs available through administration from a district level can affect the outside 
factors. Also, at the campus level, not only programs, but the attitude that the 
administration may have toward kids and how that attitude is portrayed to the faculty can
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help them have a positive attitude towards these kids.  In other words, if the administrator 
doesn’t believe these kids can do well in school, then it won’t do much good. If the 
administrator believes in these kids and believes that yes, these kids come to us with 
some factors that certainly can affect their classroom performance, but has the attitude 
that they certainly can overcome those factors then I think that can be done. The key 
factor is just attitude on the part of the administration.   

Parents.  The administration to parent relationship; that’s the attitude and how strongly 
the administration would be at the district or campus level in terms of trying to get 
parents involved.  Some schools just as soon see parents stay away and never be 
involved. I think the more that the school will work on getting parents involved in the 
education of their children, especially low income children. I think certainly that could be 
positive for the kids. That’s why I say the administration will affect parental involvement.  
Again, that depends a lot on the principal and how they go about approaching and 
working with parents of low income children, but certainly there should be an attitude 
and a focus there to help these parents, more so than the parents of children who are non-
economically disadvantaged.  

Limiting Factors.  The administration can influence some of the factors that may be 
limiting as far as teaching is concerned. Some of the challenges we have with student 
achievement, administration might remove those or put things in place that would help 
them.

Motivation.  Motivation and administration; those affinities go more to the attitude 
demonstrated and belief of the faculty, that these kids can be successful, and don’t have 
the idea that they can’t just because they come from a low-income family.  

Positive Student Outcomes.  Administration, district and campus, I hope administration 
affects student outcomes.  I go back to programs and initiatives that might be at the 
district level. Attitude, I think that again is so important and at the district level the 
administration make it clearly known to principals and teachers that there is the belief 
there that these kids can be successful, and we’re not going to accept an excuse by 
teachers or principals that my school couldn’t perform or my kids couldn’t perform 
because they are economically disadvantaged.  At the campus level, I think exactly the 
same thing is true.  I think it’s because of the attitude again; the attitude of the teachers 
and the principals toward the kid is going to have an affect on the positive student 
outcome.  

Quality Instructional Time.  Administration, both district and campus level has an 
influence on quality instructional time. I think that’s what is demonstrated in terms of 
what teachers are expected to do in terms of their instructional focus and also at the 
campus level and what they expect the teacher to do just in terms of the curriculum, the 
lesson plans that might be available, the assessment programs that might be available and
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so forth. The district and campus level probably will have more influence on quality 
instructional time and vice-versa.  

Peer Relationships.  Administration to peer relationships - that’s a tough one because 
you want to think about some of the programs and so forth that you have; peer 
relationships with kids I think. I’m going to probably take a little different twist on this 
one.  When we see economically disadvantaged kids and we see the kinds of peer 
relationships that they develop with kids, that influences administration to do certain 
things that it might not do in terms of thinking about programs or activities or something 
that they could put in place to influence these kids.  I think the peer, as we look at 
economically disadvantaged kids, I think the reason we do things sometimes 
administratively for particular programs and initiatives is because we know what some of 
these peer relationships may be.  

Prejudice.  I think the example that the administration sets, the attitude the administrator 
has in the belief that these students can be successful can influence the prejudices these 
teachers and staff may have about economically disadvantaged kids.  If the 
administration says, ‘I believe these kids can’t learn’, then the teacher is probably going 
to believe that.  So I think administration has to an influence on the attitudes of teachers 
and staff.

Positive Teaching Philosophies.  The attitude and programs of the administration are 
certainly going to have an influence on positive teaching philosophies - do you really 
believe these kids can be successful and learn.  

Programs & Initiatives.  The district and the campus level administration decide what 
programs and initiatives are going to be there to help these kids.  Certainly I think the 
administration has an influence on what programs are implemented.
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Positive Support Systems.  Programs and initiatives can affect positive support systems. 
I hope that I would say that many of the programs and initiatives that we have are put in 
place have, in fact, positively influence the situation that we have with those kids. It 
might be support for the home; it might be support of the school by additional tutors, 
things like that, after school programs, that sort of things. 

Outside Factors.  I would say the outside factors that affect the classroom does have a 
positive influence on programs and initiatives.  The reason I say that is I think we have a 
lot of programs like some of our 21st Century Learning Program, some of those programs 
that address the economically  disadvantaged student, that we have those programs 
because that is, they come from that kind of environment.  If we didn’t have kids that had 
some of these outside factors that affect classroom performance, we may not need some 
of the programs or initiatives that we have.  The tutorials, remediation, accelerated 
instruction programs, after school programs, all of those, even our summer group 
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guidance programs, some of our technology, we have them because we want to help 
students who are having difficulty, which a lot of that is the affect of outside factors.  

Parents.  We have programs that encourage and try to bring parents into the school -
parental involvement programs.  We do that with the hope that we’re going to help the 
parent’s attitude about the success of their child and how their child can achieve.  

Limiting Factors.  I would hope that what through many of the programs and initiatives 
we have help people be more positive in the way they react to kids and their approach to 
kids.  

Motivation.  I hope the programs and initiatives that we have to help economically 
disadvantaged students in many ways can overcome some of the factors they are dealing 
with and motivate them to become learners.  

Positive Student Outcomes.  Programs and initiatives affect positive student outcomes,
because we have these programs and initiatives to really address some of the issues that 
economically disadvantaged students have.  So we have those in order to influence a
positive student outcome.  

Quality Instructional Time.  Some of the programs and initiatives that we have in place 
have an affect on the quality instructional time. The time the student is there in class, 
their attendance, their motivational level, and some of those extra programs that we might 
have that are designed to help kids who are struggling.

Peer Relationships.  I would hope we have programs to address situation like, if we have 
a kid in a bad peer relationship, we help that kid through guidance programs or drug 
programs, drug and alcohol programs, whatever it may be. If they are in the wrong 
situation, maybe alternative education programs, or running with the wrong crowd, we 
help them see that they are doing the wrong things and need to change. 

Prejudice. I would hope that some of the programs that we have would demonstrate to 
people, who might have certain prejudices, that prejudice is really not valid, see that these 
kids can be successful, and help overcome some of the factors that they bring with them 
because they are economically disadvantaged.  Certainly programs and initiatives could 
influence them to overcome the prejudices they might have toward those kids.  

Positive Teaching Philosophies.  The programs and initiatives that we have might help 
overcome some of those limiting factors, some of those barriers and challenges.



244

Positive Support Systems

8. 
Administration

7. Positive 
Support

3. Programs & 
Initiatves

1. Outside 
Factors 

9. Prejudice 
10. Peer 

Relationships

11. Positive 
Teaching 

Philosophies 

12. Limiting 
Factors

6. Parents

4. Motivation

2. Positive 
Student 

Outcomes

5. Quality 
Instructional 

Time

Outside Factors.  I think positive support systems affect outside factors that affect the 
classroom.  I talk about some of the support systems that we have in terms of guidance 
and counseling programs, maybe drug programs, tutorial programs, after-school care kind 
of programs, programs or activities where we involve these kids in activities.  Those are 
support systems that are there to overcome some of the factors.  We also have a lot of 
positive support systems to help parents learn how to work with their child and help their 
child be successful in school.

Parents.  If you have good support systems, it’s going to help the parent be more 
involved.  I don’t know how many parents I’ve seen and have said to me, ‘thank you 
because you have this program; it’s helped my kid so much and it’s helped me to be more 
involved with my child and their education’.
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Limiting Factors. I think that there are certain challenges or barriers that may affect 
student achievement there, and if we have good support systems in place, then it can help 
overcome some of those factors.

Motivation.  Positive support systems can help with motivation. Very simply, if you 
have the programs and support systems in place to help these kids that may be struggling,
then it may help to increase their motivation.  

Positive Student Outcomes.  All the support systems we have in our schools are
specifically designed to help kids with some of the issues and problems they have. If we 
can remove some of those issues and problems, they can perform better in the classroom 
because they do not have to deal with factors as much.  

Quality Instructional Time.  If the support systems that we have in place, maybe it’s a 
program dealing with teen pregnancy, can deal with some of those issues, then it’s going 
to help the teacher in that they will not have to deal with those issues and will have 
increased quality instructional time.  

Peer Relationships.  These support systems can affect how kids feel about themselves, 
their self-esteem, their attitude; you can overcome some of the negative peer relationships 
that kids might have through the use of some of these positive support systems.  

Prejudice.  If we have good positive support systems in our school that help teachers, 
school employees overcome some of the prejudices they may have about economically 
disadvantaged kids, it will show that these kids can be successful in the classroom. So, 
the positive support systems can influence prejudices.  

Positive Teaching Philosophies.  If you have good support systems in place it’s going to 
reinforce doing good, positive things in their teaching.
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Outside Factors.  I think positive teaching philosophies can certainly help address come 
of the outside factors that affect student achievement.  From that standpoint, I would say 
positive teaching philosophies can overcome those outside factors. 

Parents.  If the teacher is positive and believes these kids can learn and be successful,
that message is certainly going to be conveyed to the parent. The parent is going to say, 
‘if the teacher believes my kid can learn then I believe my kid can learn’. 

Limiting Factors.  How positive a teacher is and whether they believe a kid can be 
successful, and work with kids and help these kids do the kinds of things that are going to 
overcome some of the barriers that they have in terms of their learning, maybe it’s their 
low self-esteem, maybe it’s that they have to go work after-school or whatever.



247

Motivation.  I think just being positive, showing that you care, showing that you believe 
that kid can learn certainly is going to motivate that kid.  

Positive Student Outcomes. Certainly if you are positive about kids, you believe in kids, 
you show confidence in kids, all of those kinds of things, then the kid is going to take the 
attitude that the teacher believes I can do this which will certainly affect the outcome.

Quality Instructional Time.  I think positive teaching philosophies would have an affect 
on quality instructional time.  Again, if I have a belief that all kids can learn and I’m 
positive about that, that’s going to affect the quality of the instruction that we have in that 
class. 

Peer Relationships.  I think positive peer relationships affects teachers and their positive 
philosophies, beliefs about these kids, which in turn can certainly affect the relationships 
these students have with their peers.

Prejudice.  If you have positive teaching philosophies, you can overcome some of the
prejudices you might have about the success of economically disadvantaged kids.  
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Prejudice.  I think people have certain prejudices towards students maybe based on how 
they come to school, their appearance, the kind of clothes they wear, whether they are 
clean, what kind of families they come, so certainly some of these factors lead to teachers
and administrators having prejudices about these kids and their learning capability. They 
form stereotypes about these kids.  I really think outside factors probably do affect the 
prejudices that people have. I think a caveat to that is I think people come with 
preconceived notions based on their background, experiences and so they may have 
prejudices about these kids before they even know much about the kid, and once they 
find out this kid comes from a low income family, they may immediately have prejudices 
about those kids. 

Parents.  Parental influence and involvement influences outside factors that affect the 
classroom. It’s the involvement of that parent that’s, often times, going to affect what 
that child will do in school.  If they are getting positive reinforcement at home from their 
parents, they are getting strong emphasis on being in school, good attendance, doing their 
homework, preparing for school, then some of these outside factors may be mitigated by 
that. I think the parent probably has an influence on how outside factors affect the 
classroom.

Peer Relationships.  I think certainly the outside factors affect peer relationships, 
because kids form peer relationships with many kids that are similar with similar 
circumstances.  It may be kids that all come from more low income families.  If they are 
not being successful in school, doing their work, that kind of thing, they may tend to 
gravitate to a group of kids that are very similar to them and their characteristics.  So 
certainly I think outside factors affect peer relationships.  I also think it affects it from the 
standpoint that when you look at kids that form friendships and form groups together and 
associate with one another, many times they are kids of the same income level.  A lot of 
times you will not see kids of a higher income level necessarily associating with kids of a 
lower income level.  Kids of a higher income level may be involved in more extra-
curricular activities, band and choir where kids of lower income level may not have that
tendency.

Limiting Factors.  I do think that many times some of the outside factors that affect the 
classroom have more of an influence on some of the things that teachers feel that a 
student can do in terms of achievement. The limiting factor could be affected just by the 
fact that the teacher doesn’t believe that the student can be successful based on some of 
these outside factors. There are a lot of teachers that see kids come to them that aren’t 
from your standard traditional family that may think these kids can’t be successful.  

Quality Instructional Time.  The factors outside the homes may affect student 
attendance would affect quality instructional time.  Factors outside the home may affect 
whether the student has their homework prepared and is prepared for class would 
influence quality instructional time.  If you are a teacher and have several that have 
factors affecting their motivation, then that may affect what the teacher is able to do in 
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terms of their lesson plans, their instructional delivery, and their methodology.  So, I 
would say that factors outside the classroom can certainly affect quality instructional 
time, both from the student perspective and a teacher perspective.  

Motivation.  I think the motivation that a student has is influenced by the parental 
support the student may have and by the value or importance placed on school by the 
family.  There very well may be strong factors outside the home that may influence 
whether that child is motivated.  A lot of good support and the child may be motivated.  If 
education is not important, if getting a job and going to work and helping support the 
family economically is more important than education, then it may affect that student’s 
motivation.  

Positive Student Outcomes.  Primarily when you look at the home environment the 
student comes from, like the economic income level, the educational level of the parents, 
the support that student receives in terms of what they are doing in school and making 
sure they do their homework and studying for tests, those factors will affect the student 
outcome.
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Parents.  Prejudices have an impact on parents.  How many teachers have we seen 
demonstrate their prejudices and, as a result, that parent has no use for the teacher?

Peer Relationships.  If we are talking about the prejudices that staff or teachers or 
administrators may have about economically disadvantaged kids, those prejudices can 
reinforce the peer relationships that a child might have.  If they have the belief that you 
are never going to be successful, you are never going to go to college, you are probably 
going to drop-out of school, I think it certainly could affect the kind of kids this student 
might run around with.

Limiting Factors.  I think some of the prejudices create some of the barriers and 
challenges that might limit.  If you have low self-esteem or you have a grading issue and 
always go back to giving kids a zero, rather than giving them a fifty; if they don’t turn in
an assignment then the kid has to make five one-hundreds to raise their grade 
significantly, rather than maybe one one-hundred.

Quality Instructional Time.  The prejudices I think would affect quality instructional 
time just from the standpoint of if I walk into a class and I believe all those kids can be 
successful and can learn no matter what their income level of their family might be, then 
I think we’re going to have, more utilize our time better, we’re going to have better 
instruction than if it’s the other way around.  

Motivation.  Prejudices certainly affect motivation.  You can kill a kid’s motivation if 
they think the teacher is prejudiced against them and believes that they can’t learn just 
because they happen to be poor.  

Positive Student Outcomes.  The prejudices we have about kids we bring to our job will
certainly have an influence on whether that student has positive student outcomes, 
because the attitude and believing that student can be successful often dictates the student 
outcome.  
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Peer Relationships.  I think the parent involvement can affect peer relationships.  The 
more involved a parent is, the more a parent works with their child, stays with their child, 
talks with their child, works with their child, the more they are going to know what that 
child is doing in school and whether that child is running with the wrong crowd and being
influenced with the wrong things.  I think certainly the parent has a big influence on peer 
relationships.  

Limiting Factors.  Certainly if the teacher is limited in some way in how they perform 
their job, that could have an influence on how much that parent is involved, how much 
they are at school, how much they attend programs, how much they call for parent 
teacher conferences.  

Quality Instructional Time.  I believe that certainly strong parental support is going to 
make the child more motivated to learn which will affect quality instructional time.  The 
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parent makes sure the kid has their homework completed and is prepared for class, which 
will improve the instructional time. I think that’s where the parent comes into play there.  

Motivation.  The parents’ attitude and support of the kid affects their motivation.

Positive Student Outcomes.  Parental involvement would affect positive student 
outcomes.  How the parents support them plays a significant role in their positive student 
outcomes.
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Limiting Factors.  I think the relationships that kids have could influence or be a 
limiting factor in whether these kids can be successful.  It’s a limiting factor or a positive 
factor as to whether these kids are going to be successful in the class.

Quality Instructional Time.  I think the influence of peers and how the student 
perceives that relationship will affect what they do in class. If they are looked upon as a 
person who is a teacher-pleaser and trying to do everything right, they could be 
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ostracized by their peers to the point where they would not be involved as much in the 
classroom, which in turn would affect their instructional time.

Motivation.  I think the relationship of peers will have influence on the motivational 
level of the student.  The reverse of that is also true; namely, a kid’s motivation could 
influence the peer relationships, but the stronger influence would be peer relationship 
affecting motivation.

Positive Student Outcomes.  Peer relationships can affect positive student outcomes.  If 
a student is involved in a poor peer relationship that can certainly hinder student 
performance, but if it’s a positive relationship, it can help the student performance.  
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Quality Instructional Time.  Whatever barriers or challenges present on the part of the 
teacher and school will affect student achievement. A lot of outside factors can come into 
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play, whether its certification, motivation on the part of the teacher, or experience of the 
teacher.

Motivation.  Limiting factors would certainly affect student motivation, including if
teachers aren’t certified, and if teachers don’t believe and care for economically 
disadvantaged students.

Positive Student Outcomes.  Limiting factors would probably affect positive student 
outcomes.  For example, teaching certification might be a limiting factor. Specifically, 
teachers not being certified in math, teaching math which results in lower math scores.  
Other limiting factors would include the attitude the teacher might have about teaching 
economically disadvantaged kids.  Yet another limiting factor might be experience of that 
teacher which could certainly affect positive student outcomes.  

Quality Instructional Time

8. 
Administration

7. Positive 
Support

3. Programs & 
Initiatves

1. Outside 
Factors 

9. Prejudice 
10. Peer 

Relationships

11. Positive 
Teaching 

Philosophies 

12. Limiting 
Factors

6. Parents

4. Motivation

2. Positive 
Student 

Outcomes

5. Quality 
Instructional 

Time



255

Motivation.  If a student is motivated to be in school, motivated to do their homework, 
motivated as far as their learning is concerned, that will contribute more to the 
instructional time being quality instructional time.  Although a teacher who is a quality
teacher is needed to motivate kids.  Whether you have good instructional time is 
dependent upon both kid and teacher.  

Positive Student Outcomes.  I think quality instructional time does affect positive 
student outcomes.  Good attendance, being there on time, good preparation on the part of 
the student, and good preparation on the part of the teacher certainly influences positive 
student outcomes.  
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Positive Student Outcomes.  The motivation of the student, or how well that student is 
motivated, is going to influence whether that student has positive student outcomes.  
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The Superintendent’s Uncluttered SID with redundant links removed
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The Superintendent’s Composite SID including numbered affinities
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A Tour through the System

The factors that facilitate or impede the achievement of economically 

disadvantaged students in Northside ISD as perceived by Northside Superintendent      

Dr. John Folks, utilizing the affinities developed by Northside ISD secondary school 

teachers, is driven by the administration at the district and campus level. To be precise, 

the administration determines the programs and initiatives that will be put into operation 

to address the needs of economically disadvantaged students. Programs may be produced 

by national, state, district, and/or campus initiatives. 

The programs and initiatives affect the support systems, including the home, 

people, and program benefits. If programs, initiatives, and the support systems effectively 

address the needs of economically disadvantaged students, this will generate positive 

teaching philosophies among staff. The philosophies, or belief system, held by staff 

influences the outside factors that affect the performance of economically disadvantaged 

students in the classroom such as the family’s value of education, student responsibilities, 

poverty, and language barriers to name a few. These outside factors influence both the 

programs and initiatives created by administration and, in part, shape the prejudices 

formed by school staff. A feedback loop is formed with the following affinities: programs 

and initiatives, positive system, positive teaching philosophies, and outside factors. 

The prejudices held by school staff affect the level and depth of involvement from 

the parents of economically disadvantaged students. The concentration of parental 

involvement influences the peer relationships maintained by economically disadvantaged 

students, which subsequently has an influence on the teaching philosophies displayed by 
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staff. A second feedback loop is formed employing the following affinities: outside 

factors, prejudice, parents, peer relationships, and positive teaching philosophies. 

The peer relationships formed by economically disadvantaged students have a 

bearing on the limiting factors of teacher burn-out, teacher ineffectiveness, and teacher 

apathy. Such limiting factors have an impact on the level and depth of parental 

involvement. This forms a third, and final, feedback loop comprising the following 

affinities: peer relationships, limiting factors, and parents. The limiting factors influence 

the quality of instructional time, which affects the motivational level of students, 

subsequently affecting the degree of positive student outcomes.
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NISD Middle School Teachers’ Perspective: Acts of Leadership Necessary to 
Producing a High-Performing Economically Disadvantaged Student Population
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Programs.  District climate affect programs in that the expectations of district is going to 
tell us what programs we are going to have, or they are not going to support those 
programs.  The district climate, the availability of the programs, and the district values 
affects the programs. That can even be different within different schools. District climate 
can affect the programs, with the willingness to be able to implement, what kind of 
programs that we’re able to have, or what type of programs they are going to allow us to 
have. What the district wants, what goals and issues they see as primary dictates the 
programs that are going to be built. If the district feels that it is necessary, the funding
will be there to positively affect  the program. There is not enough of what we need in 
terms of this particular group.  

Community Involvement.  When we had the family friendly school initiative or 
philosophy, we were doing all we could to be a family friendly school.  So when it comes 
from the district, it is going to make it happen at the campus level, which is going to 
involve the community, if that’s what we’re looking at. If the expectation from the 
district is there, that’s when things happen. District climate affects the community 
involvement in so far as depending on the district’s needs, how the district perceives a 
certain program or initiatives, then you get the community involved. The district has a lot 
to do with getting the community involved. If the community feels comfortable with the 
district itself they are probably going to get more involved.  So the climate of the district 
is going to influence the level of involvement from  the community. District climate 
influences community involvement because the district has to be willing to want the
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community to be involved.  The community has to feel like they are wanted in the school 
and that the district encourages it. The district climate, what the district expects, impacts 
the schools differently. If the district is saying teachers don’t need to get involved with 
the community, such as a blood drive, or a book mobile drive, then they won’t be.  If you 
have a district saying, teachers we want you to get out into the community and be more 
familiar with the students in their home in that area, and establish a way to do that, then
we will see less hostile and more of a cooperative campus between parents and 
community.  But I don’t think we are doing that well enough.

Training.  The district climate, what the district expects, is going to determine what 
teachers need to be in order to be trained. If the district says you need to have x amount 
of credit in poverty training, then teachers will have to do it. The district sets up the 
expectations. Once the district determines what direction they are going to go, the 
training will follow.  If the district wants to focus on this and this, here’s how we’re 
going to do it, now let’s get the training in place. The district has to affect the training, so
depending on what they can provide and facilitate through the training. So, it does affect 
the type of training we have. The climate of the district will dictate the type of staff 
development, and certainly we talked about the fact that hasn’t happened well enough for 
this student group.  The district is willing to offer specific training that is needed for 
teachers of the economically disadvantaged students, or even training that’s needed for 
economically disadvantaged kids which can only benefit everyone.

School Climate.  School district climate affects the schools climates and the campus 
expectations. The principal and administrators set the tone. I think poverty is a very 
complicate issue. It all comes down to the willingness and the support that the district has 
for the school which obviously influences our school climate. If we feel supported by the 
district, then we have more positive outlook on teaching and on our school, which reflects 
our climate. If the district is positive about all these different things, then we get all 
excited and we work harder for it. Sometimes we can do a lot of wonders in the school 
and the recognition doesn’t appear, then we say, what did we do all of this for? Look at 
our kids they weren’t recognized either. How the district feels, believes sets the tone 
which trickles down to the schools. We need to realize that these students are coming 
from situations where they haven’t had the same experiences as others and we need to 
provide them with some of those experiences. I don’t really think that there is a lot 
happening right now on the part of the district or at least not enough, or at least not a lot 
that I’m aware of. I think mentoring has a lot to do with it, both the mentoring of teachers 
and of students. 

I feel like Dr. Folks has done a great job of raising that awareness level of what’s going 
on.  He tells us this is what you need to do or what you can do and this is what’s 
happening.  We are all aware.  Now what you do with that is up, you know, to the 
individual teacher.  But I do feel like the district gives us pretty good leadership. Some of 
these issues need to be discussed during teacher induction at the campus level and at the 
district level, so when a teacher is hired that, there are no big surprises. The teacher is 
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told these are some characteristics of working with economically disadvantaged, and here 
are the challenges, here’s what we have, and here’s how we are going to do it.  Some sort 
of roadmap would be nice, some sort of checklist, some sort of bibliography of resources,
etc. That has to start at the district level. 

Having inspiring, leaders who aren’t just old school leaders but, when I say old school 
leaders, I mean leaders that don’t just have this power, this sense of power, this is what 
we’re going to do, the power theory style of leadership. I think that when you have more 
of a humanistic style of leader who involves other people and who asks for input and 
actually starts looking at where you are going to place teachers and what teachers actually 
work well with certain populations of kids.  I think that is going to make a lot of the 
difference.  So it’s just that role of instructional leadership becomes all the more 
important for an administrator, because it’s this whole subset and it starts by raising 
awareness. You need certain teacher s need to be working with economically 
disadvantaged student; they need the best teachers; they need the most patient teachers;
they need the teachers that aren’t going to give up on them; they need the teachers that 
are open with them and will be strict with them and enforce that structure but still have a 
sense of humor.  You won’t be able to do this job for very long if you don’t have a sense 
of humor.  Schools that have high economically disadvantaged populations have a high 
turn-over of teachers and administrators. 
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Programs.  School climate affects programs. Because the school climate is a positive 
attitude and it is saying, these kids could get that homework done if we provided time for 
them so that is what you do. And so it wasn’t home work center affects the school 
climate. Whatever your school population of economically disadvantaged kids is that will 
affect the kind of programs you need to have in place. If the school values the program, 
then it puts forth the resources to support the program. Based on what’s happening, based 
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on the nature of the teachers, based on the way things are, how safe everybody feels, how 
secure things are on campus, once you take your polls, then you are going to build your 
programs.  Whether it’s a school-wide discipline program, after-school enrichment 
program, it’s all going to be funnel to school climate.

Community Involvement.  School climate affects the community involvement.  If the 
community doesn’t feel like they can come into that school, that school is open to them, 
they won’t help.  The school climate affects the community involvement because the 
school invites them and brings them in to make them aware. Parents won’t come in if 
there is not an open door policy for the parents. Definitely, you make that as part of a 
mission statement, or part of your campus vision or mission, that you are going to involve 
the community, whether it’s through having community garage sales or whether it’s 
through having family nights or cleaning up graffiti, or service learning. It is built into 
your climate, and that will help with the community involvement. The positive aspect and 
the openness of the school climate will influence the community involvement and how 
comfortable they feel in coming around. The school must encourage this community to 
be involved.

Training.  The school climate influences the training that the district, school gives.  
Training is necessary. The areas that are necessary are the areas we get trained on.
School climate can affect the training. Our school climate affects the type of training that 
we’re going to get. The training can affect how we’re going to perceive those problems.
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Training.  Whatever programs you have, you are going to need the training to go along 
with it. Programs influence training because our programs have necessitated training.
Programs will determine the type of training necessary and how well they get trained.  
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You have to know what you need to be trained on, what programs you need, in order to
get trained.

Community Involvement.  Programs affect the community involvement, because if 
there isn’t a program in place, the community won’t know to come in and assist.
Depending on the program, like career day, it affects the community involvement. We’ve 
got to design and prepare programs that get the community involved. There are programs,
such as mentoring, family night, literary night, job shadowing, and career day that is 
going to hopefully bring in the community. Having the right programs to provide to the 
community is important.
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Community Involvement.  Training affects community involvement, very definitively. 
Teachers have to some sort of training that teaches teachers that in the low economic 
poverty group, community involvement and parental involvement do not come naturally.  
Teaching teachers that being a part of the community can help build a relationship with 
the student is important. If the parents and the students see the teachers are actively trying 
to understand the community, there would be a better relationship. I need some training 
on how to get parents in and just giving up on my open house isn’t effective, it’s not a 
positive thing. Training can affect the community involvement, because depending on the 
training we are creating, we can get the community involved. Training influences 
community involvement, because without the proper training, even if you have proper 
training but if it doesn’t go over good, then it doesn’t effectively reach out to the 
community.  
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A Tour through the System

The acts of leadership, or leadership elements, necessary to producing a high-

performing economically disadvantaged student population in Northside ISD as 

perceived Northside ISD middle school teachers is driven by the district’s climate and 

its’ commitment to economically disadvantaged students. The district’s climate shapes 

the school climate which includes the staffs’ philosophies/beliefs and practices. In turn, 

the school climate influences the effectiveness of the programs and initiatives established 

to address the needs of economically disadvantaged students. With such programs in 

place, training is requisite. The programs implemented dictate the content of the training, 

which includes appropriate staff development concerning research-based, effective 

strategies, initiatives, and philosophies. The level of community involvement, including 

that involvement from parents, is the outcome of the system. 
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Superintendent’s Perspective: Acts of Leadership Necessary to Producing a High-
Performing Economically Disadvantaged 

Student Population
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District Climate. Community involvement to district climate I would say that’s an A to 
B relationship, because how much community involvement you have, what parents are 
saying about achievement and what the business community is saying about achievement 
affects what we’re doing as a district, which, in turn, has an influence on what we set as 
far as expectations.  

Training. The community involvement influence the programs, particularly  when you 
are talking about the involvement of the business community and their expectations in 
terms of student achievement and what they want in students as they graduate from high 
school.  So, the community involvement influences the programs that we may have in the 
district, which ultimately influences the kind of training or staff development that we 
provide. 

Programs. Community involvement and programs have an A to B relationship because 
of the kinds of programs we put in place to address families of economically 
disadvantaged students.  It’s really to help those kids do a better job.  We try to get the 
parents involved in those programs, so I think certainly community involvement has an 
impact on programs. For instance, parents are encouraged to come onto the campuses 
during parent nights and some after-school tutorial programs.  We also have programs 
that work with parents by providing training on how to work with their child on 
homework.  



269

School Climate. Community involvement to school climate would have an A to B 
relationship because how involved the parents are in the schools will help the teachers 
and the administration at the campus level better understand and accept the fact that these 
parents want their kids to be successful.  Many times teachers will say the parents of 
these kids never want to get involved; they never want to do anything which contributes 
to a negative climate in the school towards economically disadvantaged kids.  If there is 
strong community involvement, then it more portrays a positive image. The community 
in schools program certainly helps supply a more positive school climate for many of our 
lower socio-economic schools.  
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School Climate.  Through leadership, you set the mission of the district, the tone of the 
district, the expectations that the district has of campuses which are going to influence the 
school climate as far as attitudes and beliefs, programs, staff development, enrollment in 
GT programs, advanced placement classes, discipline referrals, special education, the list 
goes on.  The district has eluded the high performance status for economically 
disadvantaged students can be attributed to the attitude and the belief system that may 
have existed.  I think we made very good gains in what we’ve done, but I would ask the 
question, ‘where would we be with those numbers if we hadn’t of put that emphasis 
there’.  Although the numbers are not where we would like for them to be and where we 
probably think they should be, we are doing some things to help economically 
disadvantaged kids.  We have narrowed the gap in the achievement between the White 
population and the economically disadvantaged population.  By narrowing that gap, it 
tells me that we are making some of the gains that we need to make, but I would also add
that as a district, as our percentage as far as demographics is concerned, three years ago 
we were forty percent economically disadvantaged and today we’re almost fifty percent 
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economically disadvantaged.  We’re getting more numbers of economically 
disadvantaged kids.  So when you look at it as a district in terms of overall test scores, it 
is going to be more difficult as far as narrowing that gap.  That is a little bit of the fallacy 
in the accountability system, because the State measures each one of these sub-groups 
against the White population.  Our population in Northside is almost 60% Hispanic, 50% 
free and reduced lunch, and we’re measuring against a White population of 40%. I don’t 
know the percentage of White economically disadvantaged population, but sometimes I 
ask myself, is that a valid comparison?

Programs.  The district sets the tone, the belief, and the mission of what you want to 
accomplish, if the belief and mission is that we want all kids to be successful, including 
economically disadvantaged kids, then that’s going to influence the programs that we 
have in the district.  If we didn’t have that belief, then we probably wouldn’t have a lot of 
programs that we currently have.  

Training. District climate contributes to training especially when we’re talking about 
economically disadvantaged students.  I say that because if you have a district-wide 
climate is such that there is a belief that all that economically disadvantaged children can 
be successful, then we’re going to have to special kinds of things to help these kids be 
successful, and we’re not going to accept excuses of why these kids can’t. If that’s the 
attitude and that’s the climate of the district, then that’s going to influence what kind of 
training we have going on across the district.  If that attitude, however, is such that these 
kids can never be successful, then we’re not going to worry about these kids and are not 
going to have the training.  

Programs
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Training.  The programs that we have, in many ways, are going to dictate the training 
and the staff development that we have in the district.  We try to find programs that will 
help us know what to do to enhance the achievement of economically disadvantaged 
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students.  One of the big things is the focus of staff development and people to implement 
those programs. At the local level I think there is some involvement there, probably its
more district involvement.

School Climate.  The programs that the district has are going to influence the kind of 
climate and the attitudes that the teachers have about these kids being successful. They 
realize they are getting the support or getting the things that they need in order to work 
with the economically disadvantaged kids at the campus level. 

Training
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School Climate.  The training, generally, that is given in terms of staff development and 
programs is taking place because it is a district undertaking as one of their initiatives 
which hopefully will influence the climate on that campus in terms of providing help 
those teachers and staff. Programs like, the read 180 program, the community in schools 
program, and after-school tutorial programs are going to help us help these kids be 
successful. Therefore by the training that is being received, it’s improving and
influencing the local school climate.  
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School Climate
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A Linear View:
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A Tour through the System

The acts of leadership, or leadership elements, necessary to producing a high-

performing economically disadvantaged student population in Northside ISD as 

perceived by Northside Superintendent Dr. John Folks, utilizing the affinities developed 

by Northside ISD middle school teachers is driven by community involvement. The level 

of community involvement, including that involvement from parents, influences the 

district climate and its’ commitment to economically disadvantaged students. This 

commitment translates into programs and initiatives established to address the needs of 

economically disadvantaged students. With such programs in place, training is requisite. 

Training, consisting of the appropriate staff development concerning research-based, 

effective strategies, initiatives, and philosophies is subsequently affected. The school’s 



274

climate, which includes the staffs’ philosophies/beliefs and practices is the outcome of 

the system.
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NISD High School Teachers’ Perspective: Acts of Leadership Necessary to 
Producing a High-Performing Economically Disadvantaged

Student Population

Staff Development

3. Target 
Population

1. Staff 
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4. Support 
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2. Parent 
Involvement

Support Services.  Staff development influences the support services you are going to 
get.  Looking at the staff development where we bring in the teachers to provide those 
support services, whether it’s the tutoring, the mentoring, any additional programs to 
support the students and the parents that come from the staff development. Figure out 
what kind of support services you need. You have to get the staff development in order to 
have people buy into it and be willing to teach, fund it, all those kinds of things.  

Parent Involvement.  Staff development influences parent involvement, because you are 
going to use different strategies that work with kids and parent involvement is going to 
show up. Staff development might lead to more parent involvement if we learn how to 
contact parents and how to approach them.  Staff development fits the target population.
Having the teachers aware of the parents that they are going to be dealing with, having a 
better understanding of how they can target those parents, how they can make them feel 
comfortable, that has to come from the staff development.  

Target Population.  Staff development can help us to target the population. Staff 
development influences the target population. That goes back to the understanding of the 
criteria, understanding of the individual factors that come into play with those 
disadvantaged students and how that works.  Staff development influences the target 
population, because you wouldn’t know a lot of poverty kids unless you, and I’m just 
speaking from experience, went through Ruby Payne’s workshop; there’s a lot of things 
in there you just don’t think of. It’s like the analogy of having a blind kid in your class, 
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and sometimes you make statements, like ‘I’ll see you later’ and ‘can you see how we did 
that? Once we’ve targeted the population you might have some better ideas for staff 
development.  

Support Services

3. Target 
Population

1. Staff 
Development

4. Support 
Services

2. Parent 
Involvement

Target Population.  I have support services influencing the target population. I keep 
going back to mentorship and I’m sorry but that’s something that I feel very strongly 
about because I feel like if the mentorship is part of support services that has such an 
influence over the target population, because it gives whoever is working with that group 
the opportunity to get involved with them beyond the scope of the classroom, beyond the 
academics.  So it’s just providing that additional support that they are not getting in the 
classroom, not necessarily because the teacher is not willing to provide it, but they just 
don’t have the time or opportunity to do it. Target population is important to acts of 
leadership, because the support services are the leadership. That’s where the leadership is 
going to be manifested in terms of support services. That’s why you have the support 
services. Economically disadvantaged students can be whoever they want to be. They just 
need believers, so that’s why I am where I am.

Parent Involvement.  The support services influences the parents’ involvement.  Support 
services and programs for the students and parents are going to have an influence over 
the parents’ involvement.  If they are more comfortable, they are more willing to come 
around and be involved with the school and with the students. You’ll get more parents 
involved when the support services are working, so review them. The right support could 
encourage and increase parent involvement and parents’ ability to get students involved 
too. The support services are the means of getting parent involvement.  You are going to 
have come up with programs for the parents as well as programs for the students.  You 
have to get them to buy into it because they are important.
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Target Population

3. Target 
Population

1. Staff 
Development

4. Support 
Services

2. Parent 
Involvement

Parent Involvement.  Target population influences the parents’  involvement. Those are 
the parents that you are going to have to get involved.  The students that you target, the 
students that you focus on, you are going to have to get those parents involved.  Those 
are the parents that seem to be the least involved oftentimes, for a variety of reasons. 
Determining the difference between the parents of the economically disadvantaged 
students and the rest of the students, the difference on the parent involvement, is 
something that should be considered thoughtfully.  We were talking about the distinctions 
about that and that came back to the barriers, like language barriers, and the other factors 
that prevent the parents from becoming more involved.  If we can target the population, 
come up with ideas to reach the parents, and get them more involved, which would 
benefit the students. Target identifying and learning to understand. 
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A Tour through the System

The acts of leadership, or leadership elements, necessary to producing a high-

performing economically disadvantaged student population in Northside ISD as 

perceived Northside ISD high school teachers is driven by staff development. Staff 

development consists of the appropriate training with regard to research-based, effective 

strategies, initiatives, and philosophies. Staff development affects the support services, 

which include fiscal, personnel, programs, and initiatives, whose focus is enhancing the 

performance of economically disadvantaged student population drive how the 

economically disadvantaged student population is targeted. Targeting the population

refers to the increase of awareness among school personnel regarding what is means to be 

an economically disadvantaged student and understanding the factors that influence the 

achievement of the economically disadvantaged child. Ultimately, the level and depth of 

parental involvement is affected.
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Superintendent’s Perspective: Acts of Leadership Necessary to Producing a High-
Performing Economically Disadvantaged 

Student Population

Support Services

4. Support 
Services

2. Parent 
Involvement
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Development

Parental Involvement. How strong our support services are is going to influence 
parental involvement.  If we have the right kind of attitude of involving parents and we 
have programs that are going to help their kids, that’s going to help the parents be more 
involved with their kid.

Staff Development. The support services that we have for those kids will probably 
dictate the kind of staff development that we have.  If we are providing a good drug 
counseling program, or something like that, we need staff to be aware of it. If they have 
students in their classroom that need this help, what they do and how they get the people 
to those particular services and programs.  

Target Population.  Support services are going to affect the target population.  The more 
support we have to give to these kids to help them be successful, the more successful they 
are going to be.
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Parent Involvement
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Staff Development.  The degree of involvement of parents is going to influence staff 
development.  If we don’t have parents of economically disadvantaged student involved 
in ways that we want them involved at the high school, then we’ve got to provide staff 
development programs that will help teachers and administrators do a better job of 
getting those parents involved.  In short, B affects A in terms of the degree of parental 
involvement many times will dictate some of the things we do in staff development.  

Target Population.  Parental involvement can affect target population, because the more 
parents are involved in working with the teachers to understand some of the difficulties 
they have and some of the issues that children are dealing with, then you are going to 
have more influence in creating the teacher understanding that targets that population or 
understands the child.  

Target Population

4. Support 
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2. Parent 
Involvement

3. Target 
Population

1. Staff 
Development
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Staff Development.  Whatever the needs of secondary high school teachers are 
surrounding their work with that target population will dictate what we do in terms of 
staff development.  For example, that may be in learning more about the characteristics of 
those kids; it may be learning more about how to structure their classroom and their 
lessons to address those children; how to differentiate instruction.  If we have staff 
development on the programs, that we might effectively be able help those kids.  

Staff Development
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2. Parent 
Involvement

3. Target 
Population

1. Staff 
Development

At the high school, it’s going to take good staff to help those kids be successful; it’s 
going to take good staff development; and it’s going to take parental involvement.  The 
one thing school systems can’t do is help these people get out of their situation of poverty 
and help these kids understand that they don’t have to live, that should be a key factor.  I 
wish we could have more influence on this. I wish there were more ways government 
institutions, not necessarily the schools, but government institutions outside the school 
would work through the school to help families overcome what they have to overcome 
when they are in poverty.  It’s not something really the school district has the money to 
do, but I think coordination of services is something that I’ve said for a long time needs 
to work better than it does.  A lot of people disagree with me.  When you talk about food 
stamp programs, a lot of those programs that run through human service agencies, if the 
public would let the  school be more involved with families on a lot of these extra kind of 
services, like health services, access to medical, working more with them in terms of 
immunization programs, working more with them on how they access job opportunities 
and learn about different kinds of jobs that might be available. We need to work with the 
family, so that they can better access those services that are available.  I think schools 
take the kids and we do a pretty good job with them in terms of trying to educate them,
but we don’t do a good job, and it’s not our fault because that’s not the way the system is 
set up. I think the system should be more intertwined to provide services to economically 
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disadvantaged families and the school should be a part of that in conjunction with all the 
health and human services issues.  I really think that is a key. Some of these schools have 
done really good in bringing in all these social service agencies to families.  I’m not sure 
Northside is ready for that.

I really think that schools are really trying to do a better job in working with 
economically disadvantaged kids, and I think for years it was not a focus and it wasn’t an 
expectation. These kids came to school, they did their thing, and we didn’t worry a lot 
about these kids, but we are now.  Accountability has come into play; just the sheer 
numbers has forced school districts to do it.  I think it’s probably using Steve Murdock’s 
data, I think that is probably one of the biggest challenges that we’re going to have in the 
next few years is, as our population continues to change in South Texas. I really think 
that schools are doing a lot more.  Certainly, it’s a challenge, but I certainly think they 
can be successful.  Its attitude and belief on the part of the system, as well as the 
individuals that work in that system, that these kids can be successful.  The second thing 
is having the resources available, lower class sizes, extra support in terms of reading and 
math, tutorial kind of programs for kids.  That’s the issue right there - whether the state 
wants us to be successful in educating the economically disadvantaged kids, putting the 
resources behind it, behind us to do it.  It’s also an attitude of change I think on the part 
of many people.  Some questions, do I want my tax money going to educate those kids.  I 
don’t want my taxes raised, because we have to put programs in schools for these 
economically disadvantaged kids, which they think of more as poor Hispanic and poor 
African American kids. The people that make the money generally and pay a lot of the 
taxes, they don’t see that side of it.
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A Tour through the System

The acts of leadership, or leadership elements, necessary to producing a high-

performing economically disadvantaged student population in Northside ISD as 

perceived by Northside Superintendent Dr. John Folks, utilizing the affinities developed 

by Northside ISD high school teachers is driven by support services. The support 

services, including fiscal, personnel, programs, and initiatives, whose focus is enhancing 

the performance of economically disadvantaged student population drives the level and 

depth of parental involvement and empowerment. Target population, referring to the 

increase of awareness among school personnel regarding what is means to be an 

economically disadvantaged student and understanding the factors that influence the 

achievement of the economically disadvantaged child, is subsequently influenced. 

Ultimately, staff development, consisting of the appropriate training with regard to 

research-based, effective strategies, initiatives, and philosophies is effected.  
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CHAPTER V

Conclusions, Literature Revisited, Implications, and Recommendations

The Researcher’s Interpretation of the Systems

The academic performance of economically disadvantaged students continues to 

be one of the greatest challenges faced by the Northside Independent School District.  

While previous and existing reform efforts have proven some level of success, wide-

spread, enduring academic success among economically disadvantaged students 

continues to elude Northside ISD, particularly at the secondary level. With a major 

demographic shift ongoing in the Northside ISD, economically disadvantaged students, 

primarily Hispanic students, now occupy Northside schools in the majority, and thus, 

effectively serving this student population has become increasingly critical.  In order to 

meet the educational responsibilities of low-income children who persistently have been 

and continue to be under-served by public schools, educators must comprehend the 

complexities that generate the performance gaps between economically disadvantaged 

students and their peers. 

Analyzed from a critical race perspective, this study sought to investigate how or 

if educators consider class or race in their discourse as central to an understanding of the 

phenomenon. Furthermore, this study intended to examine factors that influence the 

achievement of economically disadvantaged students and determine how leadership 

influences the practice of teachers as it relates to economically disadvantaged students in 

advancement towards formulating effective strategies, practice, and political solutions 

while re-igniting efforts of democracy and justice.
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With a concentration on enlarging the repertoire of explanations as to why 

economically disadvantaged students continue elude high-performing status, this study 

further sought to underscore the obligation of educators to become reflective practitioners 

who continually use, not only quantitative, but qualitative data to improve the quality of 

their practice. Consequently, the qualitative research paradigm and Interactive Qualitative 

Analysis (IQA) methodology employed in this study actively engages constituencies in 

reflective, meaningful discourse surrounding a phenomenon of interests resulting in rich, 

detailed, intensive and comprehensive data that can be utilized for decision-making in 

strategic planning and implementation of change. That is, the IQA process and analysis 

serves as a needs assessment resource and action planning technique on how to better 

serve the economically disadvantaged student population of Northside Independent 

School District. 

The following research questions guided this qualitative research:

1. What factors facilitate and impede the achievement of economically 
disadvantaged students?

2. What are the acts of leadership necessary to producing a high-performing 
economically disadvantaged student population?

3. How do factors that influence the achievement of economically disadvantaged 
students relate to acts of leadership necessary to producing a high-performing 
economically disadvantaged student population?

4. How does the Superintendent’s view compare to the secondary teachers’ 
perception as it relates to the factors that influence the achievement of 
economically disadvantaged students and the acts of leadership necessary to 
producing a high-performing economically disadvantaged student population?

As stated in the first research question, this study sought to identify the factors 

that facilitate or impede the performance of economically disadvantaged students in the 

Northside ISD, as perceived by NISD secondary teachers who have demonstrated success 
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with economically disadvantaged students.  The 12 factors or affinities identified by 

secondary teachers were thoroughly elaborated in the preceding chapter, as was the 

relationship among them.  Utilizing the IQA methodology, a systems influence diagram 

(SID) was constructed in connection with this question, which will be further examined 

in this chapter. Additionally, as indicated by the second research question, this study 

sought to identify acts of leadership, or leadership elements, necessary to producing a 

high-performing economically disadvantaged student population. In addressing this 

research question, the secondary group of teachers was divided into two smaller groups: 

the middle school teachers and the high school teachers. The middle school and high 

school teachers identified 5 and 4 leadership elements, respectively, all of which were 

detailed in the preceding chapter, as was the relationship among them. Utilizing the IQA 

methodology, systems influence diagrams (SID) were constructed in connection with the 

second research question and will also be further examined in this chapter. 

Further, the study sought after the relationship(s) among the factors that influence 

the achievement of economically disadvantaged students and the acts of leadership that 

produce a high-performing economically disadvantaged student population, which will be 

addressed in this chapter. Furthermore, the Superintendent’s view was to be compared to 

that of secondary teachers, as it relates to the factors that influence the achievement of 

economically disadvantaged students and the acts of leadership necessary to producing a 

high-performing economically disadvantaged student population. Initial comparisons 

between the teachers’ view and that of the Superintendent were established in the 

preceding chapter, but will be further elaborated in this chapter. 
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Factors that Facilitate or Impede the Achievement of Economically 
Disadvantaged Students in Northside ISD
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An Overview: A Brief Tour through the System

The factors that facilitate or impede the achievement of economically 

disadvantaged students in Northside ISD as perceived by Northside ISD secondary 

school teachers, is driven, in large part, by the level and depth of parental involvement.

The parental involvement influences the outside factors, including family’s value of 

education, student’s responsibilities, poverty, and language barriers, which have an effect 

on the performance of economically disadvantaged students in the classroom. The outside 

factors, in some measure, shape the prejudices formed by school staff. The prejudices 

held by schools staff influence the leadership demonstrated by district and campus 

administration. The administration, both at the district and campus level, has an effect on 

the limiting factors, comprising primarily of teacher burn-out, teacher ineffectiveness, 
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and teacher apathy. These limiting factors influence the programs and initiatives 

determined by the national, state, district, and campus mandates, which subsequently 

affect both parental involvement and positive teaching philosophies. A feedback loop is 

formed encompassing the following affinities: parents, outside factors, prejudice, 

administration, limiting factors, and programs and initiatives. 

The programs and initiatives put into operation to address the needs of 

economically disadvantaged students inspire the teaching philosophies exercised by 

school staff. These philosophies, or belief system, held by staff affect the support systems 

created, including the home, people and program benefits. The positive support system, 

comprising of home, people, and program support, affects both the limiting factors and 

peer relationships formed by students. A second feedback loop is formed with the 

following affinities: programs and initiatives, positive teaching philosophies, positive 

support, and limiting factors. The concentration of positive support shapes the peer 

relationships maintained by economically disadvantaged students, which subsequently 

has an influence on the quality of instructional time. The quality of instructional time 

influences the motivational level of students, consequently affecting the degree of 

positive student outcomes.
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A Closer Look at the Feedback Loops
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Inspection of the system above reveals two feedback loops. The first feedback 

loop, or FG1, termed by the researcher as the foundation for student success loop, is 

comprised of the following affinities: parents, outside factors, prejudice, administration, 

limiting factors, and programs and initiatives. A second feedback loop, or FG2, termed 

by the researcher as the framework for student success loop , is formed with the following 

affinities: programs and initiatives, positive teaching philosophies, positive support, and 

limiting factors. 
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Zoom-In: The Foundation for Student Success Loop, or FG1
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FG1 symbolically denoted with the use of Venn Diagrams

FG1 = 

This recursive loop lays the foundation for student success. It’s the base that 

supports and provides stability for the framework or structure. It’s the groundwork, that 

without which, success for the economically disadvantaged student is improbable. The 

foundation for student success loop supplies the basis for which all school decision-

making regarding the achievement of economically disadvantaged students is derived and 

concentrated. Consequently, if the foundation is weak or unstable, then the framework is 

at risk. On the contrary, if the foundation is sound, the framework is powerful and stable.
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The foundation for student success loop contains the ‘behind the scenes’ key 

personnel necessary to producing success among economically disadvantaged students. 

Namely, the parents and the administration are necessary to creating that solid 

foundation. As central individuals, they indirectly set the tone for student achievement 

within the classroom environment. The administration, district and campus, determine the 

actual programs and initiatives that will be put in place, while the parents often decide to 

what extent the children will take advantaged of the programs available. The level of 

parent support, involvement, and empowerment either enlarges or minimizes the 

challenges/barriers of the outside factors that affect student performance in the classroom. 

Similarly, the level of parent involvement and empowerment either expands or 

diminishes the positive aspects of the outside factors that influence student achievement. 

The outside factors that influence student achievement in the classroom, and in 

the school arena, in general, have a direct affect on the intensity of prejudice educators’ 

have toward the economically disadvantaged student population. The educators’ 

prejudices, originating from the outside factors affecting student performance and from 

the educators’ personal background and experiences, shape the leadership of individuals 

in administrative positions, both at the district and campus levels. The leadership practice 

determines whether the limiting factors will be ignored and allowed to continue, or 

acknowledged and productively addressed. If the limiting factors are ignored and allowed 

to continue, then programs and initiatives developed and implemented to address the lack 

of academic success of economically disadvantaged students will only focus on a piece of 

the puzzle, in a manner of speaking. Consequently, the programs and initiatives put in 
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place by administration focus efforts on periphery factors, while disregarding the decisive 

role of the teacher and their influence on the success of the economically disadvantaged 

child. Conversely, if the programs and initiatives implemented acknowledge the limiting 

factors on the part of teachers, then leadership concentrates on the teachers’ practice and 

philosophy and that contributes to student success. 

The programs and initiatives put in place to support the economically 

disadvantaged student impact the economically disadvantaged parent, depending on the 

program and level of involvement from the parent; it could a direct impact or an indirect 

impact, but always influences the parent to some extent, however whether the impact is 

of positive or negative nature is yet another issue. If the program positively affects the 

parent, then the parent may become empowered to minimize the negative outside factors 

that affect their child’s performance at school, and the cycle, or loop, persists.

Zoom-In: The Framework for Student Success Loop, or FG2
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FG2 symbolically denoted with the use of Venn Diagrams

FG2 = 

The framework for student success loop encompasses the logistical aspects of how 

success for the economically disadvantaged child is made possible. It provides the 

materials or resources necessary to building the final structure of student success. The 

loop involves the key personnel most directly involved in the students’ performance 

within the classroom environment; namely, the teachers, the home, people, and program 

support.  These key individuals may not develop the programs, but they implement the 

programs and initiatives. They execute the vision set forth by administration. They are 

directly involved in supervising and recruiting for the programs. They are the ones in 

direct contact with the students and parents who wish to take part in these programs. 

These selected programs and initiatives offered at the district and campus level 

inspire the teaching philosophies held by educators. If the programs and initiatives 

provide accurate and effective knowledge, support, that incorporate evaluation measures, 

the school climate will produce positive teaching philosophies which, ultimately, will be 

beneficial to the student. Likewise, if the programs are flawed and a have a negative 

undertone, then the teaching philosophies will be negative and potentially damaging to 

the student and parent, which, in turn, will unconstructively affect the relationship 

between the school/district and the economically disadvantaged student/parent. 
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The philosophies held by educators dictate the level of support provided to the 

economically disadvantaged child. The support system may include the home, people, 

and program support. Having a solid understanding of the economically disadvantaged 

child and their world is imperative to providing them, and making available to them, a 

valuable support system. However, the mere understanding of the economically 

disadvantaged child is not enough; educators must have an intrinsic belief or philosophy 

of providing every child with ‘an equal life chance’. This is essential to cultivating a 

climate where the economically disadvantaged student can not only survive, but thrive. 

The presence of a support system influences the degree of limiting factors 

negatively affecting student performance. For instance, if a student has that support from 

home, support from programs, and perhaps even support from a mentor at the school, this 

student may be less affected by the limiting factors of teachers, like teacher apathy and 

ineffectiveness, which almost always has a negative impact on student performance in the 

classroom, particularly with respect to the performance of the economically 

disadvantaged student.  However, the economically disadvantaged student can become 

more reliant on other sources of support and not entirely reliant on the teacher support in 

the classroom. The limiting factors impact the programs and initiatives put into operation 

by district and campus administration to address areas of concern. That is to say, limiting 

factors, such as teacher ineffectiveness, teacher burn-out, and teacher apathy, will 

contribute to the success or failure of programs and initiatives implemented. The 

effectiveness of programs and initiatives consequently influence the teaching philosophy 

held by educators, and so the cycle continues.
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The structural equation, utilizing Venn Diagrams, for the Focus Group Composite 

SID is denoted below:

→→→→  10 →→→→  5 →→→→  4  →→→→  2

The structural equation illustrates the over-lapping, or commonality, of affinity 3 and 

affinity 12 in the FG1 and FG2 loops. As explained above, FG1 provides the foundation

while FG2 contributes the framework for student success; both are integral to the 

achievement of the economically disadvantaged student. Programs and initiatives, 

affinity 3, and limiting factors, affinity 12, are the nuts and bolts of structure; where the 

rubber meets the road, in a manner of speaking. It provides the cohesiveness between the 

foundation and the framework. 

43     FG2
112
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The programs and initiatives, which include efforts at the national, state, district, 

and campus level, are imperative to supplying the tools, resources, and philosophy 

necessary for educators to effectively meet the needs of the economically disadvantaged 

students. Further, the limiting factors, or challenges and barriers, affecting teacher 

effectiveness, undoubtedly, plays a decisive role in student success. 

The focus group composite SID is sequential, logical, and deductive in nature. 

That is, from left to right, it shifts from ‘big picture’ to the focal point, that being the 

student. The achievement of economically disadvantaged students originates with a solid 

foundation, hence the foundation loop, then moving to the right, shifts to the framework , 

the logistical aspect, of providing opportunities for student success. Common points of 

affinities 3 and 12 allow for a transition from big picture possibilities to the reality of the 

situation, which then translates into selection of peers, which then narrows the focus to 

the classroom and the quality instructional time. Narrowing the focus even more is the 

motivation aspect, which then lends itself to the ever-important product, or outcome of 

the system, the student outcome.
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Superintendent
Northside ISD

An Overview: A Brief Tour through the System

The factors that facilitate or impede the achievement of economically 

disadvantaged students in Northside ISD as perceived by Northside Superintendent      

Dr. John Folks, utilizing the affinities developed by Northside ISD secondary school 

teachers, is driven by the administration at the district and campus level. To be precise, 

the administration determines the programs and initiatives that will be put into operation 

to address the needs of economically disadvantaged students. Programs may be produced 

by national, state, district, and/or campus initiatives. 

The programs and initiatives affect the support systems, including the home, 

people, and program benefits. If programs, initiatives, and the support systems effectively 

address the needs of economically disadvantaged students, this will generate positive 

teaching philosophies among staff. The philosophies, or belief system, held by staff 
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influences the outside factors that affect the performance of economically disadvantaged 

students in the classroom such as the family’s value of education, student responsibilities, 

poverty, and language barriers to name a few. These outside factors influence both the 

programs and initiatives created by administration and, in part, shape the prejudices 

formed by school staff. A feedback loop is formed with the following affinities: programs 

and initiatives, positive system, positive teaching philosophies, and outside factors. 

The prejudices held by school staff affect the level and depth of involvement from 

the parents of economically disadvantaged students. The concentration of parental 

involvement influences the peer relationships maintained by economically disadvantaged 

students, which subsequently has an influence on the teaching philosophies displayed by 

staff. A second feedback loop is formed employing the following affinities: outside 

factors, prejudice, parents, peer relationships, and positive teaching philosophies. 

The peer relationships formed by economically disadvantaged students have a 

bearing on the limiting factors of teacher burn-out, teacher ineffectiveness, and teacher 

apathy. Such limiting factors have an impact on the level and depth of parental 

involvement. This forms a third, and final, feedback loop comprising the following 

affinities: peer relationships, limiting factors, and parents. The limiting factors influence 

the quality of instructional time, which affects the motivational level of students, 

subsequently affecting the degree of positive student outcomes.

A Closer Look at the Feedback Loops

Inspection of the system above reveals three feedback loops. The first feedback 

loop, or S1, termed by the researcher as the school experience/environment loop, is 
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formed with the following affinities: programs and initiatives, positive system, positive 

teaching philosophies, and outside factors. A second feedback loop, or S2, termed by the 

researcher as the classroom experience/environment loop, is formed employing the 

following affinities: outside factors, prejudice, parents, peer relationships, and positive 

teaching philosophies. A third, and final, feedback loop, S3, termed by the researcher as 

the student experience/lens loop, comprises the following affinities: peer relationships, 

limiting factors, and parents.

Zoom-In: The School Experience/Environment loop, or S1

7. Positive 
Support

3. Programs & 
Initiatves

1. Outside 
Factors 

11. Positive 
Teaching 

Philosophies 

S1 symbolically denoted with the use of Venn Diagrams

S1 = 

The School Experience/Environment loop highlights the school experience and 

environment created for economically disadvantaged students by district and campus 

level administrators. Its focus is the ‘feel’ of the school or campus environment toward 

the economically disadvantaged child, which subsequently shapes the efforts or 

concentration on this subgroup. It sets the tone for the concentration and approach on the 
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economically disadvantaged student population and involves the central personnel 

necessary to the development and implementation of the action plans; namely, the 

administration, the teachers, and the support systems of home, people, and program. 

The loop originates with the programs and initiatives developed by district and 

campus administration to address the concerns involving the economically disadvantaged 

student population, which is often inspired by the outside factors that affect student 

performance. Ideally, it’s a needs assessment process, whereby the needs of the students 

dictates the programs and initiatives put in place at both the district and campus levels. In 

this process, it is assumed that the administration is well-versed, in-touch with the needs 

of the economically disadvantaged student. The programs and initiatives put in place at 

the district and campus levels require a support system which encompasses support from 

home, people, and/or program mechanisms, depending on what is needed for that 

particular campus. The support systems affect the teaching philosophies exhibited by 

educators toward economically disadvantaged students both in and out of the classroom.

The teaching philosophies displayed by educators toward students either further 

substantiate the challenges and barriers of the outside factors or serve to diminish the 

obstacles from the outside that extend into the classroom and negatively affect student 

achievement. Ideally, it is the constant gauge on the needs of the economically 

disadvantaged student and the programs and initiatives selected and implemented by 

administration, and so the cycle continues.
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Zoom-In: The Classroom Experience/Environment Loop, or S2

1. Outside 
Factors 

9. Prejudice 

10. Peer 
Relationships

11. Positive 
Teaching 

Philosophies 

6. Parents

S2 symbolically denoted with the use of Venn Diagrams

S2 = 

The classroom experience/environment loop focuses on the classroom 

environment and climate created by the teacher, peers, and indirectly by the parents. The 

outside factors that the economically disadvantaged child brings with them into the 

classroom helps mold the judgments and/or prejudices formed by educators toward the 

economically disadvantaged child and their world. Naturally, educators with little to no 

experience of what it means to be ‘economically disadvantaged’, interpret and judge 

situations based on their personal experiences and background, which often translates 

into negativity for the economically disadvantaged child since, by and large, the outside 

factors that affect student performance are obstacles or barriers for the child, that 

subsequently create additional challenges for the educator. If economically disadvantaged 
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students, however, assimilate into, what is usually the White, middle-class school culture, 

then the students have ‘proven themselves’ and thus the prejudices from staff toward the 

economically disadvantaged child may be diminished.

These prejudices held by educators influence the level of parental involvement in 

the educational process of their child. That is, if the child’s educational experience is 

negative, then the parent is not likely to get involved with the school in a constructive 

manner, and thus limits the parental empowerment component. The parental influence 

often plays a significant role in the child’s relationships with peers and how the child 

associates with their peers. Peers have a great influence on the child’s philosophy toward 

education, which carries into their classroom experience, which consequently shape their 

interactions with teachers/staff and affect the teaching philosophies demonstrated by 

educators. The experience in the classroom for the economically disadvantaged child 

with respect to the teaching philosophies can minimize or extenuate the outside factors or 

obstacles for the economically disadvantaged student, and so the cycle persists.

Zoom-In: The Student Experience/Lens Loop, or S3

10. Peer 
Relationships

12. Limiting 
Factors

6. Parents
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12      6

S3 symbolically denoted with the use of Venn Diagrams

S3 = 

The student experience/l ens loop focuses on the educational experience of the 

student as seen through their eyes. It’s the student’s view of the educational process. It 

involves the focal point of individuals who have the most direct influence on the child; 

namely, the parents, the peers, and the teachers. The level of involvement and influence 

from parents in the child’s life determines who the child selects to associates with – their 

peer group. The student’s values, characteristics, socio-economic status, etc. shape their 

judgments in selecting and maintaining relationships. These peer relationships are of 

primary importance for the student, particularly during the course of the school day. The 

feeling that they belong, that their accepted, shapes their self-esteem and self-confidence, 

which then shapes how the limiting factors impact them in their classroom experience. 

Teacher ineffectiveness and teacher apathy become especially vital to the 

economically disadvantaged child whose parents are uninvolved and whose peer 

relationships are unhealthy. If the three components –parents, peers, and teachers – are all 

negative mechanisms in a child’s life, then the likelihood of getting out of this cycle is 

next to none, until and if, someone or some program is put in place to effectively address 

the negative mechanisms. From a school or district perspective, the most likely selection, 

because of its’ direct influence, would have to be the focus on the limiting factors, which 

include teacher’s apathy, teacher ineffectiveness, and teacher burn-out.
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The structural equation for the Superintendent SID is denoted below:

    8 →→→→ →→→→  5 →→→→  4  →→→→  2

The structural equation illustrates the primary driver as the district and campus 

administration. Namely, the administration drives all decision-making as it relates to the 

factors that either facilitate or impede the achievement of the economically disadvantaged 

student population. A priority at the administrative level can resonant throughout the 

climate of the district, school, class, student, and home. 

The over-lapping, or commonality, of affinity 11, positive teaching philosophies, 

and affinity 1, outside factors, in the S1 and S2 loops exemplifies the direct connection 
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between the school experience and the classroom experience for the economically 

disadvantaged student. The focal point being that the outside factors can be shaped by the 

teaching philosophies held by educators, which can provide an enhanced experience for 

the child in the school and in the classroom. Often times, when the child is doing well in 

the classroom, she/he will be more inclined to get involved in the school through 

extracurricular activities and/or have a sense of pride and support the school. Similarly, if 

the child is involved in school through extracurricular activities, she/he is more inclined 

to perform well in the classroom. 

The commonality of affinity 6, parents, and 10, peer relationships, in the S2 and 

S3 loops illustrates the transition from the classroom environment to the focus of the 

student experience. The school experience for the economically disadvantaged student 

often centers on friends and family inspiration. So from their perspective, the classroom 

experience will be, in large part, shaped by peers and family influence.

Similar to the focus group composite SID, the superintendent SID is sequential, 

logical, and deductive in nature. That is, from left to right, it shifts from ‘big picture’ to 

the focal point of the student. However, unlike the focus group composite SID, the 

achievement of economically disadvantaged students originates solely with the decision-

making of the administration, both at the district and campus levels. Through their 

leadership, the administration impacts the school experience and the environment 

cultivated at the campus, hence the school experience/environment loop. Then moving to 

the right, the focus shifts to the campus experience/environment, which is the more direct, 

logistical aspect of providing opportunities for student success. Common points of 
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affinities 11, positive teaching philosophies, and 1, outside factors, allow for a transition 

from the focus on the school environment to the environment of the classroom. Moving 

again to the right, we shift to the student experience/lens loop, which is the educational 

experience of the student as seen through their lens or perspective. Common points of 

affinities, 6, parents, and 10, peer relationships, demonstrate the central components in 

determining student success and the level of quality instructional time for that student. 

Narrowing the focus even more is the motivation aspect, which then lends itself to the 

ever-important product, or outcome of the system, the student outcome.

Interpretive Comparisons: The Focus Group and Superintendent Systems

There are a number of differences and similarities between the focus group 

composite SID and the superintendent SID. The following section highlights some key 

differences and similarities between the two SIDs which symbolize the factors that 

influence the achievement of economically disadvantaged students. So as to accurately 

determine some of the chief differences and similarities between the teachers’ composite 

SID and the superintendent’s SID, quotes from teachers and the superintendent are 

incorporated into the body of this section.

One of the glaring differences between the superintendents’ SID and the focus 

group SID is the affinity of administration as the primary driver. Specifically, in the 

superintendent’s SID, it is abundantly clear, by its’ mere position in the system, that the 

administration, district and campus, drives all decision-making as it relates to the factors 

that either facilitate or impede the achievement of the economically disadvantaged 

student population. Superintendent, Dr. Folks explains,
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The district and the campus level administration decide what programs and 
initiatives are going to be there to help these kids. 

Additionally, Dr. Folks describes the impact on positive support from the programs and 

initiatives implemented on the campus. He states,

The attitude the district and campus has, in terms of support for programs and the 
implementation of programs, contributes to the positive kinds of support 
mechanisms for economically disadvantaged kids. 

In short, the district and campus leadership drives the program and initiatives which 

influence the positive support systems employed to address concerns surrounding the 

achievement of economically disadvantaged students, as illustrated below.

8. 
Administration

7. Positive 
Support

3. Programs & 
Initiatves

Similar to the superintendent’s SID, the focus group SID identifies administration

as a primary driver, but unlike the superintendent’s SID, the focus group SID 

acknowledges the influences of the following factors on administration decision-making: 

parents, outside factors, and prejudices, as displayed below:
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To elaborate, the secondary teachers contend,

Though parents can affect the administration, I don’t think this happens as often 
as it should with the economically disadvantaged parents. You see it with others 
though where the parents are advocates, it makes a big difference in what they 
get.  Some of our economically disadvantaged kids need a squeaky wheel. A 
parent can support the administration or fight them tooth and nail.  I think that 
parents, the way that they deal with things affects administration which then 
affects the decisions made by administration. They can say, ‘whatever you want 
to do that you think will be helpful’ if they trust the administration. The 
administration can intimidate the parent and the parent can intimidate the 
administration. 

In addition to the degree of parent involvement playing a role in administrative decision-

making, administrative level decision-making is also influenced by the prejudices held by 

educators, both teachers and administrators themselves. The teachers explain,

Prejudice drives administration. In some cases, expectations are built on their 
prejudices. You expect bad behavior because that is where these kids are coming 
from. And if you have that kind of attitude, you’re likely going to get it. So 
prejudice drives the administration and their expectations. We don’t know all 
administrators and their beliefs and philosophies. Prejudice affects what the 
administration does with some students. I think that sometimes our human nature 
gets ahead of us and that’s how it affects it. I believe that prejudice is going to 
influence administration, both at the campus and district.  The judgments will 
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influence the decisions that are made. The prejudices of those people that are in 
administration are going to influence the decisions that are made. I think prejudice 
can affect the administration because the administration is made up of people who 
can have the prejudices that society has. 

Dr. Folks, indeed, acknowledges how prejudices held by educators can play a role 

in student success, but focuses primarily on the prejudices held by teachers. He explains, 

Some people have the feeling that people can’t be successful because they are not 
coming from the kind of background that they think a kid should come from to be 
successful. It’s almost like stereotyping particular kids. This kid is poor, he can’t 
be successful. This kid is Black; he can’t be successful. This kid, this is the fourth 
time this kid has moved this year, that kid can’t be successful.  I think teachers 
have developed those attitudes for whatever reason, through the years, and I think 
that’s many times a big factor with some teachers.  It’s the attitude that teacher 
has towards that kid. Teachers who teach in schools with large numbers of lower 
socio-economic kids can’t have those prejudices.  

With respect to how, and if, prejudices affect educational leadership, or administrators, 

Dr. Folks maintains,

There’s no doubt that there has been some prejudice probably through the years 
on the part of campus leaders and district leaders about just the attitude that these 
kids can’t be successful.  I hope that it’s not at Northside.

Though both systems acknowledge the role that prejudice plays in the

achievement of economically disadvantaged students, the focus group SID displays the 

primary driving force and direct influence that prejudices play in the leadership aspect of 

administration and on the system as a whole, as shown below: 
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Similar to the focus group SID, the superintendent SID recognizes the affinity of 

prejudice as a driver; however, the superintendent’s SID lists prejudices as a secondary 

driver as opposed to a primary driver. That is, the focus group SID identified prejudices

as a fundamental cause or source of influence in the system, while the superintendent’s 

SID displays prejudices as a relative cause influenced by those affinities in the primary 

zone, or the primary drivers. Additionally, in contrast to the focus group system, the 

superintendent system describes how administration influences the prejudices held by 

educators, as illustrated below:
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The differences may stem from a difference in perspectives. That is to say, the 

superintendent’s perspective is such that the administration, the leadership provided, 

inspires and shapes the beliefs and philosophies held by their staff, whiles the focus 

group participants, consisting of secondary teachers, affirm that administrators lead and 

are guided by their prejudices, their belief system, and their philosophies. This logical 

explanation raises a valuable question: What measures are being taken to ensure that 

administration, district and campus, are free from prejudices that adversely impact the 

achievement of economically disadvantaged students? After all, their leadership, their 

decision-making, as agreed upon by both the focus group and the superintendent, is a 

primary driving force in the system. Because you can only bring to leadership, what you 

are as a human being, this premise becomes of particular interest.
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Another major difference between the two SIDs is the affinity of parents as a 

primary driver in the focus group SID, but in the superintendent’s SID, it is identified as a 

secondary outcome. According to the focus group SID, with the exception of programs 

and initiatives and positive teaching philosophies, all other affinities are influenced by 

the parents. The teachers explain, 

The parent can affect the outside factor by being in control of what happens on 
the outside. I think parents being involved or not being involved affects the 
factors for children. For instance, a child who is supervised will not get into gangs 
or not get into drugs. Parents are part of the outside factors. Parents have an affect 
on the outside factors.  Outside factors influences quality instructional time 
because the factors at home are going to determine whether or not the student is in
school, whether or not the student is absent more or less, and so whether or not 
the student gets that actual instruction time in the classroom.  Often even students’
thoughts are something from the outside that continue to affect them when they
get in the classroom. A parent basically has the responsibility to make sure their 
kids are groomed well, so to speak or wearing the appropriate clothes.  When the 
kids have certain things that they are wearing a lot of the times teachers think, 
‘why did the parent even buy that’.  A lot of times they don’t even know that they 
have it.  But the parents are influences on the prejudices that are created about the 
student or the prejudices student themselves create.

Contrary to the focus group SID, the superintendent SID notes parents as a 

secondary outcome, which is influenced by the secondary drivers and, in turn, influences 

the primary outcomes. The superintendent SID displays parents influencing outside 

factors, peer relationships, quality instructional time, positive student outcomes, and 

motivation. All other affinities affect the level of parental involvement and 

empowerment. Dr. Folks explains his view,

Certainly if the teacher is limited in some way in how they perform their job, that 
could have an influence on how much that parent is involved, how much they are 
at school, how much they attend programs, how much they call for parent teacher 
conferences.  Prejudices have an impact on parents.  How many teachers have we 
seen demonstrate their prejudices and, as a result, that parent has no use for the 
teacher? If the teacher is positive and believes these kids can learn and be 
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successful, that message is certainly going to be conveyed to the parent. The 
parent is going to say, ‘if the teacher believes my kid can learn then I believe my 
kid can learn’. 

From an administration or leadership standpoint, the relationship is more 

proactive. That is, the belief that leadership shapes or molds the parent involvement and 

empowerment. From a teacher perspective, however, parents can drive the interaction of 

teachers and students and the child’s school experience.

Still another difference in the systems is displayed in the positioning of the 

limiting factors affinity. Specifically, limiting factors is seen as a secondary driver in the 

focus group system, but in the superintendent system it is identified as a secondary 

outcome. The teachers have not only identified limiting factors as a driver, or cause, that 

explains the lack of achievement of economically disadvantaged student, but have placed 

the affinity of administration as having a direct influence on limiting factors, as 

illustrated below:

1. Outside 
Factors 

6. Parents

9. Prejudice 

8. 
Administration

11. Positive 
Teaching 

Philosophies 

7. Positive 
Support

12. Limiting 
Factors

3. Programs & 
Initiatves



316

The teachers explain, 

We can only hope that administration affects limiting factors. That’s the idea.  
Administration can affect the limiting factors, either negatively or positively. 
Either the administration can help you overcome some of the problem areas that 
you might have or the administration can make it worse by ignoring the problems. 
The administration can create limiting factors also. The way the campus 
administration supports teachers affect their limiting factors. Once administration 
understands and identifies what teachers need to work on, they must start doing 
something about it.  Involve people to eradicate or lessen the concerns involved in 
effectively teaching these students. I said that administration can affect both of 
those through programs, through philosophies, through the mission, and through 
hiring.  That’s the job of the administrator - to hopefully create a climate 
conducive to learning to all children, which means we are going to lesson some of 
these prejudices. Administrators can do a whole lot to boost the morale of 
teachers. They can set teachers up to be successful or they can set teachers up to 
be unsuccessful. They can make teachers feel appreciated or not. It is up to the 
administration to put that into place. Administrators are in a position where they 
do have a little more control over what can be done to eliminate or minimize 
those limiting factors with those students. It has a lot to do with the morale, the 
support that you have from your administration. Administration can affect those 
limiting factors by making sure teachers are getting the maximum amount of 
support in their classroom.

The superintendent has documented the limiting factors affinity as an outcome, or 

effect, in the system. Specifically, Dr. Folks has identified limiting factors as influencing 

positive student outcomes, motivation, quality instructional time, and parents. All other 

affinities influence limiting factors, as seen below: 
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Dr. Folks gives explanation, 

Certainly if the teacher is limited in some way in how they perform their job, that 
could have an influence on how much that parent is involved, how much they are 
at school, how much they attend programs, how much they call for parent teacher 
conferences.  I think some of the prejudices create some of the barriers and 
challenges that might limit.  I do think that many times some of the outside factors 
that affect the classroom have more of an influence on some of the things that 
teachers feel that a student can do in terms of achievement. The limiting factor 
could be affected just by the fact that the teacher doesn’t believe that the student 
can be successful based on some of these outside factors. There are a lot of 
teachers that see kids come to them that aren’t from your standard traditional 
family that may think these kids can’t be successful.  I think that there are certain 
challenges or barriers that may affect student achievement there, and if we have 
good support systems in place, then it can help overcome some of those factors.

Yet another distinct difference in the systems is the affinity of positive support. 

The superintendent has identified positive support as a primary driver, or fundamental 

cause, in the system, as opposed to the focus group teachers who collectively decided that 
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positive support is more of an outcome in the equation of academic success for 

economically disadvantaged students by listing it as a secondary outcome. The secondary 

teachers maintain that, 

Positive teaching philosophies can affect positive support because if you have 
those teaching philosophies and if you are practicing what you believe, then that 
support is going to filter its way to the kids or radiate out to the kids. Programs 
and initiatives influence positive support.  If we have the mentor programs, the 
support will be there for the students. Good programs and initiatives can bring 
positive support. If you have those programs and initiatives going strong, it would 
produce the positive support. Positive support influences limiting factors.  If the 
programs are in place and the right teachers are put into the programs that will 
eliminate some of the limiting factors. A limiting factor is teachers not being set 
up for success.

Dr. Folks explains his view on the how positive support lends itself as a primary driver in 

the system,

I think positive support systems affect outside factors that affect the classroom.  I 
talk about some of the support systems that we have in terms of guidance and 
counseling programs, maybe drug programs, tutorial programs, after-school care 
kind of programs, programs or activities where we involve these kids in activities.  
Those are support systems that are there to overcome some of the factors.  We 
also have a lot of positive support systems to help parents learn how to work with 
their child and help their child be successful in school. Positive support systems
can help with motivation. Very simply, if you have the programs and support 
systems in place to help these kids that may be struggling, then it may help to 
increase their motivation.  If we have good positive support systems in our school 
that help teachers, school employees overcome some of the prejudices they may 
have about economically disadvantaged kids, it will show that these kids can be 
successful in the classroom. So, the positive support systems can influence 
prejudices.  

Despite the fact that that there exist many differences between the superintendent 

and focus group systems, there is one definite resemblance: both systems illustrate three 

common primary outcomes in common sequential order. Namely, the affinities of quality 
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instructional time, motivation, and positive student outcomes are shared as the end results 

for both mindmaps, as illustrated below:

4. Motivation
2. Positive 
Student 

Outcomes

5. Quality 
Instructional 

Time

The focus group of secondary teachers explains how motivation is influenced by 

quality instructional time,

You have got to have instructional time that will keep kids motivated. If you have 
the quality instructional time you can motivate them, but again if they can be 
motivated your quality time goes further and beyond. I had said before that the 
quality instructional time affects motivation, because depending on how we 
present and we prepare for lessons dictates how well we can motivate them. Its 
quality - if a kid is having fun and learning or if they is emotionally-driven 
teaching, students are going to be more motivated to learn compared to the 
lecture. Nobody goes to the restroom when you’re having a great lesson. Enough 
said.  Do a good job and they will stick around. 

They go on to explain how quality instructional time affects positive student outcomes,

Instructional time can yield positive student outcomes.  That’s just pretty much 
what it’s all about.  The teacher that does what they are supposed to do that 
engages kids and understands learning styles will definitely create positive 
outcomes, more so than anything. If a class is organized and runs well and there’s 
a sufficient amount of that quality instruction time, then you are going to see 
much more positive student outcomes. The teacher can make the classroom 
positive. If the student feels like time in a classroom is quality time, he will work 
harder and do better. The time that I get to spend in the classroom is going to 
affect the positive outcome of the student.

They further explain how motivation yields positive student outcomes,

A good teacher has to be a good motivator, has to find out how to motivate these 
kids using subtle ways if necessary.  A good teacher believes in them and lets 
them know that which motivates them further.  Maybe they don’t get a lot of 
positive support, maybe they don’t get pats on the back, or maybe they don’t get 
that at home, that’s why they don’t really care.  I think as long as they know that 
somebody cares for them and somebody believes in them that can definitely 
create positive outcomes. The motivation has to be there in order for there to be a 
positive outcome. You can have all the programs up want, but if the kids not 



320

going to do the work, then it’s not going to be helpful. That is the reason why kids 
some kids fail the program and initiatives, because if they practice what they were 
taught at home and don’t practice what they have experience in these programs, it 
isn’t going to work. That is where student motivation comes in.  Students have to 
be motivated to want and do better. Clearly if a child is more motivated, he will 
perform better, he will be in school more often, and he will listen to you more.  If 
students are working with people who are motivated and are motivating them and 
they feel confident, that is going to have an affect on their outcome.  Students 
who are motivated work harder and the outcomes are better. If a student has good 
motivation, then they are going to have positive student outcomes.

Similar in perspective, the Superintendent explains his view on the relationship among 

quality instructional time, motivation, and positive student outcomes,

If a student is motivated to be in school, motivated to do their homework, 
motivated as far as their learning is concerned, that will contribute more to the 
instructional time being quality instructional time.  Although a teacher who is a 
quality teacher is needed to motivate kids.  Whether you have good instructional 
time is dependent upon both kid and teacher. I think quality instructional time 
does affect positive student outcomes.  Good attendance, being there on time, 
good preparation on the part of the student, and good preparation on the part of 
the teacher certainly influences positive student outcomes. The motivation of the 
student, or how well that student is motivated, is going to influence whether that 
student has positive student outcomes.  

In short, there exist significant differences among the systems of the 

superintendent and the focus group of secondary teachers on how we arrive to quality 

instructional time. That is to say, the identification of primary drivers, or fundamental 

causes, and secondary drivers, or relative causes, and the relationship among them may 

be in difference arrangement or sequence in the two SIDs. However, the superintendent 

and secondary teachers agree that all the themes, or affinities, presented play a significant 

role in producing quality instructional, which then generates the motivational level of 

students, and finally produces the student outcome.



321

As to why the differences in the secondary teachers’ system and the 

superintendent system, there could be many reasons. It could simply a matter of 

differences in perspective, a matter of experience, a matter of position, and/or a matter of 

awareness.  Whatever the reasons, the systems speak to the issues that directly and 

indirectly influence the achievement of economically disadvantaged students. 
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Acts of Leadership, or Leadership Elements, Necessary to Producing a High-
Performing Economically Disadvantaged Student Population

Middle School Teachers’ System

Programs Training
Community 
Involvement

District
Climate

School
Climate

Middle School
Focus Group

An Overview: A Brief Tour through the MS System

The acts of leadership, or leadership elements, necessary to producing a high-

performing economically disadvantaged student population in Northside ISD as 

perceived Northside ISD middle school teachers is driven by the district’s climate and 

its’ commitment to economically disadvantaged students. The district’s climate shapes 

the school climate which includes the staffs’ philosophies/beliefs and practices. In turn, 

the school climate influences the effectiveness of the programs and initiatives established 

to address the needs of economically disadvantaged students. With such programs in 

place, training is requisite. The programs implemented dictate the content of the training, 

which includes appropriate staff development concerning research-based, effective 

strategies, initiatives, and philosophies. The level of community involvement, including 

that involvement from parents, is the outcome of the system. 
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High School Teachers’ System

Target 
Population

Staff 
Development

Support 
Services

Parent 
Involvement

High School
Focus Group

An Overview: A Brief Tour through the HS System

The acts of leadership, or leadership elements, necessary to producing a high-

performing economically disadvantaged student population in Northside ISD as 

perceived Northside ISD high school teachers is driven by staff development. Staff 

development consists of the appropriate training with regard to research-based, effective 

strategies, initiatives, and philosophies. Staff development affects the support services, 

which include fiscal, personnel, programs, and initiatives, whose focus is enhancing the 

performance of economically disadvantaged student population drive how the 

economically disadvantaged student population is targeted. Targeting the population

refers to the increase of awareness among school personnel regarding what is means to be 

an economically disadvantaged student and understanding the factors that influence the 

achievement of the economically disadvantaged child. Ultimately, the level and depth of 

parental involvement is affected.

Affinity Naming: Comparing MS and HS Systems

The middle school teachers and the high school teachers identified 5 and 4 

leadership elements, respectively, as necessary to producing a high-performing 

economically disadvantaged student population. However, there exist some 
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commonalities between the two sets of affinities. Specifically, both identified training or 

staff development, programs or support services, and parent or community involvement as 

central leadership components to the performance of economically disadvantaged 

students. While the names of affinities might be slightly dissimilar, the meanings of the 

respective affinities are comparable.

While there are significant resemblances between the sets of affinities developed 

by the middle school group with that of the high school group, there are some distinct 

differences. For example, the middle school group identified the district and school 

climate as decisive in setting the leadership wheels in motion, in a manner of speaking. 

The high school group did not explicitly list the district or school climate, but did speak 

to it throughout all the affinities named, particularly with the affinity of target 

population, which involves the understanding of the student population and the emphasis 

placed on the economically disadvantaged student population by both the district and 

campus.  

All told, though there are some noticeable variations in the naming of the 

affinities, the meaning or value of the sets are, to a large extent, comparable; in spite of 

that, the systems produced reveal some distinctive contrast.

Interpretive Comparisons of Composite Systems: MS and HS Systems

There are a number of differences and similarities between the middle school 

teachers’ composite SID and the high school teachers’ composite SID, as it relates to the 

acts of leadership, or leadership elements, necessary to producing a high-performing 

economically disadvantaged student population. The following section highlights some 
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major differences and similarities between the two SIDs. So as to accurately determine 

some of the main differences and similarities between the teachers’ composite SIDs, 

quotes from the middle and high school teachers are incorporated into the body of this 

section.

Unlike the high school system, the middle school system focuses on the direct 

influence between the district climate and the school climate as critical in establishing the 

concentration on economically disadvantaged students. As the authority in school 

leadership, the district sets the tone for the schools to follow as it relates to the 

achievement of economically disadvantaged students. The district emphasis either 

encourages or discourages the school’s focus on the needs of economically disadvantaged 

students. The middle school teachers explain their view,

School district climate affects the schools climates and the campus expectations.
The principal and administrators set the tone. I think poverty is a very complicate 
issue. It all comes down to the willingness and the support that the district has for 
the school which obviously influences our school climate. If we feel supported by 
the district, then we have more positive outlook on teaching and on our school, 
which reflects our climate. If the district is positive about all these different 
things, then we get all excited and we work harder for it. Sometimes we can do a 
lot of wonders in the school and the recognition doesn’t appear, then we say, what 
did we do all of this for? Look at our kids they weren’t recognized either. How 
the district feels, believes sets the tone which trickles down to the schools. We 
need to realize that these students are coming from situations where they haven’t 
had the same experiences as others and we need to provide them with some of 
those experiences. I don’t really think that there is a lot happening right now on 
the part of the district or at least not enough, or at least not a lot that I’m aware of. 

Middle school teachers maintain that leadership, at the district level and at the

campus level, is integral to the achievement of economically disadvantaged students.  In 
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addition, they describe the type of leadership and teacher characteristics needed to move 

to that next level of achievement for economically disadvantaged students. They insist, 

Having inspiring, leaders who aren’t just old school leaders but, when I say old 
school leaders, I mean leaders that don’t just have this power, this sense of power, 
this is what we’re going to do, the power theory style of leadership. I think that 
when you have more of a humanistic style of leader who involves other people 
and who asks for input and actually starts looking at where you are going to place 
teachers and what teachers actually work well with certain populations of kids.  I 
think that is going to make a lot of the difference.  So it’s just that role of 
instructional leadership becomes all the more important for an administrator,
because it’s this whole subset and it starts by raising awareness. You need certain 
teachers need to be working with economically disadvantaged student; they need 
the best teachers; they need the most patient teachers; they need the teachers that 
aren’t going to give up on them; they need the teachers that are open with them
and will be strict with them and enforce that structure but still have a sense of 
humor.  You won’t be able to do this job for very long if you don’t have a sense 
of humor.  Schools that have high economically disadvantaged populations have a 
high turn-over of teachers and administrators. 

While the high school teachers acknowledge the district climate as a factor to the 

achievement of economically disadvantaged students, they do not devote a category to 

this theme. Instead, the district influence is woven into the school climate which more 

directly affected each of the four affinities: staff development, support services, target 

population, and parent involvement. Therefore, the district climate is a subtle common 

thread throughout each of the affinities; it is not direct primary influence on the system. 

Instead, the high school system concentrates on school leadership and campus 

opportunities; almost describing each high school as a separate school entity with remote, 

indirect influence from the district. They explain, 

Target population is important to acts of leadership, because the support services 
are the leadership. That’s where the leadership is going to be manifested in terms 
of support services. That’s why you have the support services. Support services 
and programs for the students and parents are going to have an influence over the 
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parents’ involvement.  If they are more comfortable, they are more willing to 
come around and be involved with the school and with the students. You’ll get 
more parents involved when the support services are working, so review them.
The right support could encourage and increase parent involvement and parents’ 
ability to get students involved too. The support services are the means of getting 
parent involvement.  You are going to have come up with programs for the 
parents as well as programs for the students.  You have to get them to buy into it 
because they are important.

The high school teachers lay emphasis on the selected staff development as 

providing the primary driving force for the leadership system. Staff development

influences the support services, target population, and the level of parental involvement. 

The high school teachers explain that the level of student success depends on who is 

involved in the providing and implementing of support services which will dictate if and 

how the population is targeted. They explain how staff development is the driver in the 

system,

Staff development can help us to target the population. Staff development 
influences the target population. That goes back to the understanding of the 
criteria, understanding of the individual factors that come into play with those 
disadvantaged students and how that works.  Staff development influences the 
target population, because you wouldn’t know a lot of poverty kids unless you, 
and I’m just speaking from experience, went through Ruby Payne’s workshop. 
Once we’ve targeted the population you might have some better ideas for staff 
development.  

They go on to explain how staff development drives support services, 

Staff development influences the support services you are going to get.  Looking 
at the staff development where we bring in the teachers to provide those support 
services, whether it’s the tutoring, the mentoring, any additional programs to 
support the students and the parents that come from the staff development. Figure 
out what kind of support services you need. You have to get the staff development 
in order to have people buy into it and be willing to teach, fund it, all those kinds 
of things.  

Finally, they explain how staff development influences the level of parental involvement,
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Staff development influences parent involvement, because you are going to use 
different strategies that work with kids and parent involvement is going to show 
up. Staff development might lead to more parent involvement if we learn how to 
contact parents and how to approach them. 

Contrary to the view of the high school system who indicates staff development

sets in motion the process, the middle school teachers consider training to be more of an

outcome in the process, affected by district climate, school climate, and the programs. 

They explain, 

The district climate, what the district expects, is going to determine what teachers 
need to be in order to be trained. If the district says you need to have x amount of 
credit in poverty training, then teachers will have to do it. The district sets up the 
expectations. Once the district determines what direction they are going to go, the 
training will follow.  School climate influences the training that the district, 
school gives.  Training is necessary. The areas that are necessary are the areas we 
get trained on. School climate can affect the training. Our school climate affects 
the type of training that we’re going to get. The training can affect how we’re 
going to perceive those problems. Whatever programs you have, you are going to 
need the training to go along with it. Programs influence training because our 
programs have necessitated training. Programs will determine the type of training
necessary and how well they get trained.  You have to know what you need to be 
trained on, what programs you need, in order to get trained.

Additionally, the middle school teachers display programs as a driver to the 

training selected and implemented at the campus level, whereas the high school system 

describe staff development as influencing the support systems implemented. The middle 

school teachers claim, 

Whatever programs you have, you are going to need the training to go along with 
it. Programs influence training because our programs have necessitated training.
Programs will determine the type of training necessary and how well they get 
trained.  You have to know what you need to be trained on, what programs you 
need, in order to get trained.
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Contrary to the middle school teachers, the high school teachers believe staff

development drives the support services employed at the school. They maintain, 

Staff development influences the support services you are going to get. Looking 
at the staff development where we bring in the teachers to provide those support 
services, whether it’s the tutoring, the mentoring, any additional programs to 
support the students and the parents that come from the staff development. Figure 
out what kind of support services you need. You have to get the staff development 
in order to have people buy into it and be willing to teach, fund it, all those kinds 
of things.  

So, should staff development/training be a precursor to the selection of programs

or support services? That is to say, should staff development/training be a driver or an 

outcome in the leadership system? Because it takes a sound knowledge-base to make 

informed decisions as to which programs or services to implement, staff development, 

training, or research, should continually precede the selection of programs particularly at 

the district and campus level involving those who decide upon which programs and 

services to employ. Undoubtedly , staff development will be required after the selection of 

the programs and services to be implemented, particularly training for the staff.

A common point between the middle school teachers’ system and the high school 

teachers’ system is the resultant or primary outcome of community involvement or parent 

involvement. The high school teachers explain,

Those are the parents that you are going to have to get involved.  The students 
that you target, the students that you focus on, you are going to have to get those 
parents involved.  Those are the parents that seem to be the least involved 
oftentimes, for a variety of reasons. Determining the difference between the 
parents of the economically disadvantaged students and the rest of the students, 
the difference on the parent involvement, is something that should be considered 
thoughtfully.  We were talking about the distinctions about that and that came 
back to the barriers, like language barriers, and the other factors that prevent the 
parents from becoming more involved.  If we can target the population, come up 
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with ideas to reach the parents, and get them more involved, which would benefit 
the students. 

Similarly, the middle school teachers maintain, 

Training affects community involvement, very definitively. Teachers have to 
some sort of training that teaches teachers that in the low economic poverty 
group, community involvement and parental involvement do not come naturally.  
Teaching teachers that being a part of the community can help build a relationship 
with the student is important. If the parents and the students see the teachers are 
actively trying to understand the community, there would be a better relationship.
I need some training on how to get parents in and just giving up on my open 
house isn’t effective, it’s not a positive thing. Training can affect the community 
involvement, because depending on the training we are creating, we can get the 
community involved. Training influences community involvement, because 
without the proper training, even if you have proper training but if it doesn’t go 
over good, then it doesn’t effectively reach out to the community.  

Why the differences between the two systems? The reasons could be as simply as 

to suggest a difference in perspectives or a difference in opinions, or the differences 

could propose variations in the level of freedom in the campus leadership at the middle 

school level to that of high school. That is, the middle school system originates with the 

district’s vision being the primary driver, illustrating a more direct influence between the 

district’s climate and the school’s climate. On the contrary, the high school system seems 

to focus on the campus leadership implementing the necessary staff development, support 

services, which dictates the level at which the campus targets the population and, thus, 

provides opportunities for parent involvement.  
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Superintendent’s Perspective on the Middle School Scheme

Superintendent
Middle School

Community 
Involvement

District
Climate

Programs Training
School

Climate

An Overview: A Brief Tour through the System

The acts of leadership, or leadership elements, necessary to producing a high-

performing economically disadvantaged student population in Northside ISD as 

perceived by Northside Superintendent Dr. John Folks, utilizing the affinities developed 

by Northside ISD middle school teachers is driven by community involvement. The level 

of community involvement, including that involvement from parents, influences the 

district climate and its’ commitment to economically disadvantaged students. This 

commitment translates into programs and initiatives established to address the needs of 

economically disadvantaged students. With such programs in place, training is requisite. 

Training, consisting of the appropriate staff development concerning research-based, 

effective strategies, initiatives, and philosophies is subsequently affected. The school’s 

climate, which includes the staffs’ philosophies/beliefs and practices is the outcome of 

the system.
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Superintendent’s Perspective on the High School Scheme

Support 
Services

Parent 
Involvement

Target 
Population

Staff 
Development

Superintendent
High School

An Overview: A Brief Tour through the System

The acts of leadership, or leadership elements, necessary to producing a high-

performing economically disadvantaged student population in Northside ISD as 

perceived by Northside Superintendent Dr. John Folks, utilizing the affinities developed 

by Northside ISD high school teachers is driven by support services. The support 

services, including fiscal, personnel, programs, and initiatives, whose focus is enhancing 

the performance of economically disadvantaged student population drives the level and 

depth of parental involvement and empowerment. Target population, referring to the

increase of awareness among school personnel regarding what is means to be an 

economically disadvantaged student and understanding the factors that influence the 

achievement of the economically disadvantaged child, is subsequently influenced. 

Ultimately, staff development, consisting of the appropriate training with regard to 

research-based, effective strategies, initiatives, and philosophies is effected.  
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Comparison View: Middle School Teachers & Superintendent Systems

Programs Training
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Middle School
Focus Group

Superintendent
Middle School

Community 
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District
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School
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Interpretive Comparisons of Composite Systems: MS and Superintendent

There are a number of differences and similarities between the middle school 

teachers’ composite SID and the superintendent’s SID, as it relates to the acts of 

leadership, or leadership elements, necessary to producing a high-performing 

economically disadvantaged student population. The following section highlights some 

key differences and similarities between the two SIDs. So as to accurately determine 

some of the main differences and similarities between the SIDs, quotes from the middle 

teachers and the superintendent are incorporated into the body of this section.

The most striking difference between the two SIDs is that the superintendent 

system originates with the community involvement affinity while the middle school 

teacher’s system concludes with the community involvement affinity. The superintendent 

views the level of community involvement as the driving force in the leadership system. 

Dr. Folks maintains, 
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How much community involvement you have, what parents are saying about 
achievement and what the business community is saying about achievement 
affects what we’re doing as a district, which, in turn, has an influence on what we 
set as far as expectations.  

Additionally, he elaborates on how community involvement shapes the programs

implemented in the district,

The community involvement influence the programs, particularly  when you are 
talking about the involvement of the business community and their expectations 
in terms of student achievement and what they want in students as they graduate 
from high school.  So, the community involvement influences the programs that 
we may have in the district, which ultimately influences the kind of training or 
staff development that we provide. 

Further, the superintendent describes how community involvement affects the school 

climate,

How involved the parents are in the schools will help the teachers and the 
administration at the campus level better understand and accept the fact that these 
parents want their kids to be successful.  Many times teachers will say the parents 
of these kids never want to get involved; they never want to do anything which
contributes to a negative climate in the school towards economically 
disadvantaged kids.  If there is strong community involvement, then it more 
portrays a positive image. The community in schools program certainly helps 
supply a more positive school climate for many of our lower socio-economic 
schools.  

The middle school teachers, on the other hand, describe community involvement is 

the resultant of the leadership system. They explain,

Teachers have to some sort of training that teaches teachers that in the low 
economic poverty group, community involvement and parental involvement do 
not come naturally. Teaching teachers that being a part of the community can help 
build a relationship with the student is important. If the parents and the students 
see the teachers are actively trying to understand the community, there would be a 
better relationship. I need some training on how to get parents in and just giving 
up on my open house isn’t effective, it’s not a positive thing. Training can affect 
the community involvement, because depending on the training we are creating,
we can get the community involved. Training influences community involvement, 
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because without the proper training, even if you have proper training but if it 
doesn’t go over good, then it doesn’t effectively reach out to the community.  

The difference in how community involvement is viewed is a matter of perspective 

or position. As superintendent, Dr. Folks must gauge the needs of the community on a 

recurrent basis so as to implement programs and initiatives that will seek to address the 

concerns or needs of the community. In contrast, the middle school teachers’ leadership 

system aims at bringing the community into the schools and helping to establish that 

school-community relationship that is critical to the success of a district. The fact that the 

teachers placed community involvement as an outcome, while the superintendent placed

it as a driver is anticipated. That is, ideally one would hope that the communities’ needs

concerns would be primarily addressed by the respective campuses, their most direct 

connection to the school system; subsequently, the superintendent basis his decision-

making on the needs and concerns of the community. This recurrent cycle is critical to 

effectively addressing the present needs/concerns of the community. This begs the 

question, however, what measures are in place, at both the district and campus levels, to 

ensure that the needs and concerns of the economically disadvantaged community are 

being heard, particularly since we know from the data and experience that the 

economically disadvantaged community is not often represented during school advisory 

teams or such. Consequently, if the needs of the economically disadvantaged community, 

students and parents, are not being fully heard, then the probability of effectively 

addressing their needs and concerns is slim to none.

A key similarity between the superintendent’s system and the middle school 

teachers’ system is the influence of programs on the training selected. Both the 
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superintendent and the middle school teachers agree that the programs developed and 

implemented precede the staff development or training selected. Dr. Folks explains his 

view,

The programs that we have, in many ways, are going to dictate the training and 
the staff development that we have in the district.  We try to find programs that 
will help us know what to do to enhance the achievement of economically 
disadvantaged students.  One of the big things is the focus of staff development 
and people to implement those programs. At the local level I think there is some 
involvement there, probably its more district involvement.

Similarly, the middle school teachers assert, 

Whatever programs you have, you are going to need the training to go along with 
it. Programs influence training because our programs have necessitated training.
Programs will determine the type of training necessary and how well they get 
trained. You have to know what you need to be trained on, what programs you 
need, in order to get trained.

Again, this brings to mind the question posed above, should staff 

development/training be a precursor to the selection of programs or support services? 

That is, should staff development/training be a driver or an outcome in the leadership 

system? The implementation of programs, initiatives, and/or support services require 

funds, personnel, among other factors, and prior to investing the energy and resources on 

programs or services that may not have significant documented success with the 

economically disadvantaged student population or which may only be in place 

temporarily, it would behoove administration to gain the professional growth necessary to 

make such informed decisions based on sound research, as opposed to ‘jumping on the 

bandwagon’ with the next best educational fad which is all too often done in education.
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Making informed decisions and making a commitment to the programs and/or services is 

requisite.

Another distinct difference in the two systems lies in the affinity of school 

climate. Specifically, the superintendent documents school climate as the primary 

outcome in the leadership system, while the middle school teachers identify school 

climate as the driving force in the system, influenced only by the district climate. 

The middle school teachers explain that the focus on the achievement of 

economically disadvantaged students is determined by the school climate, which, in turn, 

influences all other leadership elements put into practice at the campus. They explain, 

School climate affects programs. Because the school climate is a positive attitude 
and it is saying, these kids could get that homework done if we provided time for 
them so that is what you do. And so it wasn’t home work center affects the school 
climate. Whatever your school population of economically disadvantaged kids is 
that will affect the kind of programs you need to have in place. If the school 
values the program, then it puts forth the resources to support the program. Based 
on what’s happening, based on the nature of the teachers, based on the way things 
are, how safe everybody feels, how secure things are on campus, once you take 
your polls, then you are going to build your programs.  Whether it’s a school-wide 
discipline program, after-school enrichment program, it’s all going to be funnel to
school climate.

Additionally, they describe how school climate affects training and community 

involvement, 

The school climate influences the training that the district, school gives.  Training 
is necessary. The areas that are necessary are the areas we get trained on.
School climate can affect the training. Our school climate affects the type of 
training that we’re going to get. The training can affect how we’re going to 
perceive those problems. School climate affects the community involvement.  If 
the community doesn’t feel like they can come into that school, that school is 
open to them, they won’t help.  The school climate affects the community 
involvement because the school invites them and brings them in to make them 
aware. Parents won’t come in if there is not an open door policy for the parents.
Definitely, you make that as part of a mission statement, or part of your campus
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vision or mission, that you are going to involve the community, whether it’s 
through having community garage sales or whether it’s through having family 
nights or cleaning up graffiti, or service learning. It is built into your climate, and
that will help with the community involvement. The positive aspect and the 
openness of the school climate will influence the community involvement and 
how comfortable they feel in coming around. The school must encourage this
community to be involved.

Conversely, Dr. Folks clarifies how school climate is the outcome of his 

leadership design which originates primarily with the district climate,

Through leadership, you set the mission of the district, the tone of the district, the 
expectations that the district has of campuses which are going to influence the 
school climate as far as attitudes and beliefs, programs, staff development, 
enrollment in GT programs, advanced placement classes, discipline referrals, 
special education, the list goes on.  The district has eluded the high performance 
status for economically disadvantaged students can be attributed to the attitude 
and the belief system that may have existed.  I think we made very good gains in 
what we’ve done, but I would ask the question, ‘where would we be with those 
numbers if we hadn’t of put that emphasis there’.  Although the numbers are not 
where we would like for them to be and where we probably think they should be, 
we are doing some things to help economically disadvantaged kids.  We have 
narrowed the gap in the achievement between the White population and the 
economically disadvantaged population.  By narrowing that gap, it tells me that 
we are making some of the gains that we need to make, but I would also add that 
as a district, as our percentage as far as demographics is concerned, three years 
ago we were forty percent economically disadvantaged and today we’re almost 
fifty percent economically disadvantaged.  We’re getting more numbers of 
economically disadvantaged kids.  

The programs selected by the district helps to set the tone at the schools. Dr. Folks 

explains,

The programs that the district has are going to influence the kind of climate and 
the attitudes that the teachers have about these kids being successful. They realize 
they are getting the support or getting the things that they need in order to work 
with the economically disadvantaged kids at the campus level. 

Dr. Folks further explains that programs  dictate the training needed and how that impacts 

the school climate, 
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The training, generally, that is given in terms of staff development and programs 
is taking place because it is a district undertaking as one of their initiatives which
hopefully will influence the climate on that campus in terms of providing help 
those teachers and staff. Programs like, the read 180 program, the community in 
schools program, and after-school tutorial programs are going to help us help 
these kids be successful. Therefore by the training that is being received, it’s 
improving and influencing the local school climate.  

The difference in how school climate is viewed is a matter of perspective or 

position. As superintendent, Dr. Folks must hope that the leadership at the district level 

will ultimately positively influence the school climate at all campuses. In contrast, the 

middle school teachers’ leadership system originates with the school climate as a driver 

to the system. The fact that the teachers placed school climate as a driver, while the 

superintendent placed it as an outcome is anticipated is the preferable sequence. 

That is, ideally one would hope that the school climate would influence decision-making 

at the campus level, while at the superintendent level, his focus is to inspire the school 

climate so as to be consistent with the district’s vision. This recurrent cycle is critical to 

effectively shaping a school climate this is conducive to success for the economically 

disadvantaged student.
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Comparison View: High School Teachers and Superintendent Systems
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Interpretive Comparisons of Systems: HS and Superintendent

There are a number of differences and similarities between the high school 

teachers’ composite SID and the superintendent’s SID, as it relates to the acts of 

leadership, or leadership elements, necessary to producing a high-performing 

economically disadvantaged student population. The following section highlights some 

significant differences and similarities between the two SIDs. So as to accurately 

determine some of the main differences and similarities between the SIDs, quotes from 

the high teachers and the superintendent are incorporated into the body of this section.

The most glaring difference between the high school teachers’ SID and the 

superintendent’s SID is the placement of the staff development affinity. Namely, the high 

school system originates with the staff development affinity while the superintendent’s 

system concludes with the staff development affinity. That is to say, the high school 

group of teachers identifies staff development as a driver, or cause, in the leadership 
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elements necessary to producing a high-performing economically disadvantaged student 

population. The high school teachers explain how staff development drives their support 

services, 

Staff development influences the support services you are going to get.  Looking 
at the staff development where we bring in the teachers to provide those support 
services, whether it’s the tutoring, the mentoring, any additional programs to 
support the students and the parents that come from the staff development. Figure 
out what kind of support services you need. You have to get the staff development 
in order to have people buy into it and be willing to teach, fund it, all those kinds 
of things.  

The teachers go on to explain how staff development influences target population and 

parental involvement, 

Staff development can help us to target the population. Staff development 
influences the target population. That goes back to the understanding of the 
criteria, understanding of the individual factors that come into play with those 
disadvantaged students and how that works.  Staff development influences the 
target population, because you wouldn’t know a lot of poverty kids unless you, 
and I’m just speaking from experience, went through Ruby Payne’s workshop; 
there’s a lot of things in there you just don’t think of. It’s like the analogy of 
having a blind kid in your class, and sometimes you make statements, like ‘I’ll see 
you later’ and ‘can you see how we did that? Once we’ve targeted the population 
you might have some better ideas for staff development.  

Staff development influences parent involvement, because you are going to use 
different strategies that work with kids and parent involvement is going to show 
up. Staff development might lead to more parent involvement if we learn how to 
contact parents and how to approach them.  Staff development fits the target 
population. Having the teachers aware of the parents that they are going to be 
dealing with, having a better understanding of how they can target those parents, 
how they can make them feel comfortable, that has to come from the staff 
development.  

Alternatively, the superintendent recognizes staff development as an outcome, or 

effect, of the leadership system. Dr. Folks describes how staff development is influenced 
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by the support services, the degree of parental involvement, and how the economically 

disadvantaged student population is targeted, 

The support services that we have for those kids will probably dictate the kind of 
staff development that we have.  If we are providing a good drug counseling 
program, or something like that, we need staff to be aware of it. If they have 
students in their classroom that need this help, what they do and how they get the 
people to those particular services and programs.  

The degree of involvement of parents is going to influence staff development.  If 
we don’t have parents of economically disadvantaged student involved in ways 
that we want them involved at the high school, then we’ve got to provide staff 
development programs that will help teachers and administrators do a better job of 
getting those parents involved.  In short, B affects A in terms of the degree of 
parental involvement many times will dictate some of the things we do in staff 
development.  

Whatever the needs of secondary high school teachers are surrounding their work 
with that target population will dictate what we do in terms of staff development.  
For example, that may be in learning more about the characteristics of those kids; 
it may be learning more about how to structure their classroom and their lessons 
to address those children; how to differentiate instruction.  If we have staff 
development on the programs, that we might effectively b e able help those kids.  

The difference in how staff development is viewed is a matter of perspective or 

position. As superintendent, Dr. Folks must hope that the leadership at the district level 

will ultimately positively influence the staff development implemented at all campuses. In 

contrast, the high school teachers’ leadership system originates with the staff development

as a driver to the system. The fact that the teachers placed staff development as a driver, 

while the superintendent placed it as an outcome is anticipated, because from an 

administrative perspective, this is exactly what you would desire – that teachers are 

shaped by the staff development selected by the district leadership. 
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A distinct similarity between the two systems involves the placement of the target 

population affinity. That is, both SIDs identify target population as a secondary outcome 

in the system. Superintendent Dr. Folks explains his perspective,

Support services are going to affect the target population.  The more support we 
have to give to these kids to help them be successful, the more successful they are 
going to be. Parental involvement can affect target population, because the more 
parents are involved in working with the teachers to understand some of the 
difficulties they have and some of the issues that children are dealing with, then 
you are going to have more influence in creating the teacher understanding that 
targets that population or understands the child.  

Similarly, the high school group maintains that target population is affected by staff 

development and support services, but influences the level of parental involvement. They 

describe how staff development and support services influence the extent the school 

targets the population, 

Staff development can help us to target the population. Staff development 
influences the target population. That goes back to the understanding of the 
criteria, understanding of the individual factors that come into play with those 
disadvantaged students and how that works.  Staff development influences the 
target population, because you wouldn’t know a lot of poverty kids unless you, 
and I’m just speaking from experience, went through Ruby Payne’s workshop; 
there’s a lot of things in there you just don’t think of. It’s like the analogy of 
having a blind kid in your class, and sometimes you make statements, like ‘I’ll see 
you later’ and ‘can you see how we did that? Once we’ve targeted the population 
you might have some better ideas for staff development.  

Target population is important to acts of leadership, because the support services 
are the leadership. That’s where the leadership is going to be manifested in terms 
of support services. That’s why you have the support services.

Though the superintendent’s system and the high school teachers identify target 

population as a secondary outcome in their leadership system, the relationship between 

target population and parental involvement demonstrates a contrary outlook. That is, the 

superintendent’s system places target population as influenced by the level of parental 
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involvement, while the high school teachers maintain that targeting the population affects 

the level of parental involvement. Specifically, the high school teachers describe how 

targeting the population shapes the degree of parental involvement, 

Target population influences the parents’  involvement. Those are the parents that 
you are going to have to get involved.  The students that you target, the students 
that you focus on, you are going to have to get those parents involved.  Those are 
the parents that seem to be the least involved oftentimes, for a variety of reasons. 
Determining the difference between the parents of the economically 
disadvantaged students and the rest of the students, the difference on the parent 
involvement, is something that should be considered thoughtfully.  We were 
talking about the distinctions about that and that came back to the barriers, like 
language barriers, and the other factors that prevent the parents from becoming 
more involved.  If we can target the population, come up with ideas to reach the 
parents, and get them more involved, which would benefit the students. Target 
identifying and learning to understand.

Dr. Folks reveals how, in his view of leadership, parental involvement determines how 

the population grows to be targeted, 

Parental involvement can affect target population, because the more parents are 
involved in working with the teachers to understand some of the difficulties they 
have and some of the issues that children are dealing with, then you are going to 
have more influence in creating the teacher understanding that targets that 
population or understands the child.  

A Further difference between the two systems is the position of the parent 

involvement affinity. Specifically, the superintendent identifies the parent involvement as 

a driver in the system, while the high school teacher’s recognize parent involvement as 

the primary outcome is their system. The high school system recognizes all other 

affinities, staff development, support services, and target population, as affecting the 

parental involvement. The following passages account for their perception, 

Staff development influences parent involvement, because you are going to use 
different strategies that work with kids and parent involvement is going to show 
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up. Staff development might lead to more parent involvement if we learn how to 
contact parents and how to approach them.  Staff development fits the target 
population. Having the teachers aware of the parents that they are going to be 
dealing with, having a better understanding of how they can target those parents, 
how they can make them feel comfortable, that has to come from the staff 
development.  

Support services and programs for the students and parents are going to have an 
influence over the parents’ involvement.  If they are more comfortable, they are 
more willing to come around and be involved with the school and with the 
students. You’ll get more parents involved when the support services are working, 
so review them. The right support could encourage and increase parent 
involvement and parents’ ability to get students involved too. The support 
services are the means of getting parent involvement.  You are going to have 
come up with programs for the parents as well as programs for the students.  You 
have to get them to buy into it because they are important.

Target population influences the parents’  involvement. Those are the parents that 
you are going to have to get involved.  The students that you target, the students 
that you focus on, you are going to have to get those parents involved.  Those are 
the parents that seem to be the least involved oftentimes, for a variety of reasons. 
Determining the difference between the parents of the economically 
disadvantaged students and the rest of the students, the difference on the parent 
involvement, is something that should be considered thoughtfully.  We were 
talking about the distinctions about that and that came back to the barriers, like 
language barriers, and the other factors that prevent the parents from becoming 
more involved.  If we can target the population, come up with ideas to reach the 
parents, and get them more involved, which would benefit the students. Target 
identifying and learning to understand. 

Contrary to the opinion of the teachers, Dr. Folks views parental involvement as a 

driver in his leadership system. Specifically, parental involvement influences how the 

population is targeted and the staff development implemented. Dr. Folks give details 

surrounding his analysis, 

Parental involvement can affect target population, because the more parents are 
involved in working with the teachers to understand some of the difficulties they 
have and some of the issues that children are dealing with, then you are going to 
have more influence in creating the teacher understanding that targets that 
population or understands the child.  
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The degree of involvement of parents is going to influence staff development.  If 
we don’t have parents of economically disadvantaged student involved in ways 
that we want them involved at the high school, then we’ve got to provide staff 
development programs that will help teachers and administrators do a better job of 
getting those parents involved.  In short, B affects A in terms of the degree of 
parental involvement many times will dictate some of the things we do in staff 
development.  

What accounts for the differences in the placement of parental involvement and 

the relationship between parent involvement and target population? Certainly, the 

administrative perspective versus the teacher perspective is a critical factor in the equation, 

in a matter of speaking. To be precise, the superintendent’s viewpoint recognizes the role 

of parent involvement in the decision-making of leadership, while the high school teachers 

appreciate that the campus’ intensity surrounding the concentration on economically 

disadvantaged students will determine the degree to which these parents will become 

involved.

How do Factors that Influence Relate to Acts of Leadership?

The third research question in this study poses the following inquiry: How do 

factors that influence the achievement of economically disadvantaged students relate to 

acts of leadership necessary to producing a high-performing economically disadvantaged 

student population? Namely, how do the 12 affinities that influence, facilitate or impede, 

the achievement of economically disadvantaged students in the Northside district, 

developed by the secondary group of teachers, relate to the 5 and 4 acts of leadership 

necessary to producing a high-performing economically disadvantaged student 

population as formed by middle and high school teachers, respectively. 
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The leadership elements identified permeate each of the factors listed to as 

influencing the achievement of economically disadvantaged students. The acts of 

leadership are inter-woven in the content of each of the factors that influence; the 

leadership dimensions are a common thread throughout the factors. In other words, one 

or more of the leadership dimensions noted is seen as integral to each of the 12 factors 

recognized as facilitating or impeding the achievement of economically disadvantaged 

students in the Northside ISD. That is to say, if effective leadership is in place, the factors 

that influence the achievement of economically disadvantaged students is affected 

positively, thus facilitating the achievement of students. If, however, the leadership is 

lacking, then the factors will impede or have negative results on the performance of 

students. It should be noted that, on the whole, the factors that influence and the 

leadership dimensions are mutually supporting.

This section highlights some examples of how the leadership themes identified 

are critical to the quality of the influence on the achievement of economically 

disadvantaged students in Northside and details how the factors that influence and the 

leadership dimensions can be inter-reliant.  Throughout, quotes from the teachers and the 

superintendent are incorporated into the body of this segment.

Leadership molds the components, or factors, such as limiting factors, teaching 

philosophies, quality instructional time, prejudices, and support services which directly 

influence the tone for the campus climate, as clarified by the secondary teachers below,

Administration can affect the limiting factors, either negatively or positively. 
Either the administration can help you overcome some of the problem areas that 
you might have or the administration can make it worse by ignoring the problems. 
The administration can create limiting factors also. The way the campus 
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administration supports teachers affect their limiting factors. Once administration 
understands and identifies what teachers need to work on, they must start doing 
something about it.  Involve people to eradicate or lessen the concerns involved in 
effectively teaching these students. I said that administration can affect both of 
those through programs, through philosophies, through the mission, and through
hiring.  That’s the job of the administrator - to hopefully create a climate
conducive to learning to all children, which means we are going to lesson some of 
these prejudices. Administrators can do a whole lot to boost the morale of 
teachers. They can set teachers up to be successful or they can set teachers up to 
be unsuccessful. They can make teachers feel appreciated or not. It is up to the 
administration to put that into place. Administrators are in a position where they 
do have a little more control over what can be done to eliminate or minimize 
those limiting factors with those students. It has a lot to do with the morale, the 
support that you have from your administration.  If you feel like you are being 
supported, if you feel like you can talk to your administration then you, in turn, 
won’t get burn-out or have those limiting. Administration can affect those limiting 
factors by making sure teachers are getting the maximum amount of support in 
their classroom.

Another example of how the leadership shapes the ingredients centers on the 

motivational influence of both the staff and students which, undoubtedly, affects the 

campus climate, target population, staff development, programs, support services, and 

even parent and community involvement, which subsequently affect the district climate. 

Though not all explicitly stated, the leadership elements are seen as pivotal in the 

motivational equation, in a manner of speaking. The relationship between the leadership 

acts and motivation can be seen as mutually supportive. The teachers elaborate on the 

association below,

Administration can motivate students as well as teachers, or teachers as well as 
students with the right attitude and the right support.  Administration, campus and 
district wide, influences the motivation of the students by the decisions that the 
administration makes and implements in the schools. The campus and district 
level affects motivation in dealing with the programs and hiring good teachers.  
Administration can motivate in the way that the campus leadership handles 
situations, discipline, and programs can help create the student motivation.  That 
goes with the district initiatives as well.
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Yet another example is found in the influence administration and their leadership

has on the programs implemented. In the quotation below, teachers illustrate how 

administration influences the programs. Also, noticeable in the passage, though not 

explicitly stated, are the following acts of leadership: target population, training/staff 

development, and support services. All play an integral role in deciphering what 

programs and initiatives to implement. 

Administration affects the programs, because if the administration doesn’t want 
the program or if the district doesn’t think that the program is valuable and viable, 
then there won’t be a program. Administration at the state, district, and national 
levels influence programs and initiatives.  If you are looking at the things that are 
supposed to be happening, then the campus has to go with it.  We are supposed to 
be doing this. We are doing advisory, so this is how we are going to do it.  I said 
just based on kind of the hierarchy that is going to trickle down. That’s what 
leadership does.  The leadership needs to find the programs that are going to 
hopefully fix things long-term and they are going to put effective programs and 
initiatives into place. Good responsive leadership should do that. Administration –
that’s where it starts. Administrations are the ones that help set up the programs. 
They are the ones that set the priorities on the campus and get the money. One 
needs the other. That is, in order to make the programs work you’ve got to have a 
good positive support. Administration affects the programs depending if they are 
the ones who are going to come up with the funds, the facilities, the training, and 
we create the programs. I often think administrators are in a position where they 
can get a lot of those programs and initiatives started.  Maybe not lead it 
completely all the way through but kind of get them going and initiate some 
involvement with staff or with teachers and getting a program off its feet and to 
continue it. Administration in the district tends to influence programs. This is their 
focus and rightly so. I’d like to see more focus at the district level on 
economically disadvantaged students.

Both teachers and the superintendent agree that staff development is key to 

creating, not only an awareness, but comprehension and interest in effectively addressing 

the achievement gap between Northside economically disadvantaged students and their 

peers. The staff development, implemented by the leadership at the district and campus 

levels is vital to the performance of students. Dr. Folks explains,
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Probably one of the most important things in terms of leadership is the providing 
of training and staff development for teachers surrounding the learning, teaching 
strategies, methodologies in working with students who are economically 
disadvantaged.  

The teachers further highlight the importance of staff development and training, 

I think the training is very important - training the teachers on what the 
economically disadvantaged student. How do they learn? What is it that we need 
to do to be able to be successful with these kids? Some teachers are not aware of 
that type of student. They have had no experience, so therefore they have the 
discipline problems. They don’t know how to teach this group of students, 
because they haven’t been trained, so the training is important. Our kids come 
from five feeder schools. This is our area, this is what they have to face, and are 
faced with it everyday, so we have to be properly  trained. I think that is very 
important.  This needs to be the focus for teachers and even administrators. 
Training itself is very important so teachers can understand the different types of 
students that we have, different training, basing it on economically disadvantaged 
students. Getting the teachers to understand how to interact them or different 
ways that we need to focus on those kids and give them the support that they 
don’t have at home is important. With training we need to be knowledgeable 
about our economically disadvantaged kids, and the kind of the baggage they 
have and how it affects them and their learning and their school participation.

In summary, each of the 12 affinities, or themes, identified by the secondary 

group of teachers as factors that facilitate or impede the achievement of economically 

disadvantaged students is nourished by one or more leadership elements produced by 

middle or high school teachers, and, in most cases, the relationship is interdependent, or 

mutually supporting. It’s worthwhile to note, that though the relationship between the 

factors and the leadership elements may be inter-reliant, it is the leadership that provides 

the driving force, the inspiration, in establishing the quality of the relationship between 

the factor that influences and the leadership elements, and, thus, dictates how, positively 

or negatively, and to what extent the acts of leadership will impact the factors that 

influence.
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Revisiting the Literature

The literature review summarized in chapter two outlined major theoretical 

frameworks and streams of thought related to equitable academic success particularly that 

of economically disadvantaged students and their peers; the deficit-thinking model and 

its’ position in the achievement of economically disadvantaged students and students of 

color; critical race theory and its’ influence on education, educators, and educational 

leaders; micropolitical perspectives on equitable academic success and a discussion on 

the micropolitical leadership matrix.  The following section recapitulates major literature 

findings presented in chapter two while it employs quotes from the case study to support 

significant perspectives. Further, this account proposes an improved understanding of the 

educational needs of the Northside ISD economically disadvantaged students in an effort 

to produce high-performing economically disadvantaged students in the Northside ISD.  

Northside Independent School District continues to underscore the significance of 

eliminating the achievement gap between low-income students and their peers. Programs 

and initiatives aimed at providing equity and high-quality educational resources and 

opportunities for all children, regardless of class, have strengthened, particularly in the 

last few years, under the leadership of Superintendent Dr. Folks. Upon his entry into the 

district, Dr. Folks embarked upon addressing the achievement of economically 

disadvantaged students during his first convocation, a subject not significantly addressed 

prior to his leadership. He describes the moment,

I can remember the first convocation, almost a gasp in the air when I showed 
some of the statistics and talked about the education of economically 
disadvantaged kids. This is going to be our focus and this is what we have to look 
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at, these campuses can be exemplary campuses. I can tell you, people didn’t 
believe it, because they had never been talked to about it.  

Northside’s vision is to provide all children, regardless of class or race, with an 

equal life chance, thus it is requisite that it confront and address some very difficult 

issues ingrained within its educational culture that adversely affect the performance of 

economically disadvantaged students. The mission to produce equitable academic success 

for all students, regardless of class or race, necessitates a reform movement underscored 

with democracy, equity, and justice that confronts the causes that generate achievement 

gaps. Cultivating such a culture in the Northside ISD requires that educational leaders 

examine leadership structures, micro-political frameworks, belief and value principles, 

and practices that continue to perpetuate conditions of underachievement among 

economically disadvantaged students. 

The Reality of Murdock’s Demographic Projection in Northside ISD

According to Texas Demographer, Dr. Steve Murdock, demographic projections 

in Texas show that the future of Texas will continue to undergo a major demographic 

transformation resulting in a more ethnically diverse, older, less educated, and poorer 

Texas. Murdock (2003) notes that “while increasing diversity means racial and ethnic 

groups will be represented more equally, there is a potential down side to these 

demographic changes” given that historically many minority groups in urban and rural 

areas of the South have been educationally and economically disadvantaged (Coblentz, 

p.1). Thus, without significant changes in the academic success of economically 

disadvantaged students, “the risk is that without social change, these growing racial and 

ethnic groups will continue with these same disadvantages and impoverishment” 
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(Coblentz, p.1). Northside’s Superintendent Dr. Folks underscores the significances and 

challenges revealed by Murdock’s data, 

Texas Demographer, Steven Murdock, says in a lot of his data, as we continue to 
grow in Hispanic population and grow in numbers of students of low socio-
economic status that is probably the biggest challenge that we have in Texas in 
terms of raising the achievement level of that population.

Among the fastest growing school districts in Texas and in the nation, the 

Northside Independent School District continues to experience a major demographic 

transformation. In a recent NISD report containing 2005-2006 ethnic demographic data, 

the numbers exposed some startling facts: “since 1966-1967 the African American 

student population has increased from 1.04% to 7.91%, Hispanic population has 

increased from 14.95% to 61.6%, and Anglo population has decreased from 84.01% to 

27.72%”.  Additionally, the data showed that 50% of the student population in NISD 

qualifies for free or reduced lunch, or termed economically disadvantaged by federal 

standards. 

Further noted in the report is the fact that the student population in NISD 

continues to grow at an increasingly rapid rate while the demographic student population 

continues to expand. The ethnic student population in NISD is currently 61.6% Hispanic,

27.72% Anglo, 7.91% African American, 2.94% Asian, and .26% American Indian. In a 

recent message to district staff, Dr. Folks described the district at a “minority/majority 

district in that 72.28% of our student population is now minority.” Acknowledging the 

“historical district trend,” Dr. Folks explains that “for every ten NISD students more than 

seven are Hispanic, African American, Asian, or Native American.”
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By all accounts, the future of Northside ISD will depend on the academic success 

of these students. Thus, educational leaders in the district are obliged to increase 

awareness and the levels of comprehension surrounding the factors that influence the 

achievement of economically disadvantaged students and the leadership elements 

necessary to cultivating a high-performing NISD economically disadvantaged student 

population. Murdock asserts, “foremost among the actions necessary to avoid the fate 

suggested are improvements in educational opportunities for minority youth” (2000, p. 

8). Consequently, rather than simply concentrating endless efforts on the symptoms 

surrounding the achievement gaps that, at best, produce minimal advancement for 

economically disadvantaged students, Northside ISD must create reform efforts that 

effectively address the root causes.  

Eliminating Achievement Gap

 The theories surrounding why achievement gaps persists are numerous and 

varied. Among the explanations for the lack of success of economically disadvantaged 

students includes “low expectations; archaic decision-making structures; ill-prepared 

teachers and administrators; lack of coordination among schools, parents and 

communities on behalf of children; negative self-image; peer group pressure; poverty; 

tracking” (Reyes et. al., p. 1). Consistent with the literature findings, every explanation 

mentioned above was proclaimed by the Northside secondary teachers as reasons why 

economically disadvantaged students continue to elude high-performing status. In the 

passages that follows, lack of parental support, the lack of valuing education by the 

family, and ill-prepared teachers and administrators were acknowledged,
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I have also had low parent expectations of students. That also has been an 
influence. I think that teachers’ like me, and other successful teachers, know these 
kids can do the work.  But, getting them there is part of it.  But also we get 
frustrated because the amount of work the kids have to do to get caught up is 
tremendous. It can’t be done in the classroom period. We need to have that 
parental support, and we need to have that extra support to get them there, but too 
often the support is simply not there.

The family’s education, if education isn’t valued in the home, has an impact on 
the student. You have to positively build their self-image and their view of the 
value of education.  We have to talk about it, and talk about terms such as quality 
of life. I think the biggest outside factor affecting the classroom is where the 
student comes from, both in terms of their family, their influences on them, and 
the experiences they’ve had with education up and to this point.  

Some particular administrations are not accustomed to working with students who 
are economically disadvantaged. This becomes an issue because they are not sure, 
and they don’t understand the factors that come into play with that student.  So, 
that is not taken into consideration when they are dealing with the student.  This is 
not just administratively; I think that would be in general.

Johnson (2002) argues that “explanation of why the gaps exist are often one-

dimensional and offer insufficient, or at worst inappropriate, evidence as to how to 

address the gap problem” (p. 6). Undoubtedly, factors such as lack of preparedness and 

level of expectations on behalf of administration and teachers are critical to the success of 

economically disadvantaged students, but it does not specify that these students are 

incapable of being academic successful. Dr. Folks explains that such explanations should 

not be mistaken for justification for lack of achievement. He insists,

No matter what their economic status, all kids can be successful and all kids have 
abilities that will help them be successful.  What we’ve got to do is we have got to 
raise them to that level of expectation to where they can be certainly successful.  
That may be things like, bringing the parents in, getting the parents involved.  It 
may be programs that just help that student gain more confidence in what they can 
do.  Also helping that student understand that just because ‘I’m from a poor 
background doesn’t mean that I can’t learn’. 
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He adds, 

I think the most important thing that we can do is recognize that a child may come 
to us with some of these outside factors that might affect classroom performance, 
but understand that does not mean that child cannot excel, that child cannot learn, 
or that child will not be successful.  I think that’s the most important thing that 
teachers realize; that even though kids may come to us that have some of these 
factors that affect their learning when they come to us, they can still be great 
students.  They can overcome these factors and can be very, very successful in 
school. You have to have that expectation. Teachers’ attitude has a tremendous 
impact. And so teacher attitude is a major factor in my experience. Not accepting 
those as excuses, and understanding they are there, and understanding they are 
factors that do affect the student achievement but not accepting them as excuses 
for that child not being successful.

Refraining from making excuses as to why economically disadvantaged students 

cannot be successful is preliminary in cultivating a school culture that whose belief is 

such that the performance gap between economically disadvantaged students and their 

peers can, and will be , eliminated. The teachers explain why this belief is particularly 

noteworthy, 

I look it as removing all the excuses; you are going to remove all the excuses.  
And so, your teachers are talking to you on one-on-one, they are talking,
complementing, reaffirming, and affirming. The classroom is hopefully dealing 
with issues that are realistic to their situation and making that connection with the 
student. The parents do not feel comfortable coming onto the campus, but what is 
the administration doing about it? We need to send the message that this is your 
community, your school community, it’s about you.  That’s what works.

The superintendent offers his view on the importance of removing all excuses and 

refocusing educators’ philosophies and practices toward economically disadvantaged 

students so as to cultivate an educational environment where economically disadvantaged 

students can, not only survive, but thrive. He maintains,

I think we do have people out there who look at it and make excuses and probably 
will never have the true belief deep down inside their soul that these kids can be 
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successful. I think that’s again, we go back to changing the attitudes and changing 
the belief system.

The educators’ attitude and belief system establishes the expectation level for 

these students which, in turn, shape the school culture. The teachers explain, 

We need to keep our expectations high for all kids. These kids have the potential, 
it’s just we have to get there with them.  There are a lot of demands put on us and 
as long as we’re being told, like we’re doing a good job or we know y’all are 
working hard, usually the teachers don’t mind, as long as they know there is a lot 
being expected of us.  We don’t mind taking that extra step to do it, at least the 
good teachers don’t.  We definitely need the proper tone in the school and just a 
real positive atmosphere with them. We need to just keep being mindful of it and 
keep striving to keep the proper tone.

Setting a tone for successful within the school culture is fundamental to the achievement 

for the economically disadvantaged student population. Additionally, individuals must be 

thoughtful and well-informed about the culture of poverty. The teachers contend, 

You have to be sensitive to the culture. There is a culture of poverty, and I think 
we need to understand that culture.  They’ve done some training in this area, for 
example, they got Ruby Payne Workshops in our district. An introduction to 
understanding poverty, but there needs to be additional dialogues.

Scheurich and Skrla (2001) note that “dialogue in education regarding equity and 

accountability has not been particularly fruitful and has, instead, resulted in hard, 

oppositional stances” (p. 322). They go on to question, “but who own truth or does 

research so complete that nothing is to be learned from listening to other voices, from 

considering their views, from contemplating different understandings”  (p. 322). The 

process of listening to “a diversity of voices and views, of choices and conclusions, is in 

itself productive” (Scheurich and Sklra, 2001, p.322). Scheurich and Sklra (2001) 

contend, how else will decisions be made surrounding best policies and practices that are 
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most helpful for children, and which will increase equity, thus, producing a culture of 

equitable academic success.

According to Northside teachers, staff development that incorporates meaningful 

dialogue surrounding equitable academic success is lacking. Specifically, they stress,

There’s no follow-through or there’s no dialogue and it’s lost. I wish I could say 
that my staff development has been a little more… I don’t want to say that it 
hasn’t been positive, but I don’t know how effective a lot of the staff development 
that we go through really is. I can recall attending a multi-cultural sensitivity 
training class, and I just didn’t see the effectiveness of it after people walked out 
the door.  I think a few people did gain some insight and gain maybe a little 
awareness that they had not taken time out for, but I’m not sure if it really got 
across the way it was set up to.  I think that’s what makes it difficult because you 
are addressing a large group of people when you are doing these staff 
developments and that’s what makes it difficult is having to provide this 
information for such a large group that it loses the meaning and the interaction is 
not there.  The opportunity for dialogue, where I think it really takes place is in 
the dialogue, without that opportunity you kind of drop the ball with it I think.  I 
think that’s what often happens.  At least in my experience that’s what I see 
happening.  We will have a staff development and some of the stuff that is being 
mentioned I think, gosh this is really great.  Then there’s no follow-through or 
there’s no dialogue and it’s lost.  So we’ve just spent two or three hours and I 
don’t see much coming from it because of that, not because it wasn’t a good, 
strong staff development session but because of time that wasn’t given.

Utilizing both “quantitative and qualitative measures to get authentic information 

about the school and district cultures, measuring and monitoring outcomes, program 

effectiveness, policies, and practices at all levels of the institution should become 

interwoven into the everyday life of the institution” (Johnson, 2002, p.10). Johnson 

(2002) warns, however, “when policies and practices are analyzed, there is a very high 

probability that institutional biases and other uncomfortable issues may surface.” 

Nevertheless, it is through this process that the “potential for problem solving and 
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improved practices related to student achievement” can be effectively addressed, 

particularly as it relates to the issue of equitable academic success (Johnson, p. 10).

Evidence of Equitable Academic Success in Texas Schools

Reyes, Scribner, and Scribner (1999) explain that school personnel must become 

well-versed in the Learning conditions associated with economically disadvantaged 

students. The Learning conditions category concentrates “on the knowledge required to 

develop a high-performing learning community, particularly what we know about the 

learning conditions of Hispanic students (e.g., the home/community, the 

classroom/learner, and the assessment conditions)” (p. 191). The comprehension of the 

learning conditions dimension is strongly associated to the awareness of the cultural 

elements.  That is, to understand the learning conditions of Hispanic students, it is 

necessary to embrace the cultural elements associated with Hispanic students. 

Reyes, Scribner, & Scribner (1999) explain that cultural elements are “the deeply 

rooted, invisible forces that define those tangibles that affect all decision making and 

action taking of a responsive school culture” (p. 191). The category focuses on “the 

shared values, assumptions, beliefs, and expectations that affect how knowledge is 

understood, whether it is used effectively or not, how verbal and nonverbal statements are 

interpreted, and what written documents leave out, or say or do not say ‘between the 

lines’” (Reyes, Scribner, & Scribner, p. 191).

The Northside ISD secondary teachers give emphasis to the significance of 

creating a responsive school culture that comprehends the learning conditions of 

economically disadvantaged students. They explain,
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If we are unaware of how poverty people think and how they deal or why they are 
there, then there is bound to be miscommunication. But we don’t have enough 
information of why people are in poverty. We don’t have as teacher’s the 
information to help us understand these people and to why they are there.  And if 
we don’t have that understanding of why they make decisions the way they do. 
Well I have to believe that a person that is in poverty and under stress they are 
going to make short term decisions. We need to have more education of why 
people are in poverty.  As far as programs and initiatives, I think we got plenty of 
programs we got plenty of initiatives. We got plenty of those things to a certain 
extent.  But if you are looking at poverty level students, are we really addressing 
their achievement?  How to get it so students with low-incomes can get ahead.  I 
am not sure we are there.

The focal point of the transformation requires that teachers provide a caring 

environment in which students are viewed as the most valuable resources of the school, 

and, as such, “in a culture of caring, teachers do not expect students to repress their own 

background knowledge.” Thus, “rather than forcing students to respond to questions or 

activities that fit into the traditional framework of the classroom, teachers are willing to 

design their curriculum and classroom agendas to correspond with the complement the 

knowledge and understanding of the students they serve” (Reyes, Scribner, & Scribner, p. 

201).  Northside Teachers echo the findings from the literature; namely, highlighting the 

importance of a teaching philosophy that is about the student, about the student’s interest, 

and academic needs, which is compelled by good planning on the part of the teacher. The 

teachers maintain,

Positive teaching philosophy means that it’s not about me, it’s about the student.  
The number one focus in education is on the teacher.  You have to have teachers 
who are qualified, dedicated, who care, who are tolerant, who enjoy working with 
these types of students, who understand these situations, who are open, who really 
care. Basic needs must be met first. Provide multiple opportunities. As a teacher, 
you have to really design your lessons for the needs of the kids. So you know the 
kids and you know what they like, so you have to figure out how I can reach 
everybody’s interest. You have to know the research and the research says most 
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of them are visual learners, so you have to have to create lessons that are visual. I 
am there to help them get there; I am there as a coach.  

They add, 

The time that you spend teaching the lesson is important, but the quality of the 
lesson is more important. You’ve got to make sure that the lesson is going to be 
meaningful to the student. If you can identify the crucial information about your 
students and if you can make inspiring lessons around that, whenever you teach to 
the learning styles, you are going to be successful. You have to create and use 
lessons that will create memories, lessons that are emotionally inspiring, that 
these kids will remember and that’s the only way that happens. One thing that is 
not happening based on conversations that I’ve had is planning.  I feel like good 
planning has to happen.  

In an educational climate of accountability and standards-based reform, Johnson 

(2002) challenges, what he terms, “opportunity-to-learn indicators need to be monitored 

as stringently as test scores. Johnson (2002) further asserts “changing content and 

performance standards without fundamentally transforming educators’ practices, 

processes, and relationships cannot lead to success” (Johnson, 2002, p. 7). Consistent 

with the literature findings, Dr. Folks gives explanation,

The key to really changing involves two things, the perception of the staff that 
economically disadvantaged students can perform at high levels of expectation 
and in the programs and what you do to help them perform at those levels, 
whereby the key component is staff development. The accountability system has 
helped people overcome that more than anything.  Once the accountability system 
was put in place, it forced people to look at how these kids were achieving 
compared to the White population, and once they saw that big gap in 
achievement, then they realized that particular issues needed to be addressed.

Increased research supports standards-based reform for tackling achievement 

gaps, where standards are applied equally to all students, regardless of class or race 

(Kober, 2001). This precludes the notion that differing levels of success should be 

expected from different kinds of students. However, “the achievement gap issue is far 
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more complicated than the concept of creating standards for what students should know 

and asking them to produce” (Kober, 2001). The encouraging sign of reform must be 

supported by systems that provide not only access to equal educational opportunities and 

resources, but cultivates a paradigm shift whereby educators’ practices, processes, and 

relationships are fundamentally transformed. 

Wagstaff and Fusarelli (1999) assert, “Schools with adequate resources and strong 

collaborative cultures are not driven by state-mandated accountability measures” instead 

accountability is “based on the belief that all children can learn and that the responsibility 

of administrators and teachers is to see that it happens” (Reyes, Scribner, & Scribner, p. 

12).  That accountability involves far more than cultivating a belief system with the 

district or school; it entails responsibility on the part of administrators, district and 

campus, to not only ‘talk the talk, but walk the walk,’ in a manner of speaking. The 

teachers explain, 

It’s really easy, just like with anything in education, to talk the talk.  We need to 
actually kind of see where it’s getting done and who is actually walking it and 
what exactly is defining that.  We all say it, and it makes perfect sense, you have 
to have high expectations because even if you come up a little short, you are still 
successful.  But we need to actually see what that looks like.  If that means 
somebody from the district going out to other districts, the TV station type thing, 
somebody actually going out and filming these practices, filming teachers whose 
data has shown are doing awesome.  We need to go out there and actually see it.  
We need to see it first-hand.  Seeing is believing.  Anybody can talk. Let’s see it.  
Let’s see what it looks like.  We need to be shown what it looks like.  It’s a basic 
premise of teaching:  tell me I hear, show me I see, but involve me, I learn.  If we 
can start by showing then get to where people at different campuses get roles of 
being innovators and trying to make some changes.  

In a 1999 comprehensive study conducted of four Texas school districts (Aldine 

ISD, Brazosport ISD, San Benito Consolidated ISD, and Wichita Falls ISD) identified as 
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the “best of the best” in producing and sustaining high-performing academic achievement 

among economically disadvantaged students and students of color, findings provided an 

in-depth understanding of the ways in which the four districts organized and operated to 

successfully educate all children to high levels of success. The conclusions of the study 

revealed three major transformations found in each of the four districts studied:

1. A change from deficit-model, low academic expectations for children 
from low SES homes and children of color using state mandates that all 
schools and districts succeed at equally high levels with all children and 
will groups by race and socioeconomic status as a backdrop, if you will. 
This concept has often been termed as a high-performance equity model.

2. A change from input or process-driven schooling and educational 
accountability to results-driven educational accountability with a focus 
primarily on learning. 

3. A public access to disaggregated school and district performance data
(Sklra, Scheurich, & Johnson, 2000).

Skrla, Scheurich, & Johnson (2000) note that the focus of the transformational 

process had to be the changes in the classroom. A dual reformation had to occur: “both 

deep (fundamental beliefs about how to teach and which students succeed) and a broad 

(actual teaching practices) transformation” (Sklra, Scheurich, & Johnson, 2000, p.19). 

The researchers explain that in order for teachers to be considered successful, they would 

have to become successful with economically disadvantaged students and students of 

color. Consequently, the primary focus for district and campus leaders was educating 

themselves how to alter teacher’s underlying beliefs and their teaching practices.

In agreement with the literature findings of Sklra, Scheurich, and Johnson (2000), 

the Northside teachers maintain that the campus leaders, and especially the district 

leaders, must become knowledgeable on the economically disadvantaged student and 
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well-versed on how to produce successful academic results for this student group. They 

claim,

Overall the climate is oblivious to the economically disadvantaged student.  I 
think that the district climate in terms of how we deal with, well, I can’t tie it all 
in. It’s oblivious. As far as expectations, I think they have high expectation, but 
you can have high expectations all you want but until you do something about it, 
you are just living in a pipe dream, and I think that’s what’s going on.  They can 
keep saying we expect my campus to perform as low as that campus.  You know 
if you expect that and acknowledge that there are differences between the 
campuses, then take action.  There is more they can do.  There is undoubtedly 
more that we can do.  Clearly everybody has things they can do, but the district 
bears a lot of the blame here for not doing more.

Categorically, Northside teachers agree that a larger emphasis could be placed on 

the lack of achievement of economically disadvantaged students. This emphasis, 

however, must be accompanied with a paradigm shift in thinking, action plans, follow-

through, and a commitment to process. They explain,

It’s a priority verbally, district-wide. When we have our data meetings for scores, 
that’s the first thing they will point out.  Look at those economically 
disadvantaged students and what are you going to do to do it better, but there’s 
never a suggestion of how can we help you.  Let’s look at the way its being done 
here, maybe we could simulate that. What are you going to do to fix it?  But there 
are never suggestions.  They will give you an article here and there, but there is no 
action. It’s a lot of talk about action plans, but there is no follow-through.  We’ve 
never done anything; nothing has come out about it.  It is completely all talk. 

Sklra, Scheurich, & Johnson (2000) make the striking claim, “beliefs in 

educational equity, no matter how powerful or how compelling, make little difference in 

the absence of practices that translate those beliefs into day-to-day reality” (p. 23). Each 

of the four districts in their study developed multiple practices, processes, actions, 

procedures, policies, and programs designed to deliver on the promise of high 

expectations.  Beliefs and practices, however, do not operate in these districts in isolation 



365

from one another; rather they are highly consistent, strongly interactive, and mutually 

reinforcing (Sklra, Scheurich, & Johnson, 2000). Shaped to influence, create, support, or 

reinforce improved instruction for all students, eight groups of focused equity practices 

were identified. These practices were integrated with the shared beliefs, thus the two 

were always intertwined and mutually reinforcing. Sklra, Scheurich, & Johnson (2000) 

explain that “without the practices, the beliefs would have been little more than empty 

slogans” (23).

Sklra, Scheurich, & Johnson (2000) maintain that a key ingredient to 

accomplishing the transformation incorporated a level of appreciative respect and 

positive, caring support for those undertaking the change. Compatible with the literature 

findings once again, the teachers explain how important it is to provide support, 

encouragement, and direction for them throughout the school year, rather than just 

rallying at the start of the school year. They explain,

We only see the district view at the beginning of the year. Let’s rally and go and 
beat the drums and try to get it going, but not throughout the year? Not throughout 
the year to let us know that we’re here in the trenches with you; that we’re 
thinking about you. The teachers are the ones that are down in the trenches. I’ve 
seen it happen over and over again, as teachers move up into the different levels 
for a year or two they remember the trenches, then it’s only human nature to not 
remember as vividly. You kind of forget some of the problems that the teachers 
deal with in the trenches.  I think the higher-up, the further away you get from it. 

Sklra, Scheurich, & Johnson (2000) convey in their study how district leaders 

sought to ingrain three shared beliefs regarding educational equity throughout all levels 

of the school district. They emphasize that “in order to get an entire district to respond in 

the ways that were necessary to meet the educational needs of all children, school board 

members, central office staff, principals, and teachers needed to be operating out of a 
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common or shared set of beliefs” (p.19). Each of the superintendents and others in the 

leadership positions held or came to hold these beliefs. 

Appreciating and recognizing the role that the belief system plays in the 

achievement of economically disadvantaged students, Dr. Folks admits that the greatest 

barrier to achieving success for this student population is the belief system held among 

some of Northside educators, 

The greatest limiting factor is the belief system – the belief that we can’t help 
these kids be successful. I think that’s the most limiting factor that administrators 
and teachers have many times.  Can we really be successful with these kids?  
Sure, there are limiting factors like money; we don’t have enough teachers to have 
small classes; maybe there are limiting factors like we need more materials and 
things like that, but that’s on the periphery in my opinion.  The biggest limiting 
factor, the biggest challenge that plays a role in student achievement is the attitude 
of the teacher and the belief that this kid can do it. Letting that kid understand that 
this teacher does believe you can do it and instilling that ‘I’m going to do it’ belief 
in students. This is the primary limiting factor with economically disadvantaged 
kids.  So many times they fail or they look at themselves as failures, and just the 
belief in these kids that they can do it and showing that this belief can make all 
the difference. 

Essential to the equity belief philosophy is that teachers believe every student has 

the ability to achieve, and they communicate this belief to students, parents, and 

colleagues. Acknowledging and appreciating the students within their classrooms, “these 

educators never mention that their students are difficult to teach or are deficient in any 

manner” (Reyes, Scribner, & Scribner, p. 200). The basic principles on the shared equity 

beliefs comprise the following:

1. All children, regardless of their racial and SES differences, have the 
capability to learn and succeed at equally high academic levels.

2. It is the responsibility of all the adults in the district to ensure that all of the 
children succeed academically.

3. Equitable and excellent classroom learning is the primary focus of district 
operations (Sklra, Scheurich, & Johnson, 2001).
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Generating, directing, and maintaining focus on the objectives is imperative 

during the process. The teachers explain how a district-wide commitment is necessary for 

the significant improvement of the economically disadvantaged student population. 

Additionally, support for the teacher is essential. They explain, 

The district expectations and district-wide commitment to disadvantaged kids 
needs to be there. The training, communication, and high expectations, the district 
has to be committed to all these changes for the better of our kids. My expectation 
is that I feel many are trying to implement programs and many are trying to make 
changes, but a lot of times there is not that follow through with making things 
consistent or with setting up the proper training or programs for the teachers 
working with economically disadvantaged students.  The expectation is there for 
us to meet these kids’ needs and the expectation is there for us to support them, 
but then there’s not a whole lot of support for the teacher to be able to follow 
through with it.  It’s just thrown out there and it is expected that everyone 
understand it. A lot of times teachers look at students as these are students but 
they are all students, they are my students and they are all the same.  A lot of 
teachers forget that different kids need to be treated in different ways, different 
approaches, so to speak.  

Sklra, Scheurich, and Johnson (2002) explain that all persons in leadership, from 

the superintendent through the district staff to the principals were expected to create an 

environment of caring support, encouragement, and assistance to ensure that the teachers 

could be equally successful with all children. This orientation became ingrained into the 

culture of these districts.

With a new philosophy of operation, an “old” focus on inputs and efficiency was 

done away with, and a “new” focus on accountability and equity became the focus. The 

transformation of an entire complex school organization, from the old ways, a set of 

deeply held assumptions, beliefs, and practices that support a deficit-model to the new 

way – a high-performance equity model - an almost totally opposite set of assumptions, 
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beliefs, and practices is a daunting challenge on every level. Sonny Donaldson, Aldine 

ISD Superintendent, best summarizes the key to the transformation, “the main thing is to 

keep the main thing the main thing.”

Deficit Thinking Perspective

Researcher, professor and educator, Richard Valencia contends “deficit thinking 

is the dominant paradigm that shapes U.S. educators’ explanations for widespread and 

persistent school failure among children from low-income homes and children of color” 

(Sklra & Scheurich, 2001, p. 235). Valencia (1997) explains,

The deficit thinking paradigm, as a whole, posits that student who fail in school 

do so because of alleged internal deficiencies (such as cognitive and/or 

motivational limitations) or shortcomings socially linked to the youngster – such 

as familial deficits and dysfunctions…The popular “at-risk” construct, now 

entrenched in educational circles, view poor and working class children (typically 

of color) as predominantly responsible for school failure (p. xi).

The deficit thinking model suggests, “The internal deficits or deficiencies [are] 

manifest[ed], it is alleged, in limited intellectual abilities, linguistic shortcomings, lack of 

motivation to learn and immoral behavior” (Valencia, p.2). Valencia (1997) asserts that 

the deficit-thinking model is “grounded in classism and racism, and offers 

counterproductive educational prescriptions for school success” (p.2). Quintessentially, 

the deficit thinking model blames the victim.
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The Northside secondary teachers maintain that the lack of motivation is not 

exclusive to economically disadvantaged students and frankly not all economically 

disadvantaged students lack motivation. They insist,

Not all poor kids are poorly motivated.  I know it is naturally assumed that if the 
school has primarily a low socio-economic student population, and if you look at 
a kid from low socio-economic, here is a kid who is going to fail. But I argue that 
not all poor kids are poorly motivated.  Some socio-economic kids can be poorly 
motivated, but not all socio-economic kids coming into the school system have 
the ‘I don’t care attitude’ when it comes to passing or failing.  I think we need to 
be careful of false assumptions or false stereotyping and generalizations.

They go on to explain why some economically disadvantaged students initially lack that 

motivation, 

The poverty makes them feel different. It comes from their background, their 
whole life- their problems, but then again it all depends on the teacher and the 
instruction. I consider myself pretty successful in working with this population.  I 
feel like it’s basically because of the relationships and trying to create that 
motivation, and doing it in a non-threatening sort of way.  To some degree, I don’t 
know if it’s innate within an individual, but it can be learned.  I think that there 
has to be some mitigating, some relearning or refocusing.  It takes a certain kind 
of individual, a certain type of educator to get knocked-down and to get back up; 
to keep coming back even when you may not get the results or the effort, then 
finally once the kids see that success, it becomes a little contagious. We need to 
develop the self-esteem of these children. 

For a lot of our kids, the motivation isn’t there because nobody has told them that 
they can do it.  Nobody expects them to do it.  They think it’s genetic that they are 
not good in school. If the parent didn’t complete high school and the kid is having 
trouble in high school and the parent will say, ‘I wasn’t good at that either’. ‘I 
couldn’t do it either, so why should I have any higher expectation of my child.’ 
There’s no reason for the child to do it either.  It’s a cycle in our family.  

Furthermore, the teachers emphasize that motivation is the responsibility of the teacher. 

Specifically, they maintain,

Motivation is the teacher’s job. I really think that’s why the teacher’s get paid is 
to instill that motivation. I think most students start out motivated in a class; even 
weak students always think this year is going to be better.  It’s up to us to make it, 
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give them enough confidence in the beginning to realize it can be better.  Not 
shoot them down at the very beginning. That’s why teachers get paid big money 
to figure out how to make that bridge. 

I think we need to somehow make them realize that education is the way out and 
that there are things to help them if they would be open to it.  A lot of it depends 
on attitudes that are involved on their part as well as people who run the 
programs. A lot of it is attitude.

Within the educational arena, the deficit thinking belief system views 

economically disadvantaged students and students of color are seen as “less competent, 

less skilled, less knowing – in short, less human” (Ryan, p. 11). Historically, achievement 

gaps have existed among most schools, from elementary to secondary and even beyond, 

and there are many who argue that the achievement gap exists because of the internal 

deficits of students of color. Generally speaking, Northside’s economically disadvantaged 

students, who are, in large part, students of color, are too often judged in accordance with 

the Valencia’s deficit-thinking model, which further encourages prejudicial statements 

and practices. The teachers explain,

I hate to be a person who wants to make everything a racial issue, but there comes 
a point where you start to feel like maybe there is more to it.  I think I tend to 
make excuses sometimes or try and look for other factors that may be influencing 
that person or motivating that person’s decision or the treatment.

Unfortunately, I think that prejudice is a reality.  I think it goes beyond just 
making assumptions about a student who is economically disadvantaged. There is 
a particular teacher that I know that tends to use particular words, generalizes, and 
the students pick up on it.  It becomes, ‘they are all like that or that’s the way they 
are’, without really defining what they or who they are.  The students pick up on 
that.  I think the comments are made out of frustration and lack of understanding, 
but then the teacher is labeled and the rest of the students will shut down and not 
be receptive, not only to the instruction, but anything else about that person.

People don’t like to admit prejudice. Unfortunately, your judgments and your 
prejudices could be getting in the way of how you teach or react to different 
students.  We need to overcome prejudice, even those that aren’t acknowledged. I 
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don’t think it’s something that you do at staff development.  I think again it’s a lot 
of it is seeing the faces, seeing the humanity of individuals rather than looking at 
people as groups or classes.  I don’t know quite how that happens. 

Valencia (1997) describes educators’ deficit views as “description-explanation-

prediction-prescription” cycle in public schools. He explains that first educators describe

the deficits, limitations, deficiencies, or shortcomings of economically disadvantaged and 

students of color. Next, educators give explanation to the deficits by attributing the 

deficiencies to dysfunctional families or limited intelligence and motivation. Then, 

educators make predictions surrounding the perpetuation and accumulation of the 

deficits. In the final stage of prescription, educators design educational interventions to 

remedy the deficits. 

This self-perpetuating cycle is commonplace in today’s public schools. By design, 

schools produce failures among economically disadvantaged students and students of 

color, and then “use the failure as evidence that the ‘problem’ lies with/in the children, 

their families, their neighborhoods, their genetics, their social capital, and so forth rather 

than with the educational system and its deficit assumptions” (Sklra & Sheurich, p. 237). 

This “description-explanation-prediction-prescription” cycle is present in the Northside 

among both administrators and teachers. The teachers cite an example of the presence of 

this cycle as seen in the prejudices, data and teaching philosophies. They assert,

Prejudices influence teaching philosophies, inadvertently or covertly. If the 
teacher comes in with a preconceived notion of a student it affects how they will 
deal with that student. These kids can’t sit still for fifteen minutes let alone thirty 
minutes how are you going to get them to read.  I can’t get these kids to read for 
fifteen minutes let alone for thirty minutes, and they can. You just have to do it 
differently. And that’s prejudice. You don’t have a positive teaching philosophy if 
prejudice has influenced you. I think that’s very much the case. If you have a 
teacher who holds their own prejudices, it is going to affect their positive teaching 



372

philosophies.  Their philosophy may not hold true to all the students they are 
dealing with, if they allow this prejudice to come into play.  There is a breakdown 
in the teacher-student relationship and the trust. That’s prejudice in the teacher.  
I’m talking about the teachers you can’t change.  The teachers that are unwilling 
to change and there’s just eventually where one can hope that if they do have 
these prejudices and it’s showing empirically, then they are going to use, the 
administration should be able to use that data to say this is wrong.  Well, here’s 
why, because you aren’t doing it right.  Prejudices are going to influence positive 
teaching philosophies.  The beliefs, the judgments the teacher has will influence 
the philosophy that you’ve created. Prejudices drive what we do.  We have to 
acknowledge it, be sensitive to it, and overcome those prejudices.

Dr. Folks further elaborates on the prejudices that may be present among educators and 

how the accountability system helps to establish the belief that economically 

disadvantaged students can be successful,

Some people have the feeling that people can’t be successful because they are not 
coming from the kind of background that they think a kid should come from to be 
successful.  It’s almost like stereotyping particular kids.  This kid is poor, he can’t 
be successful.  This kid is Black; he can’t be successful.  This kid, this is the 
fourth time this kid has moved this year, that kid can’t be successful.  I think 
teachers have developed those attitudes for whatever reason, through the years, 
and I think that’s many times a big factor with some teachers.  It’s the attitude that 
teacher has towards that kid. Teachers who teach in schools with large numbers of 
lower socio-economic kids can’t have those prejudices.  They’ve got to walk in 
there and believe these kids are just the greatest kids they’ve ever seen and are 
going to make these kids be successful.  These kids can be successful and just 
because they come from a poor family or they come from a dysfunctional family, 
whatever it may be, doesn’t mean they can’t be successful. I think we are 
removing a lot of that prejudice, if that’s the word. Because I think we are seeing 
kids be successful.  I think we are narrowing the gap in achievement between the 
economically disadvantaged kids and some of the other sub-groups and I think 
that has helped teachers realize that. That’s the good part of the accountability 
system because it’s made them notice that if we really work with these kids and 
we provide these programs and we do some special kinds of things with these 
kids, these kids can do well.  So I think we’re overcoming it by seeing some of 
the successes we’re having with it. 

As far as district and campus leadership is concerned, Dr. Folks acknowledges, 
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There’s no doubt that there has been some prejudice probably through the years 
on the part of campus leaders and district leaders about just the attitude that these 
kids can’t be successful.  I hope that it’s not at Northside. 

Although there is no recipe for displacing deficit thinking, research literature 

continues to emerge surrounding schools that have proven academic success among such 

students. In a 1999 study of Superintendents of four highly successful Texas school 

districts (Aldine ISD, Brazosport ISD, San Benito Consolidated ISD, and Wichita Falls 

ISD), five methods were identified where accountability standards operated to 

accomplish the substantial displacement of deficit thinking:

1. Provide highly visible, irrefutable evidence, which could not be ignored, 
that the districts were not serving all children equally well;

2. Shift the political risk inherent in confronting racial and socioeconomic 
class educational inequity and mandate improved performance for all 
student groups away from the district leadership to the state department of 
education;

3. Force the superintendent to seek out exemplars of successful classrooms 
and schools for children of color and children from low-income homes 
and thus, to grow as instructional leaders;

4. Cause superintendent to reevaluate deficit views and develop anti-deficit 
orientations to district leadership; and

5. Drive ever-increasing expectations of and higher goals for academic 
achievement for all children as incremental success. (Skrla & Scheurich, 
2001). 

So, how does the Northside ISD compare with the five criteria listed above? As 

note by teachers and from the researcher’s experience, Northside data provides the 

irrefutable evidence that the district is not serving all student equally well, as noted by 

criteria one above. The data, particularly as it relates to test scores and completion rates, 

is regularly aggregated and disaggregated by district and campus leaders. Criteria two 

indicates that the focus be shifted to the state department of education and the 

accountability system when addressing racial and socioeconomic class inequities. This 
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too has been well-implemented. Criteria three through five demands district leaders to 

interrogate systems and practices that perpetuate deficit views and reestablish a 

leadership that is based on anti-deficit orientations, which requires leaders grow as 

instructional leaders with anti-deficit philosophies. To grow as an instructional leader 

requires that professional growth opportunities, which underscore the anti-deficit 

philosophy, be incorporated into the staff development and training for all staff, 

particularly district and campus leaders. 

Mentioned throughout the teacher interviews, and as noted in several quotes used 

throughout, the work of Ruby Payne on the subject of poverty is highly regarded as a 

staff development resource throughout the district. Because of the repeated reference to 

her work, the researcher was compelled to take a closer look at the author’s book entitled, 

A Framework for Understanding Poverty.  Being particularly familiar with Payne’s work, 

the researcher sought after several quotes that seem to underscore the deficit-thinking 

philosophy. For instance, in her book, Payne (1998) writes, 

Yet another notion among the middle class and educated is that if the poor had a 
choice, they would live differently. The financial resources would certainly help 
make a difference. Even with the financial resources, however, not every 
individual who received those finances would choose to live differently. There is 
a freedom of verbal expression, an appreciation for individual personality, a 
heightened and intense emotional experience, and a sensual, kinesthetic approach 
to life usually not found in the middle class or among the educated. These 
characteristics are so intertwined in the daily life of the poor that to have those cut 
off would be to lose a limb. Many choose not to live a different life. And for 
some, alcoholism, laziness, lack of motivation, drug addiction, etc. in effect make 
the choices for the individual (p. 148).

In a manner of interpretation, Payne suggests that the poor choose to live a life of 

poverty and given a choice would likely continue to live a life of poverty with all its’ 
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challenges. Additionally, she maintains that “alcoholism, laziness, lack of motivation, 

and drug addiction” make the choice for the individual in poverty, which seems to imply 

that people in poverty, not only choose this way of life, but further should be blamed for 

their circumstances. 

During the interview with Northside Superintendent Dr. Folks, the researcher read 

the above passage and asked for a perspective on the content. Dr. Folks’ view is as 

follows:

That’s not to say that there will always be some who would prefer to live the way 
they live, as Payne describes.  But I don’t think that says that we shouldn’t still 
have the strong attitude and belief that we should work hard to help those kids be 
successful. You can get into an argument about the whole war on poverty and 
how we deal with poverty.  You have the argument do we force these people to 
get out and get jobs and all of that and don’t provide the support mechanism, that 
will force them to have to get out and get jobs and make them pull themselves up 
by their bootstraps.  Then you have the other philosophy that you have to provide 
some assistance and some help to those people and a lot of times those people will 
or will not make a choice whether they want to move forward.  I’m one that 
believes that we do have to provide the assistance and the help to these people and 
once they see the desired hope to come out of poverty, they can go get jobs and 
can be successful, then that will motivate them to begin looking for jobs and 
going to school. It’s a little bit of philosophy. I don’t know whether I really agree 
or disagree with what Ruby Payne. I disagree a little bit when she says that people 
are always going to be that way, probably that’s true, but that doesn’t mean we 
shouldn’t do what we can to help those people try to overcome that attitude and 
belief that they are always going to be this way and this is the most comfortable 
way that I can live. 

Another passage cited by the researcher reads,

They simply do not have the cognitive methodology for doing tasks or a 
systematic way to finish tasks…impaired verbal tools means they do not have the 
vocabulary to deal with the cognitive tasks…I find among students from poverty 
that time is neither measured nor heeded. Being somewhere on time is seldom 
valued….lack of precision and accuracy in data gathering is another cognitive 
deficiency…another cognitive deficiency is the ability to hold two objects or two 
sources inside the head while comparing and contrasting…These deficiencies 
explain many of the student behaviors (p. 123-124).
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Dr. Folks was again asked for his opinion on the above passage. His response was as 

follows,

I certainly think there are some cognitive deficiencies there, but again, I think they 
are more influenced by factors that the kids have not been exposed to just in terms 
of parental involvement, you know being around people who have the kind of 
education, being in libraries, being exposed to books and materials and so forth at 
an early age and maybe not the importance placed on education.  I think that 
creates those cognitive deficiencies that Ruby Payne talks about there. We have to 
look at staff development programs like Ruby Payne. Programs where people 
have had some successes in working with economically disadvantaged children, 
we use those successes and staff development programs with our teachers to help 
them learn ways to deal with those cognitive deficiencies. Your philosophy about 
people and poverty is a key component. I think we always have to have the 
attitude though in education, those of us who work in education, that we can make 
a difference by working as hard as we can to work with economically 
disadvantaged kids, they can overcome some of the things that they’ve struggled 
with.  

In a manner of interpretation, Payne makes the claim that the poor are “cognitive 

deficit,” suggesting to educators that individuals in poverty are cognitively unable or 

incapable, as opposed to merely lacking experience due to lack of exposure with respect 

to certain areas. To say that a certain group of individuals are “cognitive deficit” is a 

profound, bold, and arguably, racist statement. It suggests that internal deficiencies exist 

within all the individuals of this group. Utilizing this deficit- thinking philosophy, many 

educators effectively explain or justify their failures with economically disadvantaged 

students. 

When asked to summarize his view on the Ruby Payne philosophy, Dr. Folks 

claims,

Ultimately Ruby Rayne says exactly what I’m saying. When I look at the 
graduation rate and completion rate chart for our district, I notice the completion 
rate in Texas and the completion rate of economically disadvantaged students is a 
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2.2% difference.  But when we come to Northside, there is a greater difference.  
My question is why do we have a greater discrepancy in those completion rates?  
I knew that occurred.  I think that’s the changing demographics that is taking 
place in this district and I think we are moving to more recognition of helping 
economically disadvantaged kids, which ultimately will make our completion rate 
for those students higher, which will bring us closer to what the State of Texas is 
as a whole. 

He adds,

When you look at the completion rates of economically disadvantaged students in 
Northside, specifically when you look at school x and you look at school y where 
we have a lot of our economically disadvantaged students, and you ask the
question, why is it higher than the completion rate at school z for economically 
disadvantaged students?  I think that speaks directly to the programs and 
initiatives that we talked about earlier that are available at school x and school y to 
address economically disadvantaged students, but I think it also addresses a very 
serious issue of teacher belief that these students can be successful because when 
you are in a school like school x and school y and you have sixty and seventy 
percent of your kids economically disadvantaged, you have to believe those kids 
can succeed. If they don’t, the whole school is going to fail. At school z you 
didn’t have to believe that necessarily.  So it is certainly not only a factor of being 
economically disadvantaged, there are some factors of ethnicity that enter into 
school completion and we know that. No, we don’t talk about that.  I think we are 
addressing more of it now.  I really do.

Critical Race Theory

This study employs Critical Race Theory (CRT) in examining the factors that 

facilitate and impede the achievement of economically disadvantaged students and the 

acts of leadership necessary to producing a high-performing economically disadvantaged 

student population in a large, urban Texas school district. Crenshaw et. al. (1995) 

explains the task of CRT is to remind “how deeply issues of racial ideology and power 

continue to matter in American life” and “seek to fashion a set of tools for thinking about 

race that avoids the traps of racial thinking (Crenshaw et. al., p. xxxii). Gerardo Lopez 

(2003) insists that educators “have a duty to know and raise questions about race and 
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racism in society, as well as an ethical responsibility to interrogate systems, 

organizational frameworks, and leadership theories that privilege certain groups and/or 

perspectives over others” (p.70). 

Ladson-Billings & Tate (2000) argue that an imbalance of educational resources, 

diminished expectations for students of color or low-income students, and deficit-

thinking behaviors among educators are, in fact, discriminations or racism at the 

institution level. Arguing that, “racism is not a series of isolated acts, but is endemic in 

American life, deeply ingrained legally, culturally, and even psychologically,” Ladson-

Billings & Tate (2000) maintain that “racial inequalities are a product of deeply rooted 

historical and institutional racism in the United States” permeating every aspect of our 

society, including public schools. Keleher (2001) explains that “institutional racism is 

frequently subtle, unintentional and invisible, but always potent” (p. 25).

Lopez (2003) insists that the development of “antiracist educators who recognize 

the reproductive functions of schooling and have the courage to envision different 

possibilities for schooling – particularly for our most marginalized youth and 

communities” is critical (p.71). Correspondingly, the responsibility of Northside 

administrators is to influence and educate teachers and staff about the marginalized 

youth, the economically disadvantaged students about how to produce success for this 

particular student group. Dr. Folks explain, 

Administrators have to help secondary teachers understand characteristics of 
economically disadvantaged students and what economically disadvantaged 
students bring into the classroom and understand they may not be able to do 
everything that the non-economically disadvantaged student may do as far as just 
that subject matter is concerned.  I think the expectation level would be different.  
What I’m saying is the expectation may be the same for all of those students with 
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no extra support or help given. I don’t think we need to have a lower expectation 
for economically disadvantaged kids.  We need to have our expectations here, but 
we need to understand that there may be a different way of teaching.  There may 
be a different way of providing support to those kids than the non-economically 
disadvantaged student.  Then we do have to take student characteristics into 
consideration, not just focus on the subject matter.

Educational leaders must possess innovative tools, attitudes, perspectives, and 

altogether a new paradigm, and categorically discard the knowledge gained in most, if 

not all, leadership preparation programs. “If changes are not made, educational 

administration programs will continue to produce primarily white, middle class 

administrators with little understanding of or interest in the institutionalized system of 

white privilege, oppression, and racism’” (Lopez, 2003, p.71). Dr. Folks explained above 

that Northside administrators have an immense responsibility to influence and educate 

their staff surrounding the achievement of economically disadvantaged students; 

however, according to Northside teachers, many administrators simply do not have that 

knowledge-base from which to draw from. They explain,

Some particular administrations are not accustomed to working with students who 
are economically disadvantaged. This becomes an issue because they are not sure, 
and they don’t understand the factors that come into play with that student.  So, 
that is not taken into consideration when they are dealing with the student.  This is 
not just administratively; I think that would be in general.

They add, 

When they don’t have a common background with them, it’s also hard for the 
kids to relate to them. The biggest prejudice that we have, and this isn’t speaking 
for all of them but a lot of our teachers, is they lack a common background with 
our students. They can’t relate to them.  And so administrators and teacher say, I 
don’t understand why these kids don’t see it my way.  You can’t teach these kids.  
It’s not our kids.  It’s not my kids.  It’s these kids or those kids.  When you don’t 
take ownership of the children, you are saying that it’s out of your hands.  
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Leadership

Northside ISD educational leaders must not only be able to successfully navigate 

cultural divisions, but in order to effectively do their job, they must first confront and 

address some very difficult issues ingrained within its’ educational culture that adversely 

affect the achievement of economically disadvantaged students. The vision to produce 

equitable academic success for all students, regardless of class or race, necessitates a 

reform movement underscored with democracy, equity, and justice that confronts the 

causes, and not only the symptoms, that generate achievement gaps. Cultivating such a 

culture in the Northside ISD requires that educational leaders examine leadership 

structures, micro-political frameworks, belief and value principles, and practices that 

continue to perpetuate conditions of underachievement among economically 

disadvantaged students. 

During the 2005 Northside ISD Administration Institute, Superintendent 

Dr. Folks emphasized that “the more challenging and complex schools become, the more 

leadership must be exhibited”. Acknowledging that the student demographics of 

Northside ISD have been, and continue to, rapidly change, Dr. Folks stressed that 

effective leadership is needed to ensure that all Northside’s students are provided every

possible opportunity to be successful. He provided an alternative depiction of leadership 

whereby leadership is seen “mobilizing people to tackle tough problems”. 

Undoubtedly, producing a high-performing economically disadvantaged student 

population is an incredibly tough problem. The principal plays a critical role in the 
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success of the campus. Dr. Folks explains the leadership role of the principal as it relates 

to the achievement of economically disadvantaged students,

The principal sets the tone.  They set the standard for the climate of that campus 
and the attitude of many of those teachers towards kids who are economically 
disadvantaged. They set the attitude or mindset - can these kids be successful or 
are these kids not going to be successful.  I can’t say enough about the importance 
of leadership at the campus level.  At the district level I think the same thing is 
true.  I think you have to set an example that you have a strong belief that these 
kids can be successful, because we know they can be successful.  If you have the 
kind of leadership that does not have that belief, it will not happen. We know 
schools that have large numbers of economically disadvantaged kids that can 
achieve and can be exemplary kinds of schools.  I hope that I portray that from the 
district level.  I think that I do because I put a lot of emphasis on the importance 
that the purpose of schools is to help all kids be successful, not to fail kids -
you’ve heard me say that a hundred million times.  The whole focus of that is this: 
I don’t care what kind of background a kid has, when they come to us we are 
going to do everything we can and our responsibility is to help that kid be 
successful.  If they come to us from an economically disadvantaged background, 
if they come to us from a family of poverty, whatever that might be, if they come 
to us from a family that is dysfunctional, that doesn’t matter.  Our job is to still 
help that kid be successful.  

According to Blasé and Anderson (1995), leadership encompasses both styles and 

goals. They describe two basic types of leadership style: open and closed, and two 

different basic approaches that relate to the ends or goals of leadership: transactional and 

transformative. In the context of micro-political exploration, Blase and Anderson (1995) 

refer to leadership styles as the “political strategies employed by leaders and the forms 

these strategies take” (p. 15). Described as an open-closed continuum, the impact of each 

style is certainly evident. At the closed end, “power is wielded in fairly direct ways, and 

micro-political interactions with teachers are generally characterized by avoidance, 

defensiveness, and protection” (p. 15). On the other end of the continuum is the open end, 
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where “forms of diplomacy are the norm” (p.15).  At the open end, power is wielded in 

more roundabout ways, resulting in more unassuming and ideological forms of control. 

Facilitative leadership, also termed cultural or human relations, is often the 

choice for educational reform movements. Promoting a climate of increased opportunity 

for participation and a more human relations approach, facilitative leadership is an 

improvement over the adversarial and authoritarian approach that personifies a view of 

power as ‘power over’. Alternatively, a democratic/empowering leadership design is one 

where the focus is no longer management, but empowerment (Blasé and Anderson, 20). 

The leadership approach “is democratic in its processes of decision-making as well as in 

its fundamental concern with goals of equity and justice within educational institutions 

and in the broader communities” (Blase and Anderson, p. 21). The emphasis here is not 

‘power over’ as seen in the first to models, instead the emphasis is on a ’power-with’ 

approach to decision-making, where “micro-politics becomes a genuine exchange of 

opinions in which virtually anything can be questioned or challenged without fear” (Blase 

and Anderson, p. 21). With a mission of student and community empowerment, 

democratic/empowering leadership endeavors to define democracy, equity, and justice at 

all levels of institutional and social life (Blase and Anderson, 1995).

Incorporating characteristics from both the facilitative and democratic or 

empowering leadership elaborated above, Northside teachers maintain that the style of 

leadership needed to produce a high-performing economically disadvantaged student 

population in Northside requires the leader be inspiring, an instructional leader, have a 
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humanistic style, and not be consumed with a sense of power. Specifically, the teachers 

describe what is necessary in Northside leadership,

Having inspiring, leaders who aren’t just old school leaders but, when I say old 
school leaders, I mean leaders that don’t just have this power, this sense of power, 
this is what we’re going to do, the power theory style of leadership. I think that 
when you have more of a humanistic style of leader who involves other people 
and who asks for input and actually starts looking at where you are going to place 
teachers and what teachers actually work well with certain populations of kids.  I 
think that is going to make a lot of the difference.  So it’s just that role of 
instructional leadership becomes all the more important for an administrator,
because it’s this whole subset and it starts by raising awareness. 

Leadership is a pervasive concept shared by all, all members of the learning 

community to become self-actualized. An essential function of collaborative governance 

and leadership is the principal’s capacity to communicate meaning and to inspire people 

to become active participants in collegial and collaborative processes. Thus, educators, 

and in particular educational leaders, are compelled to become reflective practitioners 

who continually use, not only quantitative, but qualitative data to improve the quality of 

their practice. Northside leadership must continually reflect on the quality of their 

practice so that problem areas, or areas of concern, can be identified, acknowledged and 

effectively addressed. Dr. Folks explain,

I think the leadership has to recognize the problem and they’ve got to be willing 
to step forward and take the steps to do the things to address that.  One of the 
things that we’ve not done, which we need to do although we are beginning to do 
some of it, is start putting our stronger teachers and our stronger principals in 
schools with large numbers of economically disadvantaged students.  

Additionally, Dr. Folks explains how strong leadership characteristics are requisite for 

the principal role, 

The principals we are putting in there are hopefully proven principals, hopefully 
they can be successful, but we are bringing in people to those schools who are 
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highly motivated people who certainly are excellent teachers and are going to 
make a change for the better.  It’s going to make a difference.  Currently, we have 
a lot of people say, ‘I don’t want to go teach at school x or school y’.  The way 
you make the change in the leadership in the district is let that person bring in the 
people that they worked with previously, people that believe in what they can do 
as a principal, and attract people, and then the school begins to experience more 
success.  That’s what I call leadership, and that’s what has to be done.

Practical Implications

Based upon the results of this study and utilizing literature findings, the Northside 

Independent School District should consider the following:

1. In an effort to enlarge the repertoire of explanations as to why 

economically disadvantaged students continue elude high-performing 

status, employ the use of qualitative data by engaging educators in 

thoughtful, meaningful professional discourse on the subject. 

2. Underscore the obligation of educators to become reflective practitioners 

who continually use not only quantitative, but qualitative data to improve 

the quality of their practice, so as to encourage the establishment of 

professional learning community among staff. Encourage and support 

educational leaders to interrogate systems, practices that further perpetuate 

the deficit-thinking philosophy, and guide the refining efforts.

3. Employ the Interactive Qualitative Analysis (IQA) methodology, process 

and analysis, serving as a needs assessment technique and action planning 

resource on how to better serve the economically disadvantaged student

population of Northside Independent School District.  The structure in the 

IQA methodology allows for professional, worthwhile discussions 
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surrounding the topic of interest resulting in rich, detailed qualitative data 

that could be utilized as a needs assessment and action planning resource.

4. Generate, direct, and maintain focus on the vision of equitable academic 

success, as presented by the superintendent at the start of the school year. 

District and campus leadership must reinforce and maintain focus on the 

objectives throughout the school year. 

5. Research staff development and effective practices that have proven 

success in school districts similar in demographics and size to Northside 

ISD. Ensure that training and resources do not further perpetuate the 

deficit-thinking concept. Educate the administration, campus and district 

level, and staff on the deficit-thinking concept. 

6. Collect, interpret, and use data to monitor the achievement of 

economically disadvantaged students. Aggregate and disaggregate 

supplementary district and campus data on areas of concern surrounding 

the achievement of economically disadvantaged students (i.e. attendance 

rates, completion rates, discipline referrals, special education enrollment, 

advanced/honors course enrollment, gifted/talented course enrollment, 

etc.). 

7. Implement campus improvement plans surrounding specifically the 

achievement of economically disadvantaged students on respective 

campuses at the secondary level, including specific, measurable objectives 
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on all areas of concern, strategies to be implemented, personnel required, 

and evaluation measures used. 

8. Implement evaluation measures to ensure that individual campuses are 

incorporating a needs assessment tool and providing effective resources to 

address concerns associating with the economically disadvantaged student 

population.

9. Ensure that economically disadvantaged community, students and parents,

are provided the forum on a regular basis to express their needs and 

concerns. Put measures and appropriate personnel in place to successfully 

reach this community.

10. Refocus energies. That is, alter district and school climates to results-

driven educational accountability with a focus primary on learning and 

equitable academic success. So as to ensure continuous performance, 

implement appropriate supervision, evaluation measures, and hold people 

accountable for results.

In summary, it is the hope of the researcher that the implications emerging from 

this case study contribute to reform efforts necessary to producing a high-performing 

Northside ISD economically disadvantaged student population, specifically in the 

development of scholarship as it relates to effective practices and beliefs in effectively 

educating economically disadvantaged students, educational administration leadership 

approaches, and staff development for teachers. Further, the research has implications for 
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the training of Northside ISD educators, including school leadership, in the areas of 

critical race thought, deficit thinking, and the politics of education.

Recommendations for Further Research

The completion of this study produced a body of research on the factors that 

influence the achievement of economically disadvantaged students and the acts of 

leadership necessary to producing a high-performing economically disadvantaged student 

population in the Northside Independent School District, as perceived by secondary 

teachers with documented success in working with economically disadvantaged students.  

Additionally, the perspective of the Northside ISD Superintendent, Dr. John M. Folks 

was obtained with regard to the topics of interest. Recommendations for further study 

include:

1. Extending on this research by employing the Interactive Qualitative 

Analysis (IQA) methodology with NISD secondary teachers who have 

documented lack of success with NISD economically disadvantaged 

students, so as to compare and contrast the final composite SIDs with the 

findings of this case study. 

2. Extending on this research by employing the Interactive Qualitative 

Analysis (IQA) methodology with NISD secondary campus principals 

and/or key central office administrators, so as to compare and contrast the 

final composite SIDs with the Superintendent’s SID. 

3. Employing the Interactive Qualitative Analysis (IQA) methodology for 

secondary campus administrative teams in an effort to produce meaningful 
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dialogue as it relates to the achievement of NISD economically 

disadvantaged students, so that findings could be utilized to produce 

campus improvement plan/goals as it relates to the achievement of 

economically disadvantaged students. Further, compare/contrast 

individual campus results.

4. Extending on this research by adding more participants to further 

determine commonalities or differences. 
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