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The purpose of this case study was to discover how Texas public schools 

promote successful college readiness standards for Latino students. The researcher 

defined college readiness standards as the ability to pass high school exams associated 

with college preparations, enroll in college preparatory course work, and graduate high 

school. This study needed to be conducted because college readiness standards have 

been continually evolving via increasingly rigorous, complex, and inconsistent measures 

that might not always support Latinos in graduating from high school and enrolling in a 

post-secondary college. In the State of Texas, there have been relatively few high 

schools that are able to consistently achieve high academic performance ratings for 

Latinos. Therefore, there was a need to investigate research-based strategies that 

promoted Latino secondary achievement related to college readiness standards. This 

study utilized interviews and data to determine why specific high schools in the State of 

Texas were successful in fomenting college readiness standards for Latino students. Data 

was collected from selected schools with academically successful Latino secondary 

students. 
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Pertinent information was gathered through the investigation of factors that 

promoted the success of Latino secondary students in meeting college readiness 

standards. Organizational factors related to curriculum and instruction, teaching, 

programming options, alternative academic supports, and interventions were examined. 

This study was guided by the following research questions: 1. How do central and 

campus instructional leaders describe college readiness standards?; 2. What 

organizational processes do central office and campus instructional leaders engage in as 

a means to ensure that high school Latino students successfully meet or exceed college 

readiness standards?; and 3. How do central office and campus instructional leaders 

respond to high school Latino students who fail to meet college readiness standards?  

The findings of this study indicated there were four overarching themes which 

are expectations for students, accountability to a standards-based curriculum, academic 

programming, and access to resources.  These four themes were all present in ensuring 

that secondary Latino students' progress towards college readiness standards. Research 

question one suggested stakeholders describe college readiness standards as being able 

to effectively plan and prepare for each student to graduate on time while being engaged 

in a rigorous academic programming that included passing the state EOC exams and 

having access to Pre-AP, AP, and dual credit coursework. The second research question 

showed that participants designated critical attributes associated with organizational 

structure and process. For example, in addressing organizational structure, the findings 

revealed that each campus was intentional in designing and implementing schedules that 

were conducive to including increased enrollment and participation in Pre-AP, AP, and 
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dual credit courses. In addressing organizational processes, the findings identified the 

implementation of professional learning communities as a method for supporting 

targeted staff development related to aligning curriculum and instruction. Finally, the 

third question's findings suggested stakeholders identified response to intervention and 

continuous student progress monitoring as specific means in addressing the needs of 

Latino students who failed to meet college readiness standards. Central office and 

campus instructional leaders’ ability to strategize and create actionable plans following 

these four themes were more likely to support Latino students in meeting college 

readiness standards. Additional research among ESL learners was recommended to 

investigate strategies that proved to be effective in ensuring that Latinos who are 

acquiring second languages are equally inclusive in their pathway towards meeting 

college readiness standards.  
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Chapter One 

Introduction 

 Current world market trends have indicated students entering the workforce 

should have strong academic knowledge and skills similar to the skills of students 

entering postsecondary institutions of learning. Carnevale, Smith, and Strohl (2010) 

noted that 63% of all future employment opportunities in the United States and 90% of 

new employment in progressive industries with high wages require some postsecondary 

education. While current trajectories for high-paying employment opportunities appear 

to favor students who aspire to and acquire knowledge and skills congruent with those 

earned via college readiness, less stellar options exist for secondary students failing to 

meet college readiness standards.  

 Defining college readiness standards is challenging. College readiness standards 

have morphed into a variety of indicators that represent a student’s capacity to 

effectively perform within a college environment. While some stakeholders believe that 

obtaining a high school degree is a sufficient indicator for college readiness, others argue 

that more development in high school is needed (Somerville & Yi, 2002). In addition to 

obtaining a high school diploma, Adelman (2006) argued that preparatory college exams 

such as the ACT or SAT need to be included to measure college readiness. Still, others 

argued that adding high-stakes assessments to the testing repertoire in an attempt to 

further strengthen identifying student preparedness toward college readiness standards 

can have deleterious effects for minority high school students (Giambo, 2010; Holme, 

Richards, Jimerson, & Cohen, 2010). Further, additional challenges associated with 
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preparing minority high school students for college readiness can include factors related 

to second language acquisition, equity in accessing college preparatory coursework and 

schedules, as well as access to organizations structures or processes that support 

students’ progressive trajectory toward college readiness. 

 Although expectations for college readiness standards have increased among 

federal, state, and local educational policymakers and learning organizations, current 

high school accountability systems still reflect poor educational performance and 

achievement at the secondary level within the Latino community. Every year, 

approximately 1.3 million students fail to graduate from high school and more than half 

of these students are minorities (Amos, 2010). In spite of the differential in graduation 

rates for minority students, nominal graduation rate growth for Latino students has 

occurred. The National Center for Education Statistics (NCES, 2016) reported, the 

Latino student group’s attainment of the high school diploma or equivalency increased 

from 58% to 71% between 1980 and 2011. The gap between Latino and White students 

fell 8% during the same period, from 31% to 24% (NCES, 2016). Although data trends 

reflect academic advancement through high school among Latinos, issues related to 

equity and access to college preparatory coursework and college readiness indicators 

continue to prevail.  

Problem Statement 

Emphasis on college readiness standards as a means to address equity in public 

high schools resulted in transparent and specific data to measure academic achievement 

for all high school students. In an attempt to increase school accountability in measuring 



 

3 

the progress of all high school students, emphasis on end of course (EOC) exams, 

increased enrollment in advance placement (AP) coursework, dual college credits, and 

high school graduation rates have been most closely associated with college readiness 

standards.  

In spite of the increased focus on college readiness for all students, minority 

students, including Latino students, continue to lag behind their majority peers.  

Researchers revealed a few unintended consequences for Latino students such as 

increased high school dropout rates influenced by problems with passing high-stakes 

EOC exams (Holme et al., 2010).  Consequently, Darling-Hammond (2007) reported 

that for Latino students, who are impacted largely by high school dropout rates, 

“minority graduation rates returned to pre-1954 levels” (p. 255).  As educators and 

policy makers continue to place college readiness standards in the forefront of 

educational reform, more research is needed to ensure that the all students, especially 

minority Latino students, are able to meet the intended consequences of equity and 

access to college readiness and thus reduce the academic achievement gaps that continue 

to prevail.  

Effective schools meet NCLB’s evaluative status of Adequate Yearly Progress 

(AYP) which includes formulas for progress monitoring the academic achievement of all 

students, including Latinos. Conversely, low-performing schools who fail to meet AYP 

receive sanctions and punitive measures. Therefore, how high schools respond to high 

stakes accountability assessments, such as exit exams, is vital to ensuring that the 

instructional needs of all learners are met. Effective high schools appear to be meeting 
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the needs of all groups of students effectively, including Latinos, by providing support 

systems that facilitate academic achievement in the areas associated with College 

Readiness Standards (CRS) such as EOC exams, enrollment in AP coursework, 

participation in college entrance exams like the SAT (College Board, 2016) and ACT 

(2016), and completion of a high school diploma (Harris, 2007). Unfortunately, a high 

percentage of Latino students are not enrolled in effective high schools (as defined 

above). If the majority of urban secondary schools that can be comprised of a large 

percentage of Latino students are not meeting AYP (and the other measures mentioned 

above) how can the implementation of high-stakes EOC exams facilitate closing the 

achievement gap among minority students in successfully navigating college readiness 

standards?  

However, in spite of universal concerns related to testing, language, funding, and 

program placement, some urban secondary schools in the state of Texas have been 

responding effectively to the needs of Latino students as evidenced by their meeting or 

exceeding college readiness standards. Understanding these institutions’ methods and 

support mechanisms are critical in order to replicate them in less successful situations.  

Purpose 

The purpose of this study was to discover how Texas urban, public high schools 

promote successful college readiness standards for Latino students. The researcher has 

defined college readiness standards as the ability to pass high school exit exams and 

other exams associated with college preparations, enroll in college preparatory course 

work, and graduate high school. This study needs to be conducted because college 
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readiness standards are continuously evolving via increasingly rigorous, complex, and 

inconsistent measures that might not always support Latino and other minority students 

seeking to graduate from high school and enroll in a college. 

Research Questions 

Research questions for this study focus on the following:  

1. How do central and campus instructional leaders describe college readiness 

standards? 

2. What organizational processes do central office and campus instructional 

leaders engage in as a means to ensure that high school Latino students 

successfully meet or exceed college readiness standards? 

3. How do central office and campus instructional leaders respond to high 

school Latino students who fail to meet college readiness standards?  

College Readiness Standards Theory of Action 

The underlying theory of action regarding college readiness standards presumes 

that increased accountability standards motivate students to perform at higher academic 

levels, resulting in every student, including Latinos, achieving college readiness 

standards (U.S. Department of Education, 2010). In 2011, Latinos comprised 21% of all 

public high school student enrollments (Fry & Lopez, 2012). However, only about 50% 

of all Latino students graduated from high school as scheduled, and those who do are 

50% less likely than their peers to be prepared for college Winning the Future, 2011. 

Further, Latinos accounted for a mere 13% of college students earning a bachelor’s 

degree with only 4% completing a graduate or professional degree program. Although 
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the underlying theory of action regarding college readiness standards presumes high 

school students will achieve the desired college readiness goals by 2020, current 

statistical analyses suggest that too few Latinos will be part of the group of students 

successfully graduating from secondary and postsecondary schools. 

Evolution of College Readiness Standards 

The evolution of college readiness standards stems from the development and 

evolution of performance-based assessment tests as indicators of college readiness. 

However, these same tests also reveal the underperformance of educational attainment 

among Latino secondary students. These performance-based assessments include 

minimum competency exams, high-stakes exit exams, and SAT and ACT tests. In the 

United States, the earliest testing policies began during the 1970s and early 1980s and 

were defined as minimum competency exams (MCEs) (Resnick, 1980). By 1982, 39 

states had implemented MCE legislation with 19 of these states linking the issuance of 

diplomas to MCEs (Resnick, 1980; Winfield, 1990). Yet, while national focus increased 

accountability standards for all students, educational attainment data revealed ongoing 

academic disparities between majority and minority students (Winfield, 1990). Although 

Winfield revealed academic disparities among minority students thirteen years ago, we 

still have comparative data acknowledging the trend of disparate academic achievement 

for minority high school students today (Darling-Hammond, 2007; Heilig 2011).   

The etiology of these performance-based assessments stems from Congressional 

action and encompasses known barriers to educational success. In order to close the 

growing achievement gap and provide “accountability, flexibility, and choices,” 
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Congress implemented the No Child Left Behind Act of 2001 (NCLB, 2002). The 

purpose was to monitor student assessment results and state progress objectives to 

ensure that no students were academically left behind because of poverty, race or 

ethnicity, limited English proficiency, and disability (U.S. Department of Education, 

2001). Therefore, an annual hierarchal system of evaluating public school performance, 

based on specified academic content areas linked to student subpopulations with high-

stakes performance-based assessments, was created utilizing tests such as the Texas 

Assessment of Knowledge and Skills (TAKS), the State of Texas Assessments of 

Academic Readiness (STAAR), and EOC exams. Further, NCLB identified annual 

measurable objectives (AMOs) designed to rise periodically on a trajectory leading to 

100% of students reaching proficiency by the end of the 2013-2014 school calendar 

(McIntosh, 2011). Ultimately, the federal accountability system, under NCLB, mandated 

a uniform system for determining whether or not public schools made Adequate Yearly 

Progress (AYP). NCLB required that each school or district must meet every AMO, not 

only for the overall student population, but also for each representative student subgroup 

including African American, Asian American, Latino, White, and Native American as 

well as students from low socio-economic families, English as a second language 

learners, and students with disabilities (McIntosh, 2011). It implemented an 

accountability system for public high schools intended to minimize the achievement gap 

found among minority students while national pressure increased to ensure that all 

students met college readiness standards. 
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College Readiness and Organizational Response to Accountability  

 Increased pressures to meet college readiness standards for Latino secondary 

students via performance-based assessments, impel schools to react in ways that could 

preclude the educational attainment goal of all students being college career ready by 

2020. For example, in an effort to comply with AYP, reporting schools might be 

“gaming the system,” or manipulating student measurable objective data such as student 

retention, dropout, leaver, and attendance rates, thereby creating an image of false 

accomplishment (Heilig & Darling-Hammond, 2008).  Also, One Florida study designed 

to evaluate the alignment of Florida’s testing requirements, dropout rates, and options 

for minority students, in this case Limited English Proficiency (LEP) learners, revealed 

that test scores for the ‘standard curriculum’ students are likely to be inflated when 

scores of the most recent exited LEP students are excluded from the cumulative student 

data (Giambo, 2010). Still, Hemelt (2011) revealed that as schools focus more intently 

on passing high-stakes exams, the overall quality of education related to reading and 

math tends to fall below passing cut offs. In other words, as schools increasingly 

emphasize preparing students for high-stakes exams such as EOC exams, the quality of 

education tends to suffer. Further, high school exit exams might have a detrimental 

impact on minority, at risk students who are in most need of academic support.  Holme 

et al. (2010) argued that “organizations adopt responses that protect the survival of the 

organization at the expense of the student learning, either through a conscious increase 

in test prep, or worse, through strategic retention and push out” (p. 520). Declining 

emphasis on the overall quality of education might be an unintended consequence of 
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schools striving to meet high-stakes accountability. Yet, on the other end of the 

spectrum, intentional and equally less reputable efforts might be occurring. For example, 

gaming the system, grade inflation or even pushing out high school students are 

unfortunate aspects of the tapestry of what some schools engage in to meet high stakes 

accountability. 

Adequate Yearly Progress reports help reveal the gap between college readiness 

standards and Latino academic achievement. Although NCLB intended to create an 

accountable and flexible academic environment to address equity in education 

(Congress, 2002), there might have been unintended consequences resulting in schools 

failing to meet AYP. For example, Belfanz, Legters, West, and Weber (2007) reported 

that AYP created a confusing landscape in which low-performing high schools showing 

significant improvement were sanctioned, but similar schools reporting less 

improvement were not met with accompanying sanctions. In addition, the campus racial, 

ethnic, and socioeconomic demographics might have created an unequal playing field by 

comparing subpopulations to their majority or Caucasian counterparts. Smith (2005) 

reported that schools struggling to meet AYP have been those typically comprised of 

poorer, less affluent students and representing a disproportionate number of minority 

students. 

Beyond the accountability systems impacting school districts and high schools, 

secondary learning institutions play an integral part in providing appropriate measures to 

ensure that all students successfully navigate college readiness standards. Engberg and 

Wolniak (2010) reported that high schools have a normative role in not only promoting 
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college enrollment, but also in developing cultural capital related to college preparation 

and college choice decision-making processes. The processes used to further the goal of 

preparing all students for college is somewhat unclear due to the multifaceted 

differences found between students attending high socioeconomic schools and those 

attending low socioeconomic schools. For example, Hill (2008) argued that limited 

access to information and a lack of understanding of college choice might place some 

students in a disadvantaged situation throughout their schooling. Differences in access to 

information might partly explain disparities in college enrollment among low-income, 

minority students (Perna & Thomas, 2009). Understanding how secondary schools can 

play a supportive role in ensuring all students, especially Latino students, are equally 

prepared for college readiness during a time when college enrollment is declining among 

Latino students. College enrollments by Latinos stopped growing in 2013 (U.S. Census, 

2014).  A U.S. census report (2014) revealed that Hispanic enrollment did not grow 

between 2012 and 2013, after experiencing an increase of 1 million for the 5 previous 

years from 2007 to 2012.  

Learning organizations have an even greater responsibility to ensure that 

instructional standards are not only aligned with college readiness standards, but also 

rigorous in nature and representative of 21st century learning. Perna and Thomas (2009) 

argued that resource constraints at secondary schools often prevent the implementation 

of high school graduation instructional curriculum that is designed to prepare students to 

enter and succeed in college. An obvious research question, then, is which processes are 

embraced by leading high schools to that ensure that curricular and instructional 
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alignment is not only consistently applied, but that a high degree of rigor is instilled 

within the lesson planning, and conversely, which processes are lacking in the lower 

performing schools? 

College Readiness Standards and 21st Century Learning 

How do college readiness standards relate to 21st century learning? Both school 

districts and high schools bear the responsibility of ensuring that all students are exposed 

to, and develop attributes that, not only prepare them for college readiness standards, but 

also provide them with skills related to 21
st
 century learning. One researcher outlined 

five interconnected tenets central to 21
st
 century learning for math instruction that 

include: (a) focusing on real-life, multi-faceted problems; (b) allowing students time to 

solve the problems; (c) encouraging learning through failure; (d) having fun; and (d) 

providing collaboration time (Gasser, 2011). 

Learning in the 21
st
 century emphasizes instruction that accentuates critical 

thinking skills and is differentiated for each learner. Gallavan and Kottler (2012) argued 

that “conceptual attainment, vocabulary development, depth exploration, breadth 

expansion, contextual application, critical reasoning, conversational defense, 

classification labeling, example generation, and possibility advancement” are benefits 

derived from an instructional curriculum that incorporates divergent thinking (p. 170). 

However, the notion of applying a critical thinking curriculum is not limited to 

secondary coursework. Bouhnik and Giat (2009) argued that not only should curriculum 

include critical thinking, learning organizations should also create and implement 

coursework that adapts university level classes in applied logic for high school students. 
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In addition, there is merit in considering how school districts and high schools can 

provide appropriate professional development to address divergent thinking skills. 

Teachers who knowingly and purposely promote higher order thinking skills can 

increase critical thinking skills among their students (Miri, David, & Uri, 2007). In 

addition to addressing appropriate professional learning for teachers, school districts and 

high schools can also purposely select, create, and support instructional methods that 

focus on thinking skills, creativity, self-regulation, and academic achievement within the 

scope and sequence of the instructional curriculum (Sanz de Acedo Lizarraga, Sanz de 

Acedo Baquedano, & Oliver, 2010).  

Defining College Readiness Standards 

 While most politicians, educators, policymakers, and vested stakeholders 

agree that college readiness standards represent worthwhile goals for preparing high 

school students to actively engage in a global market society, the research reveals 

inconsistent and disparate attempts to develop a universal definition of college readiness 

standards. As early as 2002, Somerville and Yi reported that the act of graduating high 

school does not necessarily equate to college readiness - and in 2011, Conley raised the 

issue of defining college readiness and determining how to measure it. One of the 

questions raised included whether or not preparatory exams such as the ACT or SAT 

provide a significant measurement of college career readiness standards (Maruyama, 

2012). Other researchers argued that high school grade point average (GPA) and a 

rigorous academic regimen are better at predicting college success (Adelman, 2006; 

Desjardins & Lindsay, 2008). However, other researchers criticized the use of high-
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stakes exit exams, such as EOC exams, as performance-based measurements, stating that 

they actually widen the educational attainment gap for minority students (Giambo, 2010; 

Holme et al., 2010; Papay, Murnane, & Willet, 2010; Perna & Thomas, 2009). More 

recent definitions of college readiness standards have evolved at the state level, and 

include completing a more rigorous graduation degree plan. For example, the Texas 

Education Agency (TEA, 2016b) established a series of content standards (known as the 

Texas Essential Knowledge and Skills [TEKS]) in English language arts, social sciences, 

mathematics, and natural sciences designed to encourage critical-level inquiry, and 

prepare students for academic skills and knowledge requisite of college level courses 

(TEA, 2016b).  

College Readiness Standards and Latino Educational Attainment 

The inclusion of performance-based assessments as part of the commentary on 

college readiness standards does not appear to diminish the current educational 

attainment gap existing between secondary Latino students and their minority and 

majority counterparts. For example, in 2011, nearly 50% of the nation’s public schools 

failed to make Adequate Yearly Progress (CEP, 2012). This dismal success rate resulted 

in the increased use of waivers stipulated by NCLB’s flexibility in accountability, which 

provides schools an opportunity to continue to be monitored and evaluated through 

different accountability lenses. In September 2011, the Obama administration initiated a 

program granting waivers for several significant requirements of the Elementary and 

Secondary Education Act (ESEA), as amended by the No Child Left Behind Act (U. S 

Department of Education, 2012). To qualify for the NCLB waivers, states must first 
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apply to the U.S. Department of Education and meet various requirements not currently 

in federal legislation. The requirements stipulated in the waiver package include 

developing college- and career- ready standards and assessments as well as developing 

differentiated performance accountability systems. For unsuccessful schools that fail to 

meet these standards, parent and student choice via school transfers to better performing 

charters or schools remains is a viable alternative. Unfortunately, as Congress and 

policymakers have increased an emphasis on PreK-16 college readiness standards, 

ensuring that all students, especially Latinos, have equity in access to college readiness–

remains elusive. 

Studies Addressing College Readiness 

In the era of performance-based accountability, defining college readiness 

standards continues to evolve during a period of disparate academic achievement 

attainment by minority students. In 1997, Berkner and Chavez reported that the National 

Center for Education Statistics (NCES) created their own construct of college readiness 

standards based on cumulative grades in high school, academic course work, senior class 

rank, and performance-based assessments that included the 1992 National Educational 

Longitudinal Studies, and SAT and ACT college entrance examination scores. In 2002, 

the Southern Regional Education Board (SREB), with its three partner states of Georgia, 

West Virginia, and Texas, identified 24 student needs related to college readiness. The 

American Diploma Project also addressed college readiness standards through a content-

driven approach (Achieve Inc., 2004). Conley delineated college readiness standards in 

2007 through a much broader context, which included key cognitive strategies and 
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academic behaviors, as well as contextual awareness and skills. In 2012, Kobrin reported 

that the SREB college readiness needs included areas limited to curriculum and 

standards, assessment and accountability, educational support systems, qualified 

professional staff, community and parental partnerships, facilities, and equipment and 

instructional materials.  

In order to provide a defining rubric addressing college readiness standards, the 

National High School Center (2012) developed -a method to synthesize and consolidate 

an ever-increasing consortium of college readiness initiatives. The National High School 

Center identified the three critical elements related to college readiness standards of 

goals and expectations for college readiness, pathways and supports for college and 

career preparation, and outcomes and measures for college and career success. 

However, defining college readiness standards is only part of the problem. How 

learning organizations, such as school districts and high schools, respond to increased 

accountability regarding college readiness standards remains uncertain. Current research 

suggests that some schools tend to “teach to the test” in hopes of achieving college 

readiness standards (Menken, 2006). However, this strategy might not be entirely 

productive in terms of equating exit-exams with college readiness standards, because it 

results in a narrowed instructional curriculum that all too often does not address the 

minimal critical thinking skills necessary for 21st century learning. Limiting college 

readiness standards to performance-based testing alone also has its critics. Mintrop and 

Sunderman (2009) suggested that using multiple-indicator systems, with goals aligned to 

real growth achieved, would be preferable to the one-size-fits-all test practices. Musoba 
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(2010) argued that performance-based exams such as high-stakes exit exams were not 

significantly related to readiness for college.  

Limitations of Prior Research 

As outlined above, current research does attempt to define college readiness 

standards and their influence and role in preparing secondary students for 21st century 

learning (Hill, 2008; Lee, 2012; Maruyama, 2012). However, there is less evidence as to 

how district and school instructional leaders are effectively preparing all students to 

meet college readiness standards in an equitable and flexible manner via a curriculum 

that improves academic learning while meeting accountability measures (Hemelt, 2011).  

One area of growing concern is the idea that performance-based accountability exams 

such as high-stakes assessments and exit exams are counterintuitive to preparing 

secondary students for college and actually contribute to lower high school graduation 

rates (Robelen, 2006). McIntosh (2011) reported exit exams for the Class of 2012 that 

were required in 25 states and impacted 69% of all high school students. Maxwell (2005) 

reported that among Latino students, just under 18% dropped out of high school in 2009, 

compared to 10% for African-Americans and 5% for Whites in the same age group. 

Further, the advent of high-stakes testing and accountability might yield an additional 

burden for Latino students who are navigating the acquisition of English while 

advancing through a rigorous secondary curriculum (Giambo, 2010). Another major 

issue related to the Latino population is the proper identification and placement of 

Latinos with learning disabilities. For example, Huang, Clarke, Milczarski, and Raby 

(2011) stipulated that a major issue for educators is the appropriate identification and 
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placement of English Language Learners with learning disabilities. Based on these 

outcomes, there is an obvious need to examine how high schools effectively support 

Latinos in meeting college readiness standards.  

Significance of the Study 

Current Congressional educational oversight for the first time in the history of 

the United States now requires that all students be instructed to high academic standards 

that will prepare them to succeed in college and careers (Every Student Succeeds Act 

[ESSA], 2015). As learning organizations respond to increased pressure to prepare 

secondary students for college readiness standards that include critical thinking, 

collaborative learning, and advanced course placement, current research depicts a 

contradiction in academic performance of minority students due to unrealistic goals and 

expectations that might negatively impact the quality of a curriculum program as schools 

strive to address high-stakes accountability (Darling-Hammond, 2006). Although more 

Latinos are graduating high school, educational gaps of equity and access continue to be 

a concern for this growing student population. For example, U.S. Census Bureau (2010) 

reported among Latinos 18- to 24-year-olds, 78% were enrolled in high school and 

acquired a high school diploma or equivalent in 2008, compared to 66% in 1998.  

Current research appears to imply that increased accountability measures touted 

by No Child Left Behind (NCLB) might have deleterious impact particularly among 

low-performing high schools where a vast majority of minority students tend to enroll 

which might exacerbate deficiencies between college readiness standards and Latino 

high school attainment (Balfanz, Legters, West, & Weber, 2007).  However, this 
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researcher was convinced that while increased accountability measures might be an 

obstacle for most secondary schools in supporting all students toward college readiness, 

exemplar high schools could navigate accountability standards while diminishing the 

academic achievement gap among minority students. In fact, Lee (2012) argued that 

school social organization, and the nature of the school culture defined by the 

relationships between teachers and their students, might influence whether or not high 

school students drop out or remain in school. Still, other influential factors that influence 

college readiness include socioeconomic opportunities or limitations that exist and differ 

between urban and rural areas. Economic opportunities might be another limiting factor 

when adult students must work to supplement family income. Such responsibilities can 

limit these students’ access to extracurricular activities that could both enhance academic 

achievement and broaden their understanding of additional opportunities associated with 

a college readiness pathway. Further, situational awareness of college readiness for both 

students and parents might influence students’ motivation or engagement in a college 

readiness pathway. In addition to home environment challenges, minority students might 

attend dilapidated schools with outdated or obsolete technology, which further reduces 

student access to knowledge and skills needed for current marketplace.   

Learning organizations might provide systemic support measures that address 

risk factors often associated with Latino students such as poverty, ethnic or racial 

discrimination, and acculturative stress (Reyes & Elias, 2011). These factors can 

influence resiliency among Latino’s in completing high school and engaging in a college 

readiness pathway when schools fail to consider and or provide extended support 
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systems such as an engaging and relevant curriculum that relates to student interests or 

creative scheduling that accommodates flexibility in attendance. According to Reyes and 

Elias (2011) schools play a vital role in promoting resilience among Latino youth by 

adopting a risk and resiliency perspective that provides Latinos with social emotional 

learning (SEL) skills so that they can cope with adversities affecting them. In other 

words, Latinos face at risk factors that impede their ability to effectively progress 

through school; therefore, it is incumbent upon schools to provide ongoing systemic 

support as Latino students transition from elementary to secondary to college and 

careers.  

There was a need to examine school response in supporting and meeting the 

needs of Latino high school students. Although the achievement gap and college 

readiness emphasis moved the scale forward for all students, including Latinos, access 

and equity for Latinos and college readiness still remained elusive and challenging for 

most schools struggling to meet the federal and state accountability systems. In the age 

of transparency and accountability, as some schools advance and meet college readiness 

standards, the same pressures to excel might be contributing to a less rigorous and 

engaging instructional curriculum and increased dropout rates among Latinos (Heilig 

2011; Maxcy, 2006).  

Learning organizations hold responsibility for developing appropriate 

interventions to support and enhance student progress toward meeting college readiness 

standards. In one study that evaluated the perception of high school minorities and 

standardized college admission tests, Walpole et al. (2005) stated:  
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Furthermore, lack of information, lack of resources to pay for college admission 

tests, lack of test preparation, and the pressure these students feel to perform 

well, result in admission test requirements becoming a barrier to college 

attendance for the African American and Latino students in the current study. (p. 

341) 

Schools also might positively or negatively influence the development of student 

cultural capital regarding college readiness standards. In addressing Latino performance 

within the academic content and context, Cole (2008) posited that cultural capital prior 

to a student’s college enrollment significantly contributes to his or her academic success 

and that higher levels of cultural capital translate into higher levels of cultural congruity 

within the chosen academic major. How learning organizations such as school districts 

and high schools respond to preparing Latino students to meet college readiness 

standards is noteworthy. Burris (2008) concluded that providing all students a rich, 

accelerated curriculum in a heterogeneously grouped environment could be a more 

effective alternative strategy to the current model in which students are tracked 

according to ability and interest. Further, Haro (2004) argued that in order to increase 

Latino educational attainment, strategies such as access to pertinent information on 

preparation for admission to the college or university of choice, and how to 

circumnavigate the system to graduate in a timely manner with attention to high grade 

achievement should be addressed. While the discussion of raising secondary educational 

standards to college readiness standards prevails, there is an even more pressing need for 

policymakers, legislators, and educators interested in minimizing the achievement gap 

among minority students  to identify how effective schools are able to develop, 
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implement, and moderate systems that support all students, especially minority students, 

in meeting college readiness standards.  

Method 

 The purpose of this research is to examine a variety of strategies that high 

schools in Texas use to encourage Latino students in meeting college readiness 

standards. Researcher Darling-Hammond (2007) asserted “that minority graduation rates 

have returned to pre-1954 levels” (p. 255). Therefore, it is important to look at Texas 

public high schools to determine the comprehensive implementation of strategies that 

positively affect the academic performance of Latino students.  

 The researcher utilized qualitative interviews created for school personnel in the 

district and the three school study sites. The names of the district, schools, and 

community researched were masked or changed due to the need to protect 

confidentiality and anonymity. Surveys were created for central office administrators, 

campus principals, and leadership teams about specifically the structures used to 

promote college readiness standards with Latino students. Direct interviews were 

conducted with all participants at the specified district and its school campuses.  

Limitations and Delimitations 

There were limitations associated with this study. One limitation of the study was 

the suggested bias that occurs in a school where more Latinos are enrolled than all other 

race/ethnic groups.  Bias exists in high schools with Latino populations of greater than 

50% of the student population as administrators tend to focus more on meeting this 

specific population’s needs to the detriment of the other groups and more so than high 
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schools whose student population reflect Latinos in the minority. The second limitation 

of the study related to the specificity of school characteristics which might not transfer to 

other schools with different characteristics. Another limitation of the study was lack of 

transferability to English Language Learners (ELLs) who simultaneously navigate the 

second language acquisition of English while learning the state curriculum standards and 

progressing through the recommended college readiness coursework and associated 

college placement exams. 

Lastly, the study was focused on public high school students and did not consider 

Latino students attending private or charter campuses. Effective high schools share 

similar indicators such as socioeconomic status, dropout rates, completions, levers, and 

academic performance issues. Therefore, patterns might have emerged to communicate a 

systemic solution in facilitating effective strategies that encourage Latino students to be 

successful in meeting college readiness standards and might not have transferred to other 

high schools.  
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Definition of Terms  

Achievement: The successful completion of a process that requires an amount of 

skill within a content area (The American Heritage Dictionary, 2000).  

Achievement gap: The disparity and differentiation of expected academic skills 

between cultural subgroups of comparable ages over a period of time.  

Adequate Yearly Progress (AYP): Although the original accountability 

provisions under No Child Left Behind Act of 2001 are not currently enforced in Texas 

due to a secured waiver, under NCLB all public school campuses, school districts, and 

the state are evaluated for AYP.  

ACT. A U.S. college admission test, measuring what students learn in high 

school to determine academic readiness for college (ACT, 2016).  

Annual measurable objectives (AMO): AMOs are unique yearly goals in reading 

and math for each subgroup, school, and district, as described in Washington’s 

Elementary and Secondary Education Act (ESEA) Flexibility request. AMO goals are 

also established for graduation rates for each subgroup, secondary school that graduates 

students, and district. AMOs replace the state uniform bar used under the AYP as 

prescribed in ESEA.  

College readiness index. The college readiness index is comprised of three 

concepts that include high school grade point average (GPA), academic intensity index 

(AII) and SAT (Patelis, Camara, Wiley, & the College Board, 2009). 

End of course exam. EOC exams are given to students who complete selective 

high school courses needed for meeting graduation requirements. 
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Every Student Succeeds Act (ESSA). This federal law was passed in December 

2015 and governs national K-12 public education policy. ESSA replaced the NCLB and 

modified, but did not eliminate provisions related to, periodic standardized tests 

administered to students. 

Latino student.  A person of Latin-American origin living in the United States. 

Merriam-Webster. 

No Child Left Behind Act (NCLB). Passed by Congress in 2001 and signed into 

law on January 8, 2002, NCLB the 2002 update of the Elementary and Secondary 

Education Act (ESEA) and increased the federal government’s role in holding schools 

and districts accountable for student academic outcomes.  

SAT. A standardized test used for college admissions or entrance in the U.S. 

(College Board, 2016). 

State of Texas Assessments of Academic Readiness (STAAR). State assessments 

implemented in the Spring 2012 which includes annual assessments for reading and 

mathematics in Grades 3 through 8, writing at Grades 4 and 7, science at Grades 5 and 8, 

social studies at Grade 8, and EOC assessments for the high school courses of English I, 

English II, Algebra I, Biology I, and U.S. History (TEA, 2016b).  

Texas Assessment of Knowledge and Skills (TAKS). The fourth Texas state 

standardized test previously used in Grades 3 through 8 and Grades 9 through 11 to 

assess students’ attainment of reading, writing, math, science, and social studies skills 

required under Texas education standards (TEA, 2016b).  
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Texas Essential Knowledge and Skills (TEKS). The state standards for what 

students should know and be able to do (TEA, 2016b).  

Preview of Chapter Two 

 The literature review information about college readiness standards and its 

influence on organizational response and student educational attainment for Latino 

students is derived from evaluation studies and empirical research. The review of 

literature centered on key themes such as college readiness standards and secondary 

Latino learners. The literature review should provide insight as to current themes related 

to college readiness standards and its impact on educational attainment for secondary 

Latino students.  
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Chapter Two 

Literature Review 

College readiness standards are affecting a growing majority of U.S. secondary 

students. In spite of the increased attention to postsecondary academic achievement, 

there exists a gap between the skills students obtain in high school and the set of skills 

needed for college, which results in many new and ill-prepared college students 

enrolling in remedial coursework. One out of every five incoming freshman at four-year 

institutions, and slightly over 50 % of those at two-year colleges, need to enroll in some 

type of remedial coursework (Amelga, 2012). In 2012, at the high school level, only one 

in four students met the College Readiness Benchmarks in all four subjects of all ACT-

tested high school graduates (ACT, 2016). The purpose of this study was to discover 

how Texas urban, public high schools promote successful college readiness standards for 

Latino students. 

College readiness standards embody a number of fundamental goals. They 

should guide schools in improving how they educate all students, to increase the effort 

expended by students, and to provide assurances that students have mastered a set of 

skills, thereby increasing their ability to transition well from high school to college. 

There are concerns, however, that these standards yield unintended consequences, such 

as “teaching to the test” and further widening the achievement gap among minority 

students. This review of the literature asks whether college readiness standards produce 

schools that provide a curriculum focused on critical inquiry or test preparation, and 

whether there are repercussions associated with either curriculum.  
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College readiness standards affect how high schools prepare a growing diverse 

student population for postsecondary education. Although college readiness standards 

embraced the goal of improving student achievement as well as postsecondary 

outcomes, they also have the potential for unintended consequences particularly when 

high-stakes testing is added to the equation to measure student academic achievement 

(Horn, 2003). To understand better how high schools prepare students for college 

readiness standards, 30 studies were reviewed that relate to college readiness standards, 

test preparation, critical thinking skills, and high performing high schools. Research has 

indicated college readiness standards have produced few of their intended benefits and 

might be linked to increasing the number of challenges faced by minority students 

(Darling-Hammond, 2007).  Darling-Hammond (2007) suggested policy modifications 

to lessen some of these challenges such as developing a highly qualified teaching 

workforce and amending high-stakes testing to encourage the use of diagnostic 

assessments and high-quality local performance assessments.  These tests were 

established as a means to improve curriculum and teaching and to enable schools to be 

evaluated in terms of ongoing student academic improvement rather than unrealistic 

goals.  

College readiness standards are a set of knowledge and skills developed in high 

school that prepare students for a postsecondary education without the need for 

remediation (ACT, 2016). However, college readiness standards are often measured by a 

number of indicators including high school grade point average, performance on college 

admissions or entrance tests, such as the ACT or SAT, and performance on high-stakes 
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state-developed EOC exams (Atkinson & Geiser, 2009; Linn, 2009; Lombardi, Seburn, 

& Conley, 2011). College readiness standards also include other variables that extend 

beyond student performance on assessments such as student’s emotional intelligence and 

ability to think critically (Sanz de Acedo Lizarraga et al., 2010; Sparkman, Maudling, & 

Roberts, 2012).  

How high schools embrace college readiness standards is of vital importance. 

High schools might choose to prepare students for college readiness by narrowing the 

curriculum and focusing on test preparation (Gulek, 2003; Perna & Thomas, 2009). 

Alternatively, high schools might respond by focusing more on developing curriculum 

and coursework that embraces critical thinking (Klecker & Pollock, 2005; Mayer & 

Tucker, 2010).  

High-performing high schools are schools that have developed structures and 

processes to ensure that the majority of their students are performing well on high-stakes 

accountability assessments while navigating a curriculum and instructional program that 

facilitates college readiness achievement. High-performing high schools that embrace 

critical thinking skills tend to represent the goals set forth by college readiness standards. 

Further, high-performing high schools embrace processes that infuse rigor in the 

curriculum (Wilcox & Angelis, 2011) while providing the support to ensure academic 

success, including supportive academic peer groups, and opportunities for social and 

emotional growth (Mayer & Tucker, 2010). In contrast, low-performing schools are 

designated as such as a result of poor student performance on high-stakes accountability 

exams. Paradoxically, as low-performing schools turn their attention to increased test 
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preparation, schools pay less attention to and concentration on critical thinking skills 

(Brown & Clift, 2010).  

In 2010, the United States Department of Education published A Blueprint for 

Reform: The Reauthorization of the Elementary and Secondary Education Act and listed 

the primary priority for high schools as preparing college-ready students. The report 

addressed raising standards for all students, developing better assessment systems that 

measure critical thinking skills, and developing a complete education through 

professional development and evidence-based instructional models. Although college 

readiness standards invoke the idea of preparing all high school students for 

postsecondary education, minority students are disproportionately likely to face a myriad 

of challenges in transitioning from high school to college such as personal education 

planning, academic skills and personal impetus (Boden, 2011). Further, national 

statistics reveal that Latino students face significant life challenges such as unprotected 

sex and dropping out of school that place them at risk in terms of resilience in achieving 

college readiness (Reyes & Elias, 2011). A critical question that lies before policy 

makers, educators and researchers is how schools can effectively bring to scale 

structures and processes that supports and encourages Latino youth to engage and fulfil 

college readiness standards.  

Understanding College Readiness Standards 

The purpose of this review is to evaluate both positive and negative outcomes 

associated with college readiness standards. A “theory of action” framework was used to 

accomplish this goal. Malen, Croninger, Muncy, and Redmond-Jones (2002) proposed 
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that a policy’s underlying assumptions, goals, and aims should guide analysis of its 

outcomes. To examine a policy under the theory of action model, a policy’s articulated 

and unarticulated premises and logic must be identified. Because college readiness 

standards seek to influence student outcomes while students are in high school and 

beyond, Malen et al. reported these standards embody a worthwhile array of goals as 

follows: 

 College readiness standards: How are they defined? 

 Test preparation: How has college readiness standards influenced test 

preparation? 

 Critical thinking skills: How have college readiness standards affected critical 

thinking skills in the classroom? 

 High performing high schools: How have college readiness standards influenced 

student performance in high performing high schools? 

Literature Search Methods 

To identify studies for inclusion in this review, four major databases (Education 

Resources Information Center, JSTOR, PsyncINFO, and Google Scholar) were searched 

for articles related to college readiness standards. The following descriptors were used in 

the literature search: college readiness standard(s), college readiness, test preparation, 

critical thinking, and high performing high school(s). Because college readiness is 

broadly associated with elementary, secondary, and post-secondary purposes, the 

descriptors were combined with the term high school to ensure that only articles on the 

subject of college readiness and high school performance were included. The search 



 

31 

began in December 2012 and updated in February and March of 2013. Together these 

searches yielded more than 300 results. 

To identify studies for inclusion, the inclusion criteria of relevance, empirical 

nature, and scholarship quality were applied as taken from Guarino, Santibanez, and 

Daley (2006). With regard to the relevance criterion, only studies related to the issue of 

college readiness and to the four central questions were included. Studies that focused on 

students with disabilities were excluded because this component of research focused on 

a specific student population subset of cognitive and behavioral measurement questions 

that were too broad to include within this review. 

With respect to the empirical nature criterion, qualitative and quantitative studies 

that reported original research as well as the research of others were included. In 

addition, only studies that met certain criteria for scholarship quality were included, 

based on the American Educational Research Association (AERA, 2006) reporting 

standards. For inclusion within this analysis, studies must have (a) provided a clear and 

well-supported logic of inquiry, (b) adequately described the design and sources of 

evidence, (c) used sources of evidence that were appropriate to the scope of the 

questions, and (d) described the analytic procedures, and (e) described the merits for 

conclusions. To ensure the review was as inclusive as possible, these criteria were 

applied conservatively (AERA, 2006). 

College Readiness Standards 

College readiness standards are a set of knowledge and skills developed in high 

school that prepare students for a postsecondary education without the need for 
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remediation (ACT, 2016). However, college readiness standards are often measured by a 

number of indicators including high school grade point average, performance on college 

admissions tests such as the ACT or the SAT, and performance on high-stakes state 

developed exams such as EOC exams (Atkinson & Geiser, 2009; Linn, 2009; Lombardi 

et al., 2011). College readiness standards also include other variables that extend beyond 

student performance on assessments such as student’s emotional intelligence and ability 

to think critically (Sanz de Acedo Lizarraga et al., 2010; Sparkman et al., 2012). 

A distinction was made in comparing college readiness versus college eligibility. 

Lombardi et al. (2011) investigated the difference between college readiness and college 

eligibility. In a cross-validation study, the authors examined the psychometric properties 

of academic behaviors associated with college readiness intended for high school 

students. An exploratory factor analysis was conducted with a randomly selected portion 

of the sample that included 413 students. Lombardi et al. identified four reliable factors 

associated with college readiness: goal-driven behaviors, persistence, study skills, and 

self-monitoring. The study determined that there is a need to measure self-monitoring 

and study skills in a greater context of college readiness. This evidence supports the 

view that high schools have a tendency to focus on academic outputs such as knowledge 

and skills mastered, and less with academic behavior on the individual level as well as 

the group level. Although secondary students might, presumably, be equipped 

academically for college eligibility, there are other factors related to behavior that are 

equally important in determining college readiness such as dimensions related to self-

regulation which focuses on the individual. Similarly, there is less focus on the 
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interaction with others within the social learning context (Lombardi et al., 2011). Self-

regulation and social instructiveness might be considered noncognitive in nature and 

might play an equally vital role in supporting students with college readiness.  

Equally, noncognitive indicators should be examined as predictors of student 

success in college. Looking beyond high school performance might address a need to 

examine how students effectively perform in the college arena in determining college 

readiness. Sparkman et al. (2012) explored potential effects of emotional intelligence on 

a student’s ability to persist and graduate in a four-year period. The research design 

centered on measuring the emotional intelligence and academic performance of a 

traditional student group who enrolled in a south-eastern United States institution of 

higher education in May 2007. Student participants were given the EQ-i:125 test, an 

instrument to measure emotional-social intelligence, during freshmen orientation 

activities held during the 2002 fall semester. Multiple linear regression models were 

used to evaluate possible relationships between cumulative grade point average and 

emotional scores of students five years after their initial enrollment and degree 

completion. The first statistical procedure was a multivariate test of difference between 

groups on emotional intelligence scores using the Pillai’s Trace criteria. Findings 

indicated statistical significance for empathy, social responsibility, flexibility, and 

impulse control. The report concluded that policy implications for college readiness 

standards should include attention to identifying student’s emotional intelligence and 

creating a support network that addresses these social and non-cognitive factors related 

to college readiness.  
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While current researchers embrace policies supporting the inclusion of non-

cognitive factors as significant measures for college readiness standards, there is also an 

ongoing debate as to the limitations of current college admissions tests as effective 

predictors of college readiness success. Atkinson and Geiser (2009) proposed that 

curriculum-based achievement tests are more valid indicators of college readiness than 

other tests and consequently have important signaling effects and incentives for K-12 

schools. They proposed that curriculum-based achievement tests support the 

reinforcement of a rigorous academic curriculum and generate better alignment of 

teaching, learning, and assessment from high school to college. Their central argument 

relies on transitioning from tests that focus on predictive ability, such as the ACT and 

SAT, to tests that focus on curriculum-based achievement. The cause and effect 

implication is that students enter college better prepared after having engaged in a 

rigorous curriculum linked with assessments bent on mastery of learning and critical 

thinking as opposed to tests that favor predictability and test preparation (Atkinson & 

Gieser, 2009).   

Lessening the impact of college admissions tests is not without criticism. In a 

report directly countering Atkinson and Geiser (2009), Linn (2009) proposed that the 

predictive utility associated with the college admissions tests is exaggerated. While Linn 

agreed with Atkinson and Geiser that some features are inherent to admissions tests used 

by colleges for selection purposes, Linn disputed the notion that a strict alignment of 

admissions tests to college preparatory courses in high school is unlikely to be achieved 

on a national level without a national curriculum.  
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Can high school achievement tests supplement or supplant college admissions 

tests? While some researchers dispute the predictive value of college admissions tests as 

worthwhile indicators of college readiness, others examine whether or not performance-

based achievement tests can supplement or supplant them. Cimetta, D’Agostino, and 

Levin (2010) studied the Arizona Instrument to Measure Standards (AIMS) high school 

test and its usefulness as a predictor of college performance. To determine whether the 

AIMS test could supplement traditional college admissions tests, a step-wise regression 

analysis with a predetermined order of variable entry was conducted. Data for this study 

were obtained from the Arizona Department of Education and the Department of Student 

Enrollment and Management at the University of Arizona, which enlisted data for all 

high school sophomores completing the AIMS tests in 1999 and 2000. The evidence 

determined that the AIMS did not perform well in supplanting the SAT for predictive 

value of performance. However, Cimetta et al. concluded that, at least for the state of 

Arizona, the state’s tests were aligned sufficiently with college expectations to render 

them as worthwhile indicators of college readiness. However, when it came to 

discerning achievement between race and ethnic groups, Cimetta et al. detected for two 

of the eight relevant analyses statistical differences (p < .05) existed in the 1999 cohort 

comparison of Hispanic and Caucasian students mean Year 1 Grade Point Averages 

revealed a difference favoring the latter (Cimetta et al., 2010).  

As new evidence suggested the utilitarian value of state assessment tests in 

determining college readiness, some concern regarding the high stakes associated with 

such tests has been raised. Test-based grade retention and graduation implications are 



 

36 

increasingly being associated with performance-based EOC exams. Penfield (2010) 

examined the extent to which test-based grade retention policies comply with standards 

for fair and appropriate test use, based on norms established by the professional testing 

community.  

This analysis identified two areas in which test-based retention is potentially in 

violation of the professional standards: (a) the professional standard asserting 

that test scores should not be attributable to poor instruction or properties of the 

assessment process that are unrelated to the focused trait (e.g. linguistic or 

cultural content of the assessment); and (b) the professional standard asserting 

that test scores should lead to consequences, such as placements, that are 

educationally beneficial. (p. 115) 

The evidence presented supports the idea that high-stakes performance 

assessments resulting in coursework advancement or diploma attainment might not be 

equally advantageous for all students and potentially might inhibit the college readiness 

of students impacted by these types of exams. For example, minority at risk students 

might have additional noncognitive obstacles such as working to supplement home 

income or lack of understanding of the need to participate in college admissions test 

preparatory sessions or lack of access to enroll in college dual credit coursework that 

impede their ability to fully engage and navigate a college readiness curriculum. 

Therefore, it is important that research identifies processes and structures that exist in 

secondary public schools that have proven effective in supporting minority at risk 

students in achieving college readiness.   

Test Preparation 

The utility of college admissions tests and the proliferation of performance-based 

assessments as indicators of college readiness standards remains clear. Consequently, 
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some families have reacted toward enhancing student academic output of college 

readiness standards by embracing strategies supporting test preparation, including 

practices related to shadow education. Buchmann, Condron, and Roscigno (2010) 

defined shadow education as educational activities such as tutoring and supplemental 

classes beyond the regular school curriculum that occur outside the formal channels of 

an educational system. The authors examined data drawn from the National Education 

Longitudinal Study on shadow education and extended its conceptual utility by 

analyzing SAT preparation, its relationship to social class and race/ethnicity, and the 

related consequences for student enrollment in four-year colleges. The variables most 

associated with test preparation versus no test preparation include family income, 

parental education, race/ethnicity and controls, and how family income and parental 

education shape students’ use of test preparation. By measuring these variables, the 

findings showed that family background inequalities such as low family income and 

limited parental education might disproportionately influence the likelihood of minority 

at risk students engaging in shadow education activities that support college readiness. 

Conversely, students from upper-middle and upper class family incomes and unlimited 

parental education have greater likelihoods of engaging in SAT preparation activities 

such as taking the test multiple times as well as enrolling in additional costly test 

preparation courses. This evidence supports the view that test preparation is an important 

indicator toward advancing students to meet college readiness standards. Given the 

economic factors necessary to participate in activities related to shadow education, it 
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remains unclear how schools can effectively support students who are unable to access 

these types of test preparation strategies for college admissions tests.  

Some schools might be able to diminish the economic effect of shadow education 

by tailoring test preparation strategies within their curriculum framework. Hong, Sas, 

and Sas (2010) explored test-preparation and test-taking strategies used by high school 

students. By accounting for strategies used by high achieving and low achieving students 

in algebra tests, considering cognitive strategies such as reviewing, outlining, solving, 

repeating, checking, and note taking, findings revealed that most frequent cognitive 

strategies that students reported were reviewing, solving problems, checking, and 

repeating as tactics for test preparation. The findings of this study support the idea that 

quality test preparation as an instructional intervention is warranted for adequate test 

preparation or study skill enhancement. However, the implications of this study revealed 

that a large percentage of high school students focus on lower order mathematical 

thinking such as reviewing or fact checking without challenging themselves to 

understand or reason mathematically perhaps either as a result of the increased high-

stakes accountability associated with classroom instructional preparation or due to the 

low emphasis on self-regulated learning.  

The ability to teach students to think critically, or to evaluate theory and data 

from an oppositional viewpoint can be hindered by policies and practices associated with 

high-stakes test preparation and teachers’ effective use of classroom textbooks. Pinto, 

McDonough, and Boyd (2011) explored high school philosophy teachers’ use of 

textbooks: what types of textbooks they used, how they used them, and why they 
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selected various approaches for textbook use. Pinto et al. examined three approaches that 

readers use to interact with texts (dominated, negotiated, and oppositional) and 

concentrated on the pedagogical methods employed by teachers and less on the course 

content. The oppositional approach allows readers to challenge textual content and 

interpret presupposed perspectives through critical thinking.  

By taking into account frequency of textbook use, approaches to textbook use, 

and reasons behind teacher’s approaches to textbook use, Pinto et al. (2011) found that 

the oppositional approach is not readily employed by philosophy teachers due to factors 

related to their own limitations associated with their lack of knowledge or training in 

facilitating critical inquiry and/or teacher’s perception of whether or not students were 

capable of this type of critical thinking. Therefore, the evidence supported a view that 

high-stakes test preparation and the associated teacher training and classroom 

instructional implications might relegate critical thinking obsolete such that even 

philosophy teachers trained inherently to think about learning are unable or ineffective in 

facilitating critical inquiry to the students. Consequently, the presence of high-stakes 

testing and the unintended consequence of narrowing the curriculum might have a 

deleterious effect on teachers trained to support students in meeting college readiness 

standards.    

The Case for Critical Thinking Curriculum 

Purposely teaching a critical thinking curriculum that promotes higher order 

reasoning might be the quickest and most thorough way of ensuring that all students 

meet college readiness standards. Miri et al. (2007) conducted a longitudinal case study 
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that examined whether purposely teaching for the promotion of higher order thinking 

skills enhances students’ critical thinking within the framework of science education. 

Their study included an experimental group of 57 science high school students who were 

exposed to teaching strategies designed for enhancing higher order thinking skills. Two 

other groups, which consisted of 41 science majors and 79 non-science majors, were 

taught traditionally, and served as the control. Although Miri et al. did not inherently 

focus on differentiating the analysis between minority or at risk students and their 

majority counterparts, Miri et al. found that students who are taught purposeful and 

persistent higher order thinking strategies such as dealing in class with real-world 

problems, encouraging open-ended discussions, and fostering inquiry-oriented 

experiments, have better chances for success in meeting college readiness standards. 

This evidence underscores the notion that increased resource allocation and focusing on 

integrated and accountability-linked teacher training in critical thinking might improve 

student preparation for college readiness standards.  

Other researchers also support the idea that purposeful stimulation of thinking 

skills in high school students enhances critical thinking attributes associated with college 

readiness standards. Sanz de Acedo Lizarraga et al. (2010) examined the effects of the 

instruction method known as thinking actively in an academic context, or TAAC. The 

aim of this study was to adapt, implement, and evaluate the TAAC method of instruction 

to improve thinking skills in the areas of contemporary world history, Spanish language, 

and literature. The sample included 46 participants aged 16 to 18 years. Twenty-four 

participants served as the experimental group while 22 served as the control group. To 
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study the changes in the variables of interest, a descriptive analysis and analysis of 

variance (MANOVA and ANOVA) were conducted with both groups. The study found 

that the means of the dependent variables (posttest) in the experimental group, who 

taught with the TAAC method, were significantly different from the means of the 

response variables of the control group taught by the conventional method. Findings 

revealed that the experimental group students benefited from the explicit instruction of 

critical thinking. Although Sanz de Acedo Lizarraga et al. did not differentiate between 

majority and minority students, they reported “according to teachers’ reports, the 

students’ general academic achievement was low, and the parent’s economical level was 

estimated to be medium low” (p. 332). This evidence supported the idea that purposely 

including critical thinking strategies within the curriculum improves students’ capacities 

for meeting college readiness standards.  

High-Performing High Schools 

The effect of college readiness standards in the age of accountability might best 

be viewed through the lens of characteristics and strategies embraced by high-

performing high schools. Wilcox and Angelis (2011) conducted multiple case studies 

with interviews and document collection from 15 high schools in the state of New York 

in order to determine which interrelated practices distinguish higher-performing schools 

from average performing schools. All schools included within the study had open 

admission policies and per pupil expenditures near the state average. The selected high-

performing school set included half which was in districts classified by the state as being 

in the top quartile in terms of need (i.e., these schools served at risk student populations 
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due to poverty and English language proficiency. One key element that differentiated 

higher-performing high schools from average-performing high schools was rigor. 

Higher-performing high schools use “rigor” to inform instructional practices with 

increased emphasis on offering higher-level classes such as honors and AP to a larger 

variety of students while also providing more inclusion classrooms. The evidence 

underscores the notion that learning as it is linked to classes that indirectly address 

critical thinking not only benefits students aiming to meet college readiness standards, 

but also establishes effective school wide approaches to meeting these standards.  

What is missing? What is not clear? 

College readiness standards focus on preparing high school students for 

postsecondary education. Researchers defined college readiness standards to be inclusive 

of high school grade point average, a college-bound diploma track that includes AP 

coursework, successful cut scores on college entrance exams such as the ACT and SAT, 

and successful performance on high-stakes assessments such as end-of-course exams 

(Lombardi et al., 2011; Sparkman et al., 2012). Increased attention to test scores raises 

the question of whether high schools are preparing students to take tests or preparing 

students for test taking via a critical thinking curriculum. Buchmann et al. (2010) 

proposed that some high schools favor embracing a “shadow” education that prepares 

students to take assessments via afterschool and summer school programs designed for 

test-taking strategies. On the opposite end of the spectrum, several researchers argued 

that a curriculum centered on critical thinking could adequately prepare students for 
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college readiness standards (Ernst & Monroe, 2006; Miri et al., 2006; Sanz de Acedo 

Lizarraga et al., 2010).  

How high schools respond to pressures to prepare students for college readiness 

standards was examined through the lens of practices associated with high-performing 

high schools. High schools that successfully prepare students for college tend to focus 

more on a rigorous curriculum that emphasizes 21
st
 century learning skills such as 

critical thinking and collaborative work (Klecker & Pollock, 2005; Wilcox & Angelis, 

2011). Unfortunately, the research also revealed unintended consequences for minority 

students who often attend schools that are not considered high-performing high schools 

and who might succumb to negative accountability practices as they reach for college 

readiness standards (Harris, 2007; Menken, 2006).  

This literature review reveals a few questions that should be considered by 

policymakers, legislatures, and education practitioners who are motivated to encourage 

and account for college readiness standards, particularly for secondary high schools 

challenged with motivating and preparing all students for postsecondary matriculation. 

First, what systemic processes are developed within high-performing schools to ensure 

that all students, including Latinos, are prepared to meet college readiness standards? 

Second, how are these systemic processes developed, executed, and monitored for 

accountability within high-performing high schools to ensure that all students are on a 

college readiness standard track? Finally, for those students who fail to meet college 

readiness standards within these successful high schools, how are these students 

remediated to ensure that they return to a trajectory of college readiness?  



 

44 

Chapter Three 

Methodology and Procedures 

The purpose of this study was to discover how Texas urban, public high schools 

promote successful college readiness standards for Latino students. College readiness 

standards affect how high schools prepare a growing diverse student population for 

postsecondary education. College readiness standards involve metrics related to college 

enrollment eligibility, performance on curriculum-based tests and college entrance 

exams, and performance in academic content areas (Lombardi et al., 2011, Atkinson & 

Geiser, 2009, Linn, 2009; Cimetta et al., 2010). Although college readiness standards 

embraced the goal of improving student achievement as well as postsecondary 

outcomes, they also have the potential for unintended consequences. 

An unexpected and negative consequence related to preparing high school 

students for college readiness standards is test preparation. In an effort to produce 

students with abilities to perform well on curriculum-based assessments and college 

entrance exams, high schools tend to focus on test preparation and test taking strategies 

(Hong et al., 2006). The high-stakes accountability related to performance-based 

assessments such as end-of-course exams has created a culture whereby some high 

schools engage in unscrupulous practices that often negatively impact minority learners’ 

ability to advance toward college enrollment that include “gaming the system,” 

discouraging student participation in the testing process, and “pushing” students out of 

their assigned campuses (Heilig, 2011; Holme et al., 2010; Perna & Thomas, 2009).  
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Not all high schools have responded to preparing students for college readiness 

standards by focusing on test preparation. Some schools have taken a more analytical 

approach when preparing students for college readiness standards by focusing on critical 

thinking (Miri et al., 2007). Some critics contended that secondary students would be 

better served in achieving postsecondary academic success if more schools centered the 

instructional curriculum around divergent learning experiences that challenges students 

to critically evaluate data and purposely extend learning through analytical inquiry 

(Giuliano & Sullivan, 2007; Gallavan & Kottler, 2012). 

There have been minimal research studies addressing specifically the educational 

attainment of Latino secondary students in a comprehensive school setting. There was a 

need for research about the positive organizational structures that encourage Latino 

students to be successful in meeting college readiness standards. This research was 

conducted to gain an understanding of the factors in a high school setting in Texas that 

have traditionally proven to be effective in promoting the academic advancement of 

Latino students. The research findings might also provide an exemplar that can be 

replicated in other school environments to the development of effective strategies for 

enabling Latino students to achieve academic success.  Therefore, a methodology for 

understanding key stakeholders’ experiences in a specified community was needed.  

Discovery of the individual perspectives on the strategies found within the 

organizational culture was paramount to ensure that positive programming was well 

documented.   
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At-risk minority students, especially Latino secondary school youth, are 

oftentimes challenged in navigating college readiness standards that include participating 

in AP courses and accessing college placement exams due to financial constraints, 

family support obligations, or lack of self-motivation.  Consequently, it was necessary to 

document and analyze instructional processes and strategies within both the central 

office and school organizations to understand how their experiences systematically 

equate to the success or failure of Latino students in meeting college readiness standards 

as this student population strives to gain access to and equity in meeting college 

readiness standards.  This research was conducted to understand the historical challenges 

and provide new insights into instructional strategies that effectively support Latino 

students in meeting college readiness standards.   

Need for Qualitative Research 

This study employed qualitative research methodology. Qualitative studies allow 

exploration of the reasons and motivations for behaviors of people and can produce an 

informed understanding of lived experiences (Donley, 2012). In addition, qualitative 

research methods can be used to acquire intricate details about social phenomena, such 

as thought processes and emotions that are difficult to gauge through conventional 

research methods (Strauss & Corbin, 1998). Fetterman (1988) argued that qualitative 

approaches to research provide a viable alternative to quantitative studies that can add 

insight to policy research agendas. The choice of a qualitative approach for this topic 

was determined to better understand the thought processes and decision-making 

processes by those who play a vital role in shaping access and equity of college 
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readiness for not only all students, but especially for minority at risk students who might 

fall behind the educational gap of their peers.  

This study utilized a multiple case study design. Case studies examine lived 

experiences by studying a single event or phenomenon and determining how these 

respond to the influences of daily life (Donley, 2012). Case studies provide data full of 

the rich and unique experiences had by individuals or organizations that face similar 

constraints or rewards for productivity. For these reasons, a multiple case design was 

chosen to explore three Texas public high schools’ practices for meeting Latino 

students’ academic needs, including passing high-stakes exit exams successfully. Texas 

public high schools, with majority Latino and at-risk student populations, represented a 

unique challenge for schools seeking to develop and execute college readiness standards 

for a growing diverse population.  

Settings 

 The study took place in three locations, the south-central region, the south-

western region, and the southern region of the state of Texas. The sites were purposely 

selected as they represented open enrollment public high schools in Texas that contained 

Latino student enrollments with at-risk student populations greater than 50% of the total 

school population while meeting college readiness standards. Although the districts 

contained large minority student populations and represented diverse socioeconomic 

levels, the districts were considered to be effective in meeting the needs of all students 

by the TEA.  
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Bluebonnet Independent School District 

The Bluebonnet Independent School District (BISD) whose name was changed 

for confidentiality purposes was located in a large urban city located in Central Texas 

and was home to one of the fastest growing areas in Texas. BISD operated in a 

community with many similarities equivalent to many urban, metropolitan cities within 

the state. BISD was renowned for a rich history and a variety of politics, cultures, 

entertainment, and business settings. The 2010 census reported the population at just 

over 1,300,000 (U.S. Census, 2010). Specific demographics from the U.S. Census in 

2010 indicated 524,246 housing units, the ethnic composition of the city as 72.6% 

Caucasian, 6.9% African American, 2.4% Asian, and 63.2% Latino.  The White, not 

Hispanic or Latino, group represented 26.6% of the population. The median household 

income for the years 2008-2012 was $44,937; and 20.1% of the population lived below 

the poverty level (U.S. Census, 2010). Finally, the 2010 high school graduate or higher 

status for the area was 80% of the population. 

BISD is considered to be a choice educational destination. The TEA’s 2010-2011 

Academic Excellence Indicator System (AEIS) reported that BISD received the state’s 

second highest district rating with Gold Performance Acknowledgments in College-

Ready Graduates (Class of 2010), Texas Success Initiative ELA, and Commended on 

Social Studies (TEA, 2011c).  According to the TEA (2011c), the Bluebonnet 

Independent School District’s population was comprised of 94,632 students. The district 

demographics were 6.2% African American, 67.8% Latino, 20.1% Caucasian, and 2.8% 

Asian. There were approximately 12, 774 total staff members within the district who 
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were 3.2% African American, 39.4% Latino, and 54.7% Caucasian. The average 

experience level of a teacher within the district was 7.7 years, and the teacher to student 

ratio averaged at 15.5 students per teacher (TEA, 2011c).  

Mockingbird Independent School District 

The second school district, Mockingbird Independent School District (MISD) 

whose name has been changed for confidentiality purposes was located in a large urban 

city located in Southwest Texas. The community shared many similarities equivalent to 

many urban, metropolitan cities within the state. MISD operated in a community 

renowned for a rich history that encompasses a variety of politics, cultures, 

entertainment, and business settings. The 2010 U.S. census reported the population at 

just over 800,000. Specific demographics in the 2013 U.S. Census Mid-Year Report 

indicated 282,122 housing units, a median household income for the years 2008 to 2012 

of $39,699; and 24.0% of the population living below the poverty level (DeNavas-Walt 

& Proctor, 2014). Additionally, the racial and ethnic composition of the city was 92.2% 

Caucasian, 4.0% African American, 1.3% Asian, and 81.1% Latino.  The White, not 

Hispanic or Latino, group represented 13.5% of the population. Finally, the 2010 high 

school graduate or higher status for the area was 73.3% of the population. 

MISD is considered to be a desirable education destination. For 2010-2011, TEA 

(2011c) reported that MISD received the state’s second highest district rating with Gold 

Performance Acknowledgments in Recommended High School Program (Class of 2010) 

and Commended on Social Studies.  According to TEA (2011c), MISD’s population was 

comprised of 44,468 students. The district’s student demographics were 0.5% African 
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American, 97.8% Latino, 1.4% Caucasian, and 0.1% Asian. There were approximately 

6,429 total staff members within the district who were 2.0% African American, 78.6% 

Latino, and 18.1% Caucasian. The average experience level of a teacher within the 

district was 10.2 years, and the teacher to student ratio averaged at 14.6 students to each 

teacher (TEA, 2011). 

Cotton Independent School District 

The third school district, Cotton Independent School District (CISD) whose name 

has been changed for confidentiality purposes was located in South Texas.  Although 

this area was not as densely populated as the locations of the other two school districts, 

the area shared many similarities equivalent to many urban, metropolitan cities within 

the state.  In spite of the smaller size, the vibrant and dynamic area represented a rich 

history that includes a variety of politics, cultures, entertainment, and business settings in 

the surrounding area. The 2010 census reported the population at just over 35,000 (U.S. 

Census, 2010). Specific demographics indicated 14,394 housing units, a median 

household income for the years 2008-2012 as $36,324; and 31.8% of the population 

living below the poverty line (U.S. Census, 2010). The ethnic composition of the city 

was comprised of 85.7% Caucasian, 0.5% African American, 1.2% Asian, and 85.0% 

Latino.  The White alone, not Hispanic or Latino, population was 13.3%. Finally, the 

2010 high school graduate or higher status for the area was 68.4%. 

CISD was also considered a desirable education destination. In 2010-2011, the 

TEA (2011c) reported CISD received the state’s second highest district rating with Gold 

Performance Acknowledgments in Attendance (2009-2010), Recommended High 
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School Program (Class of 2010), and Commended on Social Studies.  According to TEA 

(2011c), CISD’s population was comprised of 17,782 students. The district’s student 

demographics were 0.1% African American, 98.0% Latino, 1.4% Caucasian, and 0.3% 

Asian. There were approximately 2,335 total staff members within the district who were 

0.2% African American, 84.3% Latino, and 13.7% Caucasian. The average experience 

level of a teacher within the district was 13.7 years, and the teacher to student ratio 

averaged at 16.6 students to each teacher (TEA, 2011).  

The Sample of High Schools 

The high schools studied were selected based on purposeful sampling. Purposeful 

sampling is a form of a nonprobability sample, and sample members are selected to 

fulfill the purpose of the study in according to prescribed criteria (Donley, 2012). Thus, 

specific selection criteria were used to determine which high schools selected for 

participation. Criteria for selecting high schools included student enrollment, school 

rating, AYP rating, and the percentage of Latino students enrolled. The study take place 

in three Texas public high schools representing the Central, Southwest and South Texas 

regions.  The three schools are fairly representative of Texas urban high schools that 

meet the selection criteria, given that the average TAKS scores at these schools were 

similar to average scores produced by schools in the rest of the state (see Table 1). In 

addition, the state average for Latino enrollment was 50.3%, based on the 2010-2011 

TEA (2011c) reports.  
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Table 1 

TAKS Passing Outcomes for all Students in BISD, MISD, and CISD High Schools versus 

TAKS Passing Outcomes for the State of Texas 

 

ISD High School 
Grade 9 Reading Grade 10 ELA Grade 9 Math Grade 10 Math 

Campus State Campus State Campus State Campus State 

Bluebonnet 91 

89 

91 

91 

62 

72 

63 

75 Mockingbird 93 93 77 68 

Cotton 79 88 63 70 

 

In 2011, Bluebonnet High School (BHS) whose name has been changed for 

confidentiality purposes was comprised of 2,607 students.  The school’s demographics 

were 6.7% African American, 83.2% Latino, and 6.8% Caucasian. About 72% of the 

students during the 2010-2011 school year at BHS were economically disadvantaged, 

while 58.8% were at risk. There were approximately 197 staff members at the school 

who were 3.2% African American, 41.7% Latino, and 54.4% Caucasian. The average 

experience level of a teacher at BHS was 12.3 years, and the teacher-to-student ratio 

averaged 16.6 students (TEA, 2011d).  

 During the 2010-2011 school year, Mockingbird High School (MHS) whose 

name has been changed for confidentiality purposes was comprised of 2,179 students.  

The school’s demographics were 0.1% African American, 98.0% Latino, and 1.5% 

Caucasian. About 57.3% of the students during the 2010-2011 school year at MHS were 

economically disadvantaged, while 49.9% were at risk. There were approximately 165 

staff members at the school who were 5.0% African American, 60.7% Latino, and 
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32.1% Caucasian. The average experience level of a teacher at MHS was 12.2 years, and 

the teacher-to-student ratio averaged 15.5 students (TEA, 2011e).  

 Through the 2010-2011 school year, Cotton High School (CHS) whose name has 

been changed for confidentiality purposes was comprised of 2,582 students; the school’s 

demographics were 0.1% African American, 96.8% Latino, and 2.5% Caucasian. About 

85.7% of the students during the 2010-2011 school year at CHS were economically 

disadvantaged while 61.0% were at risk. There were approximately 192 staff members at 

the school; 0.0% African American, 82.8% Latino, and 15.2 % Caucasian. The average 

level of experience of a teacher at CHS was 15.2 years, and the teacher-to-student ratio 

averaged 17.1 students (TEA, 2011f). BHS was the only high school that did not house a 

majority Latino educator or staff population. 

Participants 

 In regard to comparable schools that were comprised of over 50% Latino, 

Bluebonnet High School (BHS) held the state rating of Academically Acceptable in the 

State of Texas during the 2010-2011 school year. The school received the distinguished 

Gold Performance Acknowledgements for College-Ready Graduates (Class of 2010), 

Recommended High School Program (Class of 2010), and Commended on Social 

Studies. BHS was included primarily due to its majority Latino student population and 

its academic achievement rating with Latino students. The school was comprised 

predominately with Latino students at about 83% and about 58% of at-risk students 

(TEA, 2011d).  
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 During the 2010-2011 school year, Mockingbird High School (MHS) received 

the Academically Acceptable rating from the state of Texas. The school received the 

coveted Gold Performance Acknowledgements in the areas of College-Ready Graduates 

(Class of 2010), Recommended High School Program (Class of 2010), Texas Success 

Initiative ELA, and for Commended Performance in Social Studies. MHS was included 

due to its demographics as well as academic achievement for Latino students. The 

school composition consisted of about 98% Latinos and about 50% of at-risk students 

(TEA, 2011e).  

 Finally, Cotton High School (CHS) served as an equally accomplished high 

school with exceptional abilities in academic performance and Latino achievement. 

During the 2010-2011 school year, CHS received the Academically Acceptable rating 

from the state of Texas. Additionally, CHS earned Gold Performance 

Acknowledgements for College-Ready Graduates (Class of 2010), Recommended High 

School Program (Class of 2010), and Commended Performance in Social Studies. The 

school was predominately comprised of about 97% Latino students and about 61% of at-

risk students (TEA, 2011f).  

 The participants in this study represented two levels of administrative leadership. 

Central office administrators comprise members responsible for either school 

improvement or curriculum and instruction. Central office level participants could have 

included the Superintendent, Director of Curriculum and Instruction, the Bilingual/ESL 

Director, or the Director for Student Services. Campus administrators could be 

comprised of the Principal, Assistant Principal, Counselor or Dean of Instruction. 
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Teacher leaders were instructors with additional responsibilities beyond classroom 

instruction. Campus level participants could have included the Principal, Assistant 

Principal, Dean of Instruction, and/or Counselor. The criteria for selecting participants 

was determined by the position and duties held in relation to ensuring program 

implementation or program oversight for monitoring Latino student academic 

achievement. The participants in this study included two central office level 

administrators and four campus level administrators (see Table 2). 

Table 2 

Description of Study Participants 

ISDs’ High 

Schools 

Central 

Office 
Principal 

Campus leader other than 

principal (AP, Counselor, 

Lead Teacher) 

Total 

Bluebonnet 1 1 3 5 

Mockingbird 1 1 2 4 

Cotton 1 1 4 6 

Total for High 

Schools 
3 3 9 15 

 

Once the University of Texas Institutional Review Board approved the study for 

ethical purpose, a presentation of the study proposal was initiated with each district’s 

superintendent for an approval of the plan.  Participation was voluntary, and each 

participant was provided with and asked to read and sign the Informed Consent Form.  

They were, simultaneously, informed about the significance of their role in the 

researcher’s ability to draw conclusions about the research.  
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Sources of Data 

 Qualitative research is an inductive process that requires the analysis of various 

data collected during the investigative process (Maxwell, 2005). The research took place 

within a framework of three phases: (a) introductory phase to obtain permission to 

conduct the research and introduce purpose of the study, (b) interview phase to conduct 

the research via one-on-one interviews, and (c) document analysis phase to review 

respective campus improvement plans as well as evaluate 5 years of TEA reports. At the 

conclusion of each phase, the data were transcribed  and coded.  

Data Collection Procedures 

The researcher initiated the study in the fall of 2013 once approval from the 

University of Texas at Austin IRB was secured. Introductory letters requesting 

participation were sent to selected schools meeting the established criteria during 

September 2013. Follow up phone calls and emails confirmed informant’s participation 

in the study. Initial introductory interviews were conducted during the month of 

September as well as seen in Appendix A.  Once introductions were established, written 

requests to access campus and district improvement plans ensued in October of 2013.  

Introductory Phase 

 The first phase of the study focused on establishing the purpose of research and 

communicating each aspect of the study to the participants in a way that conveys 

understanding and ownership to the study. Denzin and Lincoln (2000) argued that trust 

and ownership were necessary in developing relationships during the study. The 
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introductory phase provided participants an opportunity to clarify questions concerning 

the stated purpose of the study.  

Meeting with the Superintendent 

 A meeting with the instructional leader of the district started the process of 

presentations with the district’s leadership and specified leadership teams in an effort to 

establish the stage for the entire study. An overview of the complete process was 

provided to the district leadership as well as a checklist of specified dates and deadlines 

throughout the process. An example of each interview questionnaire was provided, and 

all questions regarding the study were answered. Also, a formal request to obtain both 

district and campus improvement plans for the four schools were extended.  The 

researcher’s personal information that included cell phone and email address was 

provided to allow ongoing communication throughout the process.  A tentative date for 

results for the study was provided as well as how the data might be used to assist the 

organization in future planning.  

The Principal and Administration 

 The introductory presentations with the campus leaders were similar to the one 

the superintendent experienced. It was important to ensure the parameters of the study 

were coherent and aligned to be of value to the organization. Equally important, the 

principal and administrative team needed to understand the process and gain clarity.  

Interview Phase 

Interviews should be constructed in a manner that allows the participants to 

express their points of view in an open, indiscriminant forum (Yin, 1994).  A set of 
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questions should be developed to initiate the work; however, the researcher must allow 

the participants to develop other areas of insight that might provide information useful to 

the study (Merriam, 2009).  The Straussian comparative analysis method is a data 

gathering and analytical process that emphasizes induction and evolution during the 

research process (Strauss & Corbin, 1998).  Glaser (1992) posited that comparative 

analysis offeres flexibility as the research evolves.  Therefore, as the research progresses, 

questions on protocol could change to reflect emerging relevant themes that might have 

been revealed by participants.  Consequently, the interviews were comprised of open-

ended questions based on leadership, assessment and accountability, and curriculum and 

instruction themes identified in the literature review to understand administrator’s’ 

perspectives, attitudes, involvement, and understanding college readiness and Latino 

student achievement. 

 The interview phase was divided into five distinct sections scheduled for each 

participant. A calendar of the specified dates were communicated to all participants. The 

interview phase was divided into specified concepts of focus to gather information about 

the school through the perceptions of the study participants. The variables of education 

philosophy, school structure, professional development, best practices, and 

accountability were clustered within the interview questions. The interview questions are 

listed in Appendix B.   

All interviews were appropriately scripted and coded for analysis. Open coding 

characteristics such as similarities, differences, perceptions and what, how, and why 

were compared for drawing conclusions.  The coding process concluded with selective 
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coding that revolved around central themes of focus during each interview (Marshall & 

Rossman, 2006). It was vital to critically examine the data to determine if coded results 

centered on the specified themes of the interview.  

Data Analysis Procedures 

The initiation of a study that investigates a school organization through a 

comprehensive lens should consist of a variety of data measures that ensures the 

recognition of participant’s experiences. Thus, patterns in the data were documented. At 

the end of the introductory phase, all questions asked were analyzed for patterns. 

Specific notes were taken during each presentation, and the information was examined to 

review future modifications to the interviews as the document analysis phase proceeded.  

The full data analysis phase examined specific and important concepts of data 

collection that were used during the study as well as a variety of analytic strategies that 

were incorporated to ensure that the study had validity and reliability. The data 

collection measures were a variety of one-on-one interviews and the collection of 

documents relevant to the study.  Merriam’s (2009) coding procedures, the process of 

triangulation, effective transcription, and the analysis of field notes were utilized for the 

analysis procedures to facilitate and ensure the accuracy and integrity of the data.  

Interviews 

 One-on-one interviews are a strategy used to collect and interpret data with a 

variety of participants. Interviews were recorded for data integrity purposes and to 

ensure that all interview protocols were followed. Participants were encouraged to feel 

relaxed and to express their opinions and viewpoints.  Interview questions were provided 
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and participants’ answers were probed to further understand their experiences as related 

to their philosophy of education.   

Documents 

 Another data collection instrument includes documents.  Documents as data 

sources can be construed in utilitarian forms as either a resource for a purposeful end or 

as a function that impacts on schemes of social interaction and social organization 

(Denzin & Lincoln, 2000).  Campus improvement plans are written documents used to 

provide insight about the pre-planning and execution of specified instructional goals for 

Latino students for a specified year.  Thus, an examination of these plans was conducted 

to identify salient instructional interventions or support measures intended for the benefit 

of Latino students.  

Field Notes 

In addition to campus improvement plans, field notes were used to document 

organizational strategies and instructional practices used to assist Latino students. In 

addition to interviews and information in records and reports, field notes provide diverse 

data supporting qualitative research (Charmaz, 2006). Data were corroborated through 

direct observations detailed in field notes that allowed for recording specific 

instructional activities, supporting activities, and other related events.  The researcher 

observed the implementation of specific process to support Latino students as articulated 

by district and campus level administrators.  

Further observations were conducted to examine whether processes delineated 

within campus improvement plans reflect practitioner execution of intended support 
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measures for Latino students.  The use of observation provided the researcher an 

opportunity to study social phenomenon of interest in its natural setting (Donley, 2012). 

Finally, data collection procedures followed required approvals such as the University of 

Texas at Austin Institutional Review Board and district approvals for conducting this 

study within respective campuses.  

Coding the Data 

Data analysis procedures consisted of coding audio recorded interviews and 

campus improvement plan documentation. Transcripts were coded and analyzed with the 

constant comparative method (Patton, 1990).  Coding refines data and sorts information 

for comparative analysis with other related data (Charmaz, 2006).  The researcher coded 

phrases that had meaning in relation to the main topics and purposes of this study.  The 

researcher sought to define axial relationships to identify consistent emerging themes 

within the phrase coding (Borgatti, 2005).  For synthesis, emerging themes by category 

were constructed to understand the dominant codes generated in the field interviews. 

After coding the interviews, the researcher wrote thematic summaries to create the 

descriptions of the participants’ motives and circumstances that were presented in the 

qualitative findings.  Triangulated data were comprised of interviews, field notes, and 

direct observation to provide multiple perspectives and to strengthen the study design 

(Patton, 1990).  

Triangulation 

 The process of triangulation molds and strengthens the data by examining the 

information through a variety of angles (Merriam, 2009).  Merriam (2009) noted that 
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triangulation does not only focus on the combination of data, but also focuses on how 

data are related which counteracts concerns of a lack of validity. Regarding the four high 

schools, it was important to carefully examine the data provided from the one-on-one 

interviews, campus improvement plans, and field notes to triangulate the data with the 

specific documents used in the study to ensure internal and external validity.  

Data Fidelity and Confidentiality 

 Ensuring the confidentiality and fidelity of the data was an important component 

to the validity of any research.  Therefore, all data categorized as interviews, campus 

improvement plans, and field notes were evaluated carefully. Any identifying 

characteristics of the participants of the study were changed to protect and preserve the 

confidentiality of the study.  All of the information in the transcripts, field notes, 

interviews, recordings, documents, etc. were kept in a locked storage area at all times to 

ensure confidentiality.  All aspects of the study adhered to the policies and procedures of 

the IRB.  All information collected were stored in an appropriate confidential storage 

area for approximately 3 years following the conclusion of the presentation of the study 

findings.  

Summary 

A qualitative study was conducted to examine how Texas urban high schools 

foment success on college readiness standards for Latino students.  The qualitative study 

provided unique perspectives and richly detailed data collected through interviews, 

direct observation, and document analysis.  The data promoted understanding of high 

school campus and district-level instructional leaders ensure college readiness as a 
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measurement of academic progress among Latino students.  Research tools included in-

depth interviews, document analysis, and direct observations for attaining multiple 

perspectives, thorough triangulation, and valid and quality data (Patton, 1990).  This 

qualitative study answered questions related to perceptions of central office and campus 

level instructional leaders in Texas responsible for ensuring equitable and academic 

progress for all learners and especially for Latino student populations. Chapter Two 

provides the literature review, and the methodology appears in Chapter Three.  Findings 

resulted from the triangulation of in depth interviews, campus improvement plans, and 

direct observations and appear in Chapter Four. Finally, the conclusion to the study 

occurs in Chapter Five. 
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Chapter Four 

Research Context and Findings 

Chapter Three described the methods and procedures used to identify public 

school central office and campus instructional leadership’s perceptions of college 

readiness standards.  This chapter presents the findings garnered from this study.  The 

purpose of this study was to discover how Texas urban, public high schools promote 

successful college readiness standards for Latino students.  In this phenomenological 

study, semi-structured interviews, archival notes, and reflective journals comprised the 

data.  Pseudonyms for the central office and campus instructional leaders and sites were 

used to protect the confidentiality and anonymity of all participants.  

Validation of Four Overarching Themes 

Prior to interviewing each participant, the researcher developed a list of 

predetermined, or a priori codes, listed in Table 4.  The parent a priori codes, or major 

codes, are listed on the left hand side of the table.  The parent codes provided a 

generalization for the interview protocol and aligned with the research questions.   

Emergent codes identified during the coding process that evolved as the data were 

analyzed appear on the left hand side of the table. These emergent codes were identified 

as the researcher searched for commonalities in the data through constant comparison. 

Constant comparison occurs when previously collected data are constantly compared to 

newly collected data to develop additional emergent concepts or themes (Hays & Singh, 

2012).  The emergent codes established the overarching four themes of this research 

study. 
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Table 4 

A Priori Codes and Emergent Codes 

A Priori Codes Emergent Codes 

Collaboration External 

Establish expectations for advancement 

Establish relationships of trust 

Student engagement 

Student: Ownership & autonomy 

Teacher support 

Parental involvement 

Leadership: Vision 

Expectations for Students 

 

 

 

 

 

 

 

Accountability to instruction 

Alignment of curriculum & instruction 

Collaboration Internal 

Critical thinking focus 

Monitor student progress 

Student data analysis 

Assessments check for student progress 

Accountability to a Standards-Based 

Curriculum 

 

 

 

 

Adaptability 

Autonomy Campus 

Budget: Goals/ Programs 

Funding 

Planning intentional & deliberate 

Soft skills/ core skills 

Staff development 

Teacher attrition: low turn-over, build 

capacity 

Teacher compensation: High salary 

Academic Programming 

 

 

 

 

 

 

 

Access to information 

Access to college preparation courses & 

exams 

Extended learning opportunities 

Student choice 

Technology 

Access 

 

Interview transcripts, reflective journals, field notes, and archival documents 

such as the TEA’s AEIS reports, school improvement plans and district improvement 
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plans were coded for occurrences of a priori and emergent codes.  A priori and emergent 

codes were collapsed to yield the emergent themes.  Open coding was used to identify 

generalizations of the findings.  Axial coding was used to determine which, if any, 

commonalities existed among the findings.  Finally, selective coding was used to 

identify the patterns and sequences of the axial codes.  This comprehensive coding 

method helped to identify the four themes that resonated behind the campus and central 

office leadership perceptions about college readiness influence on secondary Latino 

students.  

Figure 1 provides another viewpoint for easily identifying the most predominant 

themes via a graphic organizer known a word cloud.  The word cloud enabled further 

analysis of the dominant themes.  After analyzing the word cloud and identifying the 

major themes, the child codes were deconstructed and merged with the parent themes. 

 

Figure 1. Word cloud with parent themes and child codes. 
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Codes were condensed into overarching themes that yielded the phenomena of 

priorities, commonalities, and organizational leadership strategies related to college 

readiness and secondary schools.  Codes were merged, and themes were chosen based on 

occurrences.  The words and phrases associated with each major theme appear in Table 

5.  

Table 5 

Keywords and Phrases by Emergent Theme 

Major Themes Key Words/Phrases Totals 

Expectations for 

Students 

Establish Expectations, Student(s), Teacher 

Support, Vision, External Collaboration, 

Student Engagement, Parents and Family, 

Relationships of Trust, Ready, Standards, 

District, Successful, Graduate, Leadership, 

Career, Student Ownership, Goals, Challenge, 

Inspire, Magnate, Post-Secondary, Respect 

2107 

Accountability to a 

Standards-Based 

Curriculum 

 

 

 

 

Assessment, Accountability to Instruction, 

Alignment of Curriculum and Instruction, 

Assessments Check, Internal Collaboration, 

Critical Thinking, Monitor Student Progress, 

Student Data Analysis, Accountability, Scores, 

Monitor, Rigor, Performance, Benchmark, 

Intervention, Walkthroughs, Instruction or 

Instructional, Tests/Exams, Teacher(s), 

Student(s), Readiness, District 

 

2355 

Academic Programming 

 

 

 

 

 

 

 

Staff development, Adaptability, Teachers, 

Planning, State, System(s), Readiness 

Standards, Staff Development, Course 

Offerings, Program Structures, Soft Skills/Core 

Skills, Funding, Academic, Budget, Programs, 

Experience, Recommendations, Technology, 

Autonomy of Campus, Student Pathways, High 

Teacher Retention 

 

1837 
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Table 5 continued 

 

Access 

 

 

Access to College Preparation Courses and 

Exams, Access to Information, Extended 

Learning Opportunities, Student Choice, 

Technology, SAT/ACT Exams, Curriculum 

Offerings, Advance Placement Coursework, 

College Resources, Colleges, Summer School, 

College Readiness, University, Scholarships, 

Saturday School 

 

 

 

1860 

 

Common Themes in School and District Improvement Plans 

 The four common themes also emerged in each school’s improvement plan. The 

first, expectations for student, resonated among all three plans. The second theme 

concentrated on accountability to a standards-based curriculum. Academic programming 

was the third theme that appeared as a matter of importance when addressing school 

improvement and student achievement. Finally, the fourth theme articulated the need to 

provide access for all students.  

 Expectations for students. A commonality of each campus’s improvement plan 

involved expectations for students. Expectations for students were described repeatedly 

as a vital component of the campus improvement plan. Expectations for students mean 

establishing specific criteria of academic achievement for students. Each campus 

described expectations for students as part of their high priority goals.  

 For example, for Bluebonnet ISD although their second goal focused on 

educating diverse learners, the central office and campus instructional leaders paid 

special attention to prioritizing the need to provide meaningful learning opportunities for 

their diverse student population. Within this goal, the instructional leadership identified 
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seven objectives that concentrated on educating diverse learners such that expectations 

for students were clearly articulated.  

 Comparatively, Mockingbird HS’ campus improvement plan identified two goals 

associated with expectations for students. Goal 1 indicated a need to increase student 

performance in all assessed areas to ensure that all students are provided the opportunity 

to graduate college ready. Meanwhile, Goal 5 was to provide the necessary resources to 

ensure that every student graduates on time.  

 The campus or student achievement improvement plan for Cotton High School 

also revealed expectations for students as a major theme but with a slight distinction. For 

example, like its counterparts, Bluebonnet High School and Mockingbird High School, 

Cotton H.S. also held as a priority the need to monitor students for all EOC assessments. 

For Cotton H.S. this was their High Priority III. However, Cotton distinguished itself by 

claiming as its High Priority I goal as one that indicated the need to monitor ELL 

students via benchmark exams. In this regard, there is a continuation of having student 

expectations in passing state assessments for all students; yet, for Cotton, they clearly 

articulated the need to address expectations for their ELL student population.  

 Expectations for students were a key indicator in each school improvement plan. 

For all three high schools, the question was not whether expectations for students were 

prioritized; rather the level of priority determined its importance.  This overarching 

theme was identified repeatedly as a contributing factor that influences how Texas 

public schools foment college readiness standards for all students.  
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 Accountability to a standards-based curriculum. Accountability to a 

standards-based curriculum was clearly articulated as a commonality in every school 

improvement plan. Accountability to a standards-based curriculum covered a broad 

range of both common and unique strategies.  All three high schools shared in common 

the need to hold students accountable to a standards-based curriculum by providing 

district benchmark assessments that were aligned to state assessments. Although this was 

a commonality among the districts, it was also viewed as a difference. For example, 

Mockingbird H.S. relied on 9-weeks common assessments compared to Cotton H.S.’s 

approach of providing 6-week assessments to benchmark.  

 Additionally, all three campus improvement plans revealed a commonality in 

focusing and addressing accountability to passing the EOC exams. Specifically, each 

school improvement plan identified percentage passing goals for the respective TAKS 

and STAAR assessments issued for each designated content area. Cotton H.S. illustrated 

this point by specifying as their goals and performance objectives of needing to meet 

90% passing for EOC math, science, social studies, and ELA while needing to meet 95% 

passing for TAKS math, science, social studies, and ELA. For Cotton H.S., these criteria 

fell within their High Priority III category. Meanwhile for Mockingbird H.S., their 

campus improvement plan revealed accountability to a standards-based curriculum to be 

their Goal 1. Specifically, Mockingbird ISD articulated the need to increase student 

performance in all areas to ensure that students were provided an opportunity to graduate 

college ready. Comparatively, the District campus plan for Bluebonnet held as their 

High Priority Goal 2 of educating diverse learners. Within this goal, Bluebonnet ISD 
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identified as their Objective 1 the need to provide a research-based curriculum that 

focused on the state standards.  

 Accountability to a standards-based curriculum emerged as a major theme among 

the literature review. The central and campus instructional leadership teams revealed that 

accountability to a standards-based curriculum was a major key in supporting students in 

advancing towards graduation and in meeting college readiness standards.  

 Academic Programming. In reviewing the school improvement plans, academic 

programming was another major theme that emerged. Academic programming addresses 

the coursework undertaken by high school students to graduate and meet college 

readiness standards. Academic programming addressed the need to ensure that all 

students were enrolled in the core content areas while also providing access to college 

readiness coursework such as Pre-AP, AP, and dual credit courses. Academic 

programming also emerged in the areas of needing to address students who failed to 

advance on the college readiness trajectory. For these students, academic programming 

included coursework related to remediation and or credit recovery.  

 The campus improvement plan for all three high schools revealed that academic 

programming was robust and inclusive. For all three high schools, there was a 

commonality within the literature that indicated a need to address academic 

programming. However, the campus improvement plans for each respective high school 

revealed different and succinct approaches to how each campus addresses academic 

programming. For example, Bluebonnet ISD’ district improvement plan revealed 

specifically the need to incorporate software programs, such as APEX, Edmodo, and 
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Achieve 3000, as a means of providing online classroom tools and accelerated tutorials. 

Comparatively, Cotton H.S.’ campus improvement plan revealed among several of their 

new initiatives addressing academic programming that included remediation courses, a 

Review and Recovery Program. On the other end of the spectrum, Cotton H.S.’s campus 

improvement plan distinguished itself by specifying as a new initiative to offer Pre-AP, 

AP, and Dual Enrollment courses to all students. Meanwhile, the campus improvement 

plan for Mockingbird H.S. listed as one of their sub objectives of objective 1 the need to 

provide Career and Technology courses as a matter of meeting their objective of 

ensuring that all 9
th

 grade students had a House Bill 5 graduation plan.  

 Academic programming was a critical attribute in reviewing the campus 

improvement plans for all three high schools. Although each high school’s campus plan 

revealed specific characteristics for academic programming, all three high schools 

similarly revealed a need to address both the standard programming for graduation for 

students on a college readiness pathway as well as including alternative academic 

programming to meet the needs of secondary students who were failing in meeting 

college readiness standards.  

 Access. Another commonality found between each respective school 

improvement plan was the theme of access. Access refers to the students’ ability to 

access school services and school programs that promote college readiness standards. 

Further, access was not limited to enrichment such as access to Pre-AP, AP, and dual 

credit coursework. Access included addressing the need to access intervention 

opportunities, such as credit recovery or credit retrieval services and programs.  
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For this theme, there was a broad scope of access as revealed by the campus 

improvement plans. For example, Mockingbird H.S.’s campus improvement plan 

specifically indicated a need to increase annually the number of students who 

successfully complete dual credit courses. The district campus plan for Bluebonnet 

revealed as objective 2 the need to expand and communicate opportunities for 

enrichment and intervention for all students. For Cotton H.S., the school improvement 

plan revealed the need to increase the number of students that take AP exams and 

receive college credit by a fourth percentile.  

Access was another emergent theme in analyzing the campus improvement plans 

of all three participant high schools. For each high school, specific goals and needs were 

articulated to ensure that both enrichment and intervention opportunities were extended 

to all students. Among the campus improvement plans, goals and objectives clearly 

outlined and articulated each school’s response to providing access to all students.  

The Four Overarching Themes 

During the course of data analysis, four dominant themes appeared through the 

interview participants.  The four overarching themes identified were expectations for 

students, accountability to a standards-based curriculum, academic programming, and 

access.  These themes specifically address an issue of equity for Latino students going to 

college.  The four overarching themes are described in this section.   

First, expectations for students measure the degree to which participant 

perceptions yielded both a belief and commitment of high expectations that all students 

advance academically. Within this theme, leadership vision surfaced as a predominant 
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subtheme. For example, for most participants, there was an internal philosophy that 

every child could succeed and progress academically while advancing towards 

graduation and meeting college readiness standards. Both central office and campus 

leaders articulated a strong commitment to supporting all students while focusing on 

providing support for students in progressing academically while meeting college 

readiness standards.  

Second, accountability to a standards-based curriculum was a second theme that 

resonated highly among the participants. The concentration in responses related to 

accountability to a standards-based curriculum covered a broad spectrum. Within this 

theme, sub themes such as accountability to instruction, curricular and instructional 

alignment, and internal collaboration, a critical thinking focus, student data analysis, and 

assessments for progress monitoring were revealed as key descriptors of a standards-

based curriculum.  

Third, there was a concentration in responses that revealed academic 

programming as a dominant theme. Within this domain there was a wide gamut of 

indicators revealed by participant perception. For example, within schools and between 

schools, participants indicated that adaptability, autonomy, funding and budgets, 

intentional and deliberate planning, and staff development as they related to academic 

programming influenced how both central office and campus instructional leaders 

supported high school students in meeting college readiness standards.  

Fourth, access directly related to the issue of equity for Latinos going to college. 

For this theme, there was a concentration in responses that revealed that access to 
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information, college preparation courses and exams, extended learning opportunities 

such as tutoring or summer school, student choice, and technology were key attributes of 

access. For participants in this study, access was a key theme to not only ensuring that 

all students had access to college readiness standards, but especially Latino secondary 

students.  

Findings for the Research Questions 

Research Question 1 Findings  

This research question was designed to address how central and campus 

instructional leaders describe college readiness standards.   

Bluebonnet. Bluebonnet High School (BHS), a suburban high school located in 

central Texas situated within Bluebonnet Independent School District (BISD), was led 

by Principal B who had 20 years of experience in education and 14 as an administrator.  

At the time of this study, Principal B had just completed her second year as principal of 

BHS.  Assistant Principal B was male with 13 years in education.  Academic Dean B 

had 24 years in education and had just completed her first year in this role.  At the 

central office level, the Executive Director of Secondary Education (EDSE) had just 

completed her second year in the role.  

BHS leaders’ concentration in responses revealed that in describing college 

readiness standards, expectations for student advancement, accountability to a standards-

based curriculum, academic programming and access were interconnected. BHS leaders 

shared their perceptions about their roles in describing college readiness standards.  In 
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addressing expectations for students, Principal B’s perception of college readiness 

centered on the premise that every student graduates as indicated by the following:  

My job is to ensure that every student graduates and so with that of course is 

support of the counselors and other administrators and teachers all together.  It is 

very important that we ensure that these students are enrolled in the courses they 

need to be enrolled in.  

 

In addressing accountability to a standards-based curriculum, BISD’s central 

office EDSE provided an in-depth global response about how the district instructional 

leadership holds them accountable as follows: 

District wide structures would be that as academic deans in my instructional 

staff, we meet monthly to assess where we are with regard to curriculum and 

instruction. Each campus has a college preparation plan. This includes the middle 

schools in their curriculum and instruction, so that there is a vertical 

communication from the middle school to the high school to ensure that students 

are prepared. This plan is reviewed a couple of times during the year to ensure 

that we are doing the kinds of things to give students access to advanced courses 

whether those are pre AP or AP and also dual credit, absolutely dual credit, to 

ensure that they are ready to take those courses.  

  

For academic programming, when it came to addressing this question, the EDSE 

for BISD revealed the following:  

My role is to support every student in being able to provide a curriculum and 

platform for instruction that will ensure that all of our students are offered the 

education to the college ready.  My role is to supervise the secondary curriculum 

staff in central office as they write curriculum in support instruction and also to 

interface with the secondary principals and secondary academic deans on this 

road to prepping, making sure that students are college ready. 

 

For the theme of access, assistant Principal B’s perception of college readiness 

and his role in supporting students centered on addressing nonacademic issues that 

played an integral role in either supporting or hindering students’ accessing college 

readiness standards.  Assistant Principal B described these perceptions as follows: 
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My role is to filter out some of the issues that are facing kids and address them 

with services and people that can help them, also be a buffer for students who are 

having issues with residency coming to school. I serve as a resource for parents 

and students and we address attendance issues.  

 

Academic Dean B’s perception of college readiness was similar to Assistant 

Principal B’s with regard to access. Academic Dean B also viewed access to resources as 

a strong indicator of describing college readiness standards:  

My role is to provide a support network for both students and teachers to be more 

effective, to provide opportunities for everyone in the school from student to 

teacher to learn and develop, and to give them the resources so that they can be 

more effective.  

 

 For BHS’s campus and central office instructional leaders, college readiness 

standards reinforced the themes of expectations for students, accountability to a 

standards-based curriculum, academic programming, and access  

Mockingbird. Mockingbird High School (MHS) was located in Mockingbird 

Independent School District (MISD), an urban school district located in South Texas. 

Principal M had 42 years of education experience and had just completed her third year 

as campus principal.  Principal M’s perception of college readiness standards focused 

more on attaining the vision as shared by the district’s leaders in addressing expectations 

for students.  She pointed out the school’s vision “goes all the way from the vision of the 

district that is to prepare kids for postsecondary success.”  

Assistant Principal M had 23 years of service in education as well as 6 years of 

experience as an assistant principal.  He had just completed his first year as assistant 

principal at MHS.  Assistant Principal M’s perception of college readiness focused on 

district vision with an emphasis on aligning the campus vision to the district vision in 
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addressing expectations for students because “as far as the district’s vision is for the 

students to be college ready to include the mission of the school. So, we don’t separate 

that.” 

Associate Superintendent M represented the central office level in MISD and had 

29 years in education.  Associate Superintendent M had just completed her fourth year in 

this position.  While addressing accountability to a standards-based curriculum, she 

shared the following:  

It’s my job to assure that we have put the tools in the hands of the teachers, that 

we identify teachers who may have a gap in their belief systems or who's looking 

at the test scores, there may be a discrepancy in how varying demographic 

groups we're performing or overall how the students perform and coaching them 

up and giving them what they need, kind of RTI for teachers, giving them what 

they need so that they can meet their student’s needs.  Sustaining the vision that 

the superintendent and the board have created and making that a reality with high 

expectations and, you know, our motto is we believe. 

 

In addressing academic programming, Principal M described campus’ academic 

programming as being deeply rooted in a decades old design; however, MHS embraced 

newer curricular offerings to ensure all students can meet college readiness standards. 

Principal M said the following: 

I think the systems plus the four by four curriculum has to with always 

encouraging students to compete for the scholarships. This school has always had 

an AP program since the 1970’s. The philosophy has changed so that now every 

child was required to take the ACT or PSAT. Everything is inclusive.  

 

In addition to the principal and assistant principal, MHS also had a student 

activities position established to support college readiness within the school.  Student 

Activities M had 6 years of experience in education and had served 4 years in her current 
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role.  Her perception of college readiness standards focused on providing access to 

students in preparing students for college readiness. She said: 

My role is to be the support system. I do work with our GO Center coordinator 

on Senior days to ensure that whatever it is, if he needs me to make a phone call, 

if he needs me to network for him and bring in contacts and get those institutions 

on our campus, I will do that. As far as for students, I have an open door policy. 

So, I have students that sometimes come to me and ask for help as far as filling 

out applications and applying for financial aid.  

 

 For the MHS instructional leadership team, the perception of college readiness 

standards centered on a vision of expectation for students to attend college. This vision 

was set forth by the district and mirrored at the campus level. At the district level, 

Associate Superintendent M articulated the need ensure that teachers not only had tools 

to teach effectively but also understood and embraced the notion that all students can 

meet high expectations by being actively engaged and accountable to a standards-based 

curriculum. Further, within the school and within the district, there was a concentration 

in responses that addressed academic programming as means to ensure students were 

meeting high expectations for advancement. Additionally, support personnel, such as 

Student Activities M, addressed the theme of access by meeting the needs of students’ 

day-to-day concerns while coordinating with other district college readiness support 

personnel in coordinating and supporting college related events.   

Cotton. Cotton High School (CHS) was located in Cotton Independent School 

District (CISD) and a suburban community in South Texas.  Principal C had 11 years of 

experience and served 7 years at CHS.  Principal C’s perception of college readiness 

focused on high expectations for students ensuring that her Latino students could 

overcome the barriers existing among Latinos, such as English as a second language 
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needs, lack of exposure to the college, and lack of experiences extending beyond the 

community.  Principal C said: 

It is my responsibility to insure that students that students are ready for whatever 

chapter they are going to proceed in, any post-secondary education. One of the 

things we look at specifically is the language barrier, when it comes to our Latino 

students. Also, exposing them to universities and the culture outside of this area. 

I feel it is our responsibility, we have counselors, teachers, and academic 

advisors that guide our students. 

 

Dr. Campus Improvement Coordinator (Dr. CIC) held a doctorate as well as 23 

years of experience in education serving as a math teacher and assistant principal. Dr. 

CIC just completed his first year in the role of campus improvement coordinator. Dr. 

CIC’s perception of college readiness centered more on the accountability to a 

standards-based curriculum. Specifically, he focused on evaluating the instructional 

program and supporting teachers to ensure that rigor and depth of knowledge were 

shared with greater frequency and quality within the instructional and curriculum 

program. Dr. CIC stated the following in reference to state college readiness student 

data: 

The number of high college ready students we had since they (the state) raised 

the bar went down, so that requires us to change their instructional practices and 

really dig into not just our AP classes but also into our regular classes.  We’ve 

really had to do a lot of staff development with our teachers, a lot of 

observations.  We were constantly doing observations with our teachers, giving 

them feedback.  So, the main thing is that we get them (students) quality 

instructional programs where they can be highly successful.  

 

In addition to the CIC’ remarks, Executive Director of Curriculum C (EDC C) 

provided his perspective.  EDC C had completed 24 years in education with the last 4 

years in his current role. EDC C shared a broad perspective when it came to addressing 

college readiness standards and accountability to a standards-based curriculum: 
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My role in my position when it comes to college readiness standards, I think, it's 

very, very critical in my position to make sure that our strategists, our curriculum 

director--curriculum strategists and curriculum directors and all other key people 

in curriculum instruction that they understand the importance of college 

readiness standards and that they promote the rigor that is necessary in high 

school and in any grade really to prepare the kids for college readiness. 

 

 

Campus Instructional Facilitator C (CIF C) had 12 years of experience in 

education. He had served 6 years as a math middle school teacher and 3 years as an 

elementary assistant principal.  He just completed his third year as the campus 

instructional facilitator overseeing the math department at CHS.  CIF C’s perception of 

college readiness standards centered on academic programming. More precisely, he 

concentrated on ensuring that he held a current understanding of the state’s requirements 

for college readiness as it related to academic programming: 

Actually, just Monday, I went to training through the regional Educational 

Service Center which is in collaboration with higher education institutes around 

this area, that of course through House Bill 5, there is a new mandated class that 

we need to have to make sure all of our kids are college ready.  And since I 

administer and oversee the math department, I am making sure that we are up to 

par with what the state is asking us to do. 

 

 In addition to the campus personnel at CHS, the interviewer had access to three 

central office personnel.  Support Services Director C (SSD C) had just completed 21 

years in education and serving in her fifth year in this role. When it came to addressing 

college readiness standards, she stated that access was a key indicator in the following:  

We work very closely with our campuses to ensure that we review data.  We 

provide data analysis for ACT, SAT, other college entrance exams.  We review 

data for the new TSI [Texas Success Initiative] exam and our efforts to increase 

the average course in this area.  And we work closely with staff to make sure that 

we have programs in place to make the individual needs of students. 
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 In addition to the aforementioned central office personnel, Bilingual ESL 

Director C also provided his perspective.  He had served 20 years in education and had 

just completed his sixth year in this role.  He also provided a global perspective when it 

came to addressing college readiness standards because “our goal is for them to graduate 

and to not only graduate but be college ready and be able to get into a university and be 

successful.” 

The perception of college readiness standards among the CHS instructional 

leadership team varied within the school.  All CHS participants shared the view that the 

college readiness standards were attainable for all students, especially the Latino 

students.  Principal C’s perception of college readiness centered more on having high 

expectations for students while addressing the Latino students’ need to overcome 

perceived barriers due to their limited exposure and opportunities associated with 

attending college.  Dr. CIC focused on accountability to a standards-based curriculum 

while addressing instructional rigor and instructional quality within academic programs 

as well as on supporting the teachers responsible for executing instructional programs.  

MHS’s CIF C focused on complying with state college readiness mandates that fell 

within the academic programming.  In MISD’s central office, the participants’ 

perceptions of college readiness standards were described more broadly and 

encompassed all students in terms of access.  MISD central office personnel revealed 

that analysis of student data, implementation of rigorous curriculum and instructional 

programs, and ensuring high graduation rates were vital for enabling students to meet 

college readiness standards.  
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Comparisons of data between BHS, CHS, and MHS. A comparative analysis 

between the data obtained from participants within the three high schools revealed that 

not all teams held uniform perceptions about addressing college readiness standards.  For 

example, the BHS and MHS instructional leadership teams appeared to be uniformly 

aligned in their responses.  Specifically, the BHS campus leadership team provided the 

shared theme that access for students was a prevalent need.  Similarly, the three 

participants at MHS collectively regarded high expectations for students as paramount 

for addressing college readiness standards.  

Conversely, the CHS instructional leadership did not provide perceptions of 

college readiness that aligned with the perceptions provided by the BHS and MHS 

instructional leadership teams.  For example, each CHS participant’s perception did not 

center on a vision of college readiness as compared to the perceptions provided by MHS 

participants and was not completely aligned with the need to address academic 

programming as found in the BHS participants’ data.  Still, the CHS participants’ 

perceptions of college readiness standards included components found within the data 

from the other two high schools.  The CHS leadership team sought to ensure access by 

addressing perceived barriers to college access experienced by Latino students, to 

improve and monitor the academic programming, and to comply with new state 

mandates related to accountability to a standards-based curriculum.  

Research Question 2 Findings 

This research question was designed to discover what organizational processes 

central office and campus instructional leaders engage in as a means to ensure that high 
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school Latino students successfully meet or exceed college readiness standards. The 

participant’s concentration of responses were deconstructed into two categories: (a) 

organizational structure and (b) organizational process.  Each of these two categories are 

supported by the subcategories seen in Table 6 and discussed within each of the two 

subsections for the Research Question 2 findings. 

Table 6 

Summary of Deconstructed Categories and Subcategories 

Deconstructed Category Subcategory 

Organizational Structure Curriculum offerings 

 Schedules 

 Interventions 

 Connections with Institutions of Higher Education 

 Teacher Training 

Organizational Process Teacher Collaboration 

 Ongoing Student Monitoring of Student Performance 

 Special Interventions for Students in Need 

 

Organizational structures. In examining the participants’ responses about 

organizational structure, the following key attributes were found to be most prominently 

described: (a) curriculum offerings, (b) schedules, (c) interventions, (d) institution of 

higher education connections, and (e) teacher training.  These five subcategories 

provided exemplars of each major theme: 1) expectations for students, 2) accountability 

to a standards-based curriculum, 3) academic programming, and 4) access.  

Curriculum offerings. The concentration in responses related to curriculum 

offerings within schools at BHS covered a broad spectrum among the four themes. 
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Principal B described innovative programs that supplemented the traditional curriculum 

offerings. She described two particular programs designed to provide access to students 

needing additional support in meeting or exceeding college readiness standards: 

The summer, in particular, we’re working on what we called a step-up program 

from eighth to ninth grade. We have a grant that’s called college grant. It’s a two 

year grant that we get, and its $100,000.  In this grant, it’s particularly for those 

students in AP.  We’re striving to get more students into AP.  We have the 

Bridge program to help those students that are not passing the STAAR test or 

they just passed it, and so we want to make sure that we’re building upon what 

they have, and we’re trying to close the gap. 

Assistant Principal B response was acutely refined in addressing curriculum offerings 

when he said, “We want to have good rigor at all times.”  BHS’s campus leaders were 

attentive to additional academic programming that exceeded traditional curricula while 

having the single focus on ensuring the curriculum offered to all students was filled with 

rigor and closing the student academic achievement gap.   

From a district perspective, BISD’s central office EDSE provided an in-depth 

global response about how the district maintained accountability to a standards-based 

curriculum as follows:  

District wide structures would be that as academic deans in my instructional 

staff, we meet monthly to assess where we are with regard to curriculum and 

instruction.  Each campus has a college preparation plan.  This includes the 

middle schools in their curriculum and instruction, so that there is a vertical 

communication from the middle school to the high school to ensure that students 

are prepared.  This plan is reviewed a couple of times during the year to ensure 

that we are doing the kinds of things to give students access to advanced courses 

whether those are pre AP or AP and also dual credit, absolutely dual credit, to 

ensure that they are ready to take those courses. 

 

BISD’s EDSE also revealed a unique perspective when it came to addressing 

accountability to a standards-based curriculum that had not been mentioned by other 
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participants.  About selecting curriculum and providing high expectations for students, 

she underscored the need to ensure that the curriculum was representative of the student 

population as follows: 

I guess the term would be, appropriate materials that will encourage Latino, 

African-American, Asian students to engage with the curriculum both in reading, 

writing.  And I am not just talking about ELA, the social studies, … we try to 

make the curriculum very engaging for all the subpopulation groups and also 

allowing them choices in who they choose to study in greater depth to ensure that 

they can pick figures, either historical or current figures, that interest them. 

 

Between the BHS campus and BISD central office responses about academic 

programming, each person revealed that curriculum offering AP coursework was a 

priority both within the campus and across BISD.  

 In addressing academic programming, MHS campus leaders focused on the 

traditional curriculum, and like its counterpart BHS, addressed the need to be innovative 

in embracing curriculum offerings that extend beyond traditional curricula.  Principal M 

described her campus’ curriculum offerings as being deeply rooted in a decades old 

design; however, MHS embraced newer curriculum offerings to ensure all students can 

meet college readiness standards.  Principal M said the following: 

I think the systems plus the four by four curriculum has to do with always 

encouraging students to compete for the scholarships. This school has always had 

an AP program since the 1970s. The philosophy has changed so that now every 

child was required to take the ACT or PSAT. Everything is inclusive.  

 

Within MHS, the idea of emphasizing a college readiness curriculum offering 

was further stipulated by the Assistant Principal M who pointed out “we have college 

readiness classes that we actually offer to students and also SAT classes through 

Princeton Review.”  The academic programming at MHS heavily leaned toward 
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ensuring that the curriculum provided access and opportunities to college preparatory 

coursework.  At the central office level, the MISD Associate Superintendent M 

reiterated the importance of embracing the 4-by-4 curriculum model.  However, 

Associate Superintendent M noted that House Bill 5 had only a minimal impact MISD’s 

implementation of the 4-by-4 model.  

Our district was one of the very first districts to go for a 4-by-4 model.  Four 

years of math, science, and we have not wavered from that, although the state 

requirement, kind of decreased if you will, the Algebra II issue.   

 

Even though House Bill 5 reduced the math requirement for high school 

graduation, Associate Superintendent M contended that decreasing math expectations 

did little to benefit MHS students because “that piece of House Bill 5 we choose to 

ignore and preparing our kids for that higher standard of math preparedness.”  For 

MISD, the 4-by-4 curriculum was a long embedded tradition within the organization.  

Therefore, MISD’s instructional leaders continued requiring Algebra II as a vital 

component for preparing their high school students to attain college readiness standards.  

Further, the campus and district had an extended history of embracing AP curriculum.  

CHS offered a unique perspective about addressing academic programming in 

comparison to BHS and MHS.  Principal C described the evolution of improving CHS’s 

curriculum offerings as due to using data trends among students’ tests:  

I think our view has changed to where now we’re looking at data and numbers 

and looking at benchmarks, and our way of assessments has totally evolved.  We 

used to do a lot of multiple choice exams, very simply weak or lower level 

questions.  And about 2 or 3 years ago when we went through this whole change 

with the assessments, and we knew we were going to be monitored also for the 

post-secondary college readiness standard.  We had to address the whole issue of 

hitting critical thinking skills.  We want to see rigor in the classroom.  
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 Dr. CIC at CHS shared a congruent perspective to Principal C by describing 

academic programming in relationship to professional development: 

Our professional development sessions are designed to make sure that the 

students are exposed to a college-ready curriculum.  We look at different aspects 

to make sure that they will be ready for postsecondary education.  The structure 

we use to monitor college readiness standards is that we collect data.  

 

 The CISD SSD C echoed Dr. CIC’s response about academic programming as 

follows: 

We need to prepare these kids with advanced academic programs in order to 

better prepare them to do better in post-secondary [education].  One of the areas 

that we focused on is making sure that the majority of our teachers, we’re GT 

[Gifted and Talented] trained, and we want classes; the regular basic skills type 

classes are no longer enough or sufficient.  Therefore, we want all of our teachers 

to have that training and implement those types of instructional methods in the 

classroom, so that all of our kids have … higher standards from early on. 

 

SSD C revealed the need to ensure that all teachers were certified as GT so that 

regardless of the curriculum, instructional expectations would be held to a higher 

standard.  EDC C’s perspective about curriculum offerings was influenced by the need 

to examine current student data trends, utilize district curriculum facilitators, and 

intentionally plan for campus leaders and teachers to examine their curriculum and 

determine where their focus should lead.  EDC C elaborated: 

We review the AEIS reports, and what we do is we look at the data and develop 

action plans for each area and then on top of that what we do is [use] our reports 

[to find] the areas that we need to work on, then we bring in the campus staff.  

The campus principals and their facilitators or curriculum facilitators; and say, 

you know, you need to focus on these groups right here; you need to look at the 

data, and we don’t give them the data per se.  What we do is, we already know 

what that data says but, what we do is, we have them analyze their own reports, 

campus reports, and say, “okay, tell us what is it that you see.” 
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In contrast to the global curriculum frameworks shared by his central office 

counterparts, Bilingual ESL Director C offered narrower response about the district’s 

academic programming:  

Our schools’ entrance into AP, pre-AP is open enrollment.  We really push our 

counselors to motivate our students, and I’m talking from the ESL perspective 

that we have greater representation, greater percentage of our students in AP 

courses.  

 

Although CISD had an open-enrollment policy for AP and pre-AP courses, Bilingual 

ESL Director C described an environment in which second language learners did not 

participate in these opportunities as often as their English as a first language peers.   

As with BISD and MISD, CISD offered curriculum most often linked with 

college readiness standards in the form of AP and pre-AP courses.  The concentration in 

responses related to curriculum offerings was consistent among all CISD participants.  

Curriculum offerings in CISD included general education curriculum as well as extended 

curriculum offerings to support students in meeting college readiness standards.  CISD 

employed a unique approach in ensuring all of the teachers in the district were GT 

trained to increase the rigor or quality of instruction being offered within the general 

education curriculum.  Although CISD offered open enrollment for its AP and pre-AP 

courses to second language learners, the participation rates were not as high compared to 

students enrolled in the regular education curriculum.   

 All three high school campuses’ curriculum offerings included access and 

opportunity to engage curriculum beyond the traditional school schedule.  The principals 

at both BHS and MHS shared the perspective that accelerated credit and credit retrieval 

opportunities benefited secondary Latino students.  Meanwhile, the principal at CHS 
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focused more on the increased support for acquiring and implementing technology 

within its classrooms.  

 All three high schools’ leaders referenced the need to address how they examined 

their curriculum offerings.  Each high school campus demonstrated intentionality by 

offering more than the traditional curriculum and by providing additional access to and 

opportunities for college readiness preparation.  All schools’ leaders discussed 

implementing rigor within their programs; however, each school shared a unique point 

of emphasis.  For example, Principal B indicated that federal and state funded programs 

are crucial to ensuring that BHS’s curriculum offerings could enable students to meet 

college readiness standards.  Principal M highlighted the need for using the traditional 4-

by-4 curriculum and embracing an inclusive approach for ensuring that all students had 

access to a college readiness curriculum.  Principal C emphasized the need to address 

critical inquiry within the curriculum as a means to ensure students learn to think 

critically and become better prepared to meet college readiness standards.   

Schedules. The concentration of responses within campus related to schedules 

was evident with all campuses.  Regarding how campus instructional leaders viewed 

schedules as a means to prepare high school Latino students to successfully meet or 

exceed college readiness standards, Principal B alluded to the idea that an extended 

schedule beyond traditional hours was an innovative approach to student success 

because “one of the things we also have is the Learning Lounge every Monday and 

Thursday. We have it from 4:15 p.m. to 8:00 p.m.  It is tutoring specified particularly for 

those students that are in AP classes.” 
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When it came to the issue of schedules, Assistant Principal B described a 

schedule that included college credit coursework.  “They want kids to get some kind of 

college credit while they are in high school, and so a lot of the courses have a 

community college component to them where they can get dual credit.”  The BHS 

leaders articulated the idea that an extended schedule and a schedule encompassing 

college readiness coursework supported high school Latinos in successfully meeting 

college readiness standards.  At BHS, the schedule component providing students 

expansive access to school opportunities beyond traditional school hours.  Meanwhile, 

CISD’s EDSE also emphasized that the school’s schedules included coursework that 

doubled as college credit.  

Since a majority of our students are Latino, I think the open access to advanced 

courses probably makes us unique.  We are able to hire dual credit certified 

teachers and prepare them to offer rigorous courses.  We have a strong advance 

placement program that offers a tremendous variety of advanced course 

programs.   

 

Further, within BISD, students had multiple and varied opportunities to access AP and 

dual credit coursework. 

For MHS, Principal M shared her views that a high school schedule centered on 

the 4-by-4 coursework was most significant in creating and sustaining an organizational 

structure conducive to ensuring that secondary Latino students successfully meet college 

readiness standards.  In contrast to the school’s 4-by-4 coursework, Assistant Principal 

M revealed what specific coursework was paramount in supporting student academic 

success as follows: 

We have an extensive AP dual credit program.  We have dual language, dual 

credit, and AP.  We offered Biology; we offered the BIM, a business information 
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management course; geometry; pre-AP geometry; pre-Calculus; pre-AP pre-

Calculus; scientific research and design; and then world geography.  

The traditional 4-by-4 curriculum alongside implementation of specialized coursework 

such as pre-AP and dual credit appeared to strengthen MHS leaders’ ability to provide a 

positive organizational structure for secondary Latino students struggling to meet college 

readiness standards successfully.  

 At the central office level of MISD, Associate Superintendent M articulated a 

collaborative approach regarding student schedules as necessary for following the 

mandates of House Bill 5: 

It requires our counselors to plan one-on-one with the students.  Every one of our 

students beginning with the freshmen class of 2014, and the 2015 freshman class 

has a personal graduation plan and House Bill 5 plan that the counselor and the 

parent and kid have sat down and have crafted, have crafted together. 

 

For MISD, schedules were influenced by state mandates contained within House Bill 5 

as well as students’ choices about course selection.  

 The CHS campus instructional leadership team expressed the same views as 

those shared by MHS and BHS leaders regarding schedules and the need to offer AP 

coursework. However, CHS leaders emphasized a greater need to be inclusive of all 

students in their approach to creating course schedules.  Principal C expressed her views 

in the following statement:  

We have open enrollment for all of our AP courses.  We don't have any type of 

requirement.  We also stack our classes with dual enrollment courses.  So, for 

example, if I have a student who wasn’t able to get a college entrance exam score 

required to take the dual enrollment course; we will let him stay in that section 

but will create an AP section. So, the kid is going to get the same experience as 

the dual enrollment, because he’s in the AP course.  We don’t let a college 

entrance exam kick our kiddoes from the system and not allow them to take it. 
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Dr. CIC shared a slightly differing perspective regarding the need to address schedules. 

Dr. CIC approved addressing AP courses within the schedule; however, he emphasized 

the need to ensure that all courses within the schedule were instructionally sound. Dr. 

CIC stated the following: 

The number of high college-ready students we had, since they [the state] raised 

the bar, has gone down.  That requires us to change the instructional practices 

and really dig into not just only our AP classes, which we do very well, but also 

into the regular classes.  

 

 At the CISD central office, the SSD C believed scheduling relied on flexibility as 

follows  

We’ve opened a program such as the optional flex schedule.  We’ve applied with 

the state.  This is our fourth, fifth year that we’re going to have that optional flex 

date program where we open school from like 6 to 8 [p.m.] in the evenings, so 

that kids can work full time during the day and then come to school in the 

evenings. 

 

SSD C said her district had a paramount responsibility to provide a flexible schedule that 

would allow students with unique family obligations to continue their high school 

education outside of the traditional high school master schedule.  

Although all three high schools’ leaders reported schedules that included AP 

coursework and dual college credit coursework, CHS appeared to emphasize a more 

comprehensive and holistic approach to schedules that accounted for all students and not 

necessarily for only those high school students already on track to attend college.  

 The concepts for forming schedules between these three schools differed when 

compared. Principal B affirmed the need to be innovative in offering courses that 

extended beyond the traditional pathway of obtaining a diploma.  The BHS school 
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schedule included access and opportunities for its students to obtain certifications in 

specialized areas and labor fields:  

We have other resources for them here.  We’ve got a department who will also 

offer different types of certifications for our students so that they can go, and 

right out of high school they can go, work for Toyota, and they’ll do the auto 

body and paint and so forth.  And they get certifications in these areas.  We’ve 

got culinary arts.  We’ve got cosmetology. We’ve got even programming which 

the students pretty much leave here, and they go to Rackspace. 

 

At MHS, Principal M focused on a high school schedule known as the 4-by-4 in 

which the school day is divided into four instructional blocks of approximately 90 

minutes in length as opposed to six daily periods of 50 minutes each, and the school year 

is divided into two semesters.  Principal M credited the MISD superintendent for having 

the vision to mandate this 4-by-4 schedule “with the expectation that all children in high 

school take a 4-by-4 curriculum.” 

Principal C, however, focused on how the district-generated benchmark 

assessments influenced schedules:  

We have district strategists, and they provide us with the benchmark exams.  And 

they ensure that they include questions at that rigor level that’s expected.  So, 

that students when they do take their state assessment and they do take their ACT 

exam, they are not shocked or overwhelmed with those types of questions, 

because they’ve already been exposed through benchmarks.  

 

Principal C revealed that at the time of this interview, her district had recently 

transitioned from a schedule of benchmarking every 6 weeks to reducing number of 

benchmark tests to two times per year.  

For these three high schools, each campus principal provided an acutely distinct 

perspective.  BHS focused on supplementing their school schedule with coursework 

yielding to advanced certifications resulting in employment opportunities for her 
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students.  Meanwhile, Principal M focused on a specific 4-by-4 schedule as a specific 

attribute for MHS. Finally, Principal C discussed the influence of an assessment calendar 

that was pervasive within the CHS schedule.  

Interventions. Special interests drove innovative interventions at BISD.  

Principal B’s revealed that BISD provided an alternative high school called Excel 

Academy.  She stated that this alternative high school served as an appropriate 

intervention tool for preventing students from dropout.  Principal B described the 

district’s intervention for students struggling to complete the prerequisite high school 

courses in completing a fundamental step toward attaining college readiness:   

Currently, we have what is called Excel Academy (name changed to maintain 

anonymity).  Excel Academy serves students who have obtained credits but not 

passed EOC exams.  We have credit acceleration and credit retrieval, so if they 

fail the course, they can go to credit retrieval and make it up. 

 

Principal B also revealed that the BHS counselors were very accountable to her 

students by ensuring that their students were adequately prepared for passing their 

respective state assessments in an in-depth response:  

My counselors have these checks for all our levels, ninth, 10th, 11th and 12th.  In 

our particular our seniors, we’re constantly checking, you know, their credits.  

We’re making sure if they haven’t passed the test, and I’m saying test for them 

because they were on the test mode right now, for the seniors.  If they have not 

pass a test we’re constantly, my counselors, are expected to talk to these kids, 

make sure to remind them that they’ve got to go to the text blitzes that we have.  

They got to go to the courses that we have put them in for support.  We have 

those courses for them.  And so make sure that you're going, we have credit 

retrieval available for them too, as well as credit acceleration, credit retrieval so 

if they fail the course, they can go to credit retrieval to make it up.  And they go, 

they can.  We offer it before school, after school, and on Saturdays from 8 to 12.  
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At BHS interventions were not just limited to students.  Principal B also 

addressed the need to support teachers more directly as the teachers strived to support 

students who were not progressing academically in the following manner:  

What we do, if we feel that somebody needs a little more support, we will 

designate a day for planning and a day for just one-on-one instruction from the 

ISD to work with the teacher on different ways to present, different ways to 

engage the students. 

 

Assistant Principal B was more prescriptive in detailing the interventions, such as 

applying the RTI process while maintaining on-going teacher follow up visits, used 

within the BHS campus in the following in-depth statement:  

It’s called RTI: Response to Intervention, and that is a screening process for just 

what has been, I guess, applied to the student to make sure the student is capable 

of doing the work.  What has the teacher done?  What did teacher modify?  Who 

has the teacher talked to?  How often are they checking on the grades?  And then, 

were they involving the parents?  Were they requesting the conferences with 

certain people that screen for things like Special Ed or dyslexia or things like 

that?  So, as a student continues to not do well, if that were the case, you 

continue to move up this ladder of prescribed criteria of intervention, and at some 

point, as you reach a certain point of the ladder, then certain things must be true 

at this point.  So, you get more and more people involved as part of this response 

team, and hopefully, at some point, the issue is addressed.  The student is more 

successful, and there is some alleviation of students who aren’t doing well.  It 

applies to all students. 

 

For the administrative team within BHS, both a global and local perspective were 

shared.  Globally, both students and teachers were perceived to require some type of 

intervention support as determined by individual circumstances.  For example, for 

students, an alternative high school provided an additional opportunity to access and 

retrieve lost credits. Conversely, teachers were also identified as needing to engage in 

professional growth development strategies that would enhance their teaching abilities, 

such as focusing on higher order thinking skills or aligning their instruction to 
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assessments. Locally, the campus relied heavily on the implementation of RTI to ensure 

that all students’ needs were being monitored and met according to their unique needs of 

intervention.  

 At the BISD district level, district-wide interventions were presently being 

examined.  At the time of this study, at least at the district level, limited interventions 

existed.  When it came to the question regarding district-wide structures to support 

students struggling to meet college readiness standards, the following answer was 

provided by a central office member:   

Yeah, that’s probably the area that we need to most work on.  So, once we 

receive the report, we look at the report, and we look at the level of … the 

percentage of our students.  So, yeah, this is an area that we are currently looking 

into about what structures do we have in place and something that we really need 

to work on. 

 

Although BISD’s district level responses suggested interventions were a work in 

progress, the campus level interventions operated with specific goals, comparatively 

speaking in relation to CHS and MHS.  

At MHS, Principal M’s perspective regarding interventions included a shared philosophy 

between administrators and teachers centered on ensuring that every high school student 

graduates on time.  

We have philosophically, this is a good one, where no senior left behind, where 

we really work on getting everybody graduated at the same time, in the same 

quarter.  Summer school structures allow kids to retake.  We have accelerated, 

online curriculum that helps kids catch up if they are behind or don’t pass.  They 

[the teachers] don’t get paid.  They just do it, because it’s part of what they know 

to do with kids.  They do workshops on Saturdays for kids when the students are 

ready for AP testing.  Nobody tells anybody to do this.  They just do it. 
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 Assistant Principal M at MHS revealed a variety of interventions.  First, 

Assistant Principal M described an intervention focused on students and their state data 

via their STAAR scores in-depth:  

With the STAAR test, obviously, we look at the groups of students that were 

deficient in whatever core [course], and we provide EOC classes for them.  And 

a good example of that is in Algebra I.  Students are double blocked for Algebra 

I, so those that we know coming in are already a little deficient in Algebra I what 

will happen is they’ll be blocked.  They’ll have two classes of Algebra I, not 

concurrent, like back to back, but the same teacher another 45 minutes in a day.  

And those results this year were very good, so we’re going to stick with that in 

terms of master schedule and see if that’s really what it is.   

 

Second, Assistant Principal M revealed that interventions were not only limited 

to reviewing student data and providing for additional content support but also included 

professional learning communities (PLCs) as a vital component to the MHS intervention 

program.  Assistant Principal M discussed PLCs in the following statement: 

That’s one thing through scheduling is one way, and I think another way is 

through our PLC.  We, this year, all of our math department, all our four core 

areas are going to have the same PLC period.  Currently, teachers here go on a 

six of eight.  They teach six of eight [periods; then they meet] with a PLC in 

which they collaborate through the department by department or by content.  And 

then the other period is their individual [planning period].  But the design issue 

will be through the PLC that we could have a department meeting, like say, once 

every 2 weeks, once-a-month, whatever is necessary.   

 

For the MHS campus instructional leadership team, interventions were deeply 

rooted in a philosophy that every senior graduates on time.  Also, particular to this 

school, interventions were not only limited to student access and opportunities for 

learning but teachers also underwent interventions in the form of PLCs.  The PLCs 

enabled teachers to have focused discussions on student growth and to improve the 

quality of instruction.  
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 At the district level, Associate Superintendent M revealed an intervention 

structure designed to examine student academic performance as a means to identify the 

use of interventions.  Associate Superintendent M provided the example of college 

readiness as an intervention goal: 

With respect to college readiness, I mean, we’ve got basically, what is then 

TAPR and AEIS system, whatever they call it now that everyone has, but we 

have now offered Princeton Review at no cost to our students at every high 

school to help them increase their SAT, ACT scores.  And every child in this 

district is required to take the SAT or ACT as a graduation requirement because, 

not medically fragile kind of life skills kids, but otherwise, if they are graduating 

on recommended distinguished or recommended plan, then they have to take 

that.  And so that’s used as a data point for us so that we can monitor if they have 

gaps, what we need to do to improve. 

 

Within MHS and MISD, the organizational structure for interventions included 

accessing student data, analyzing student data, creating focused interventions via the 

PLC model, and monitoring and adjusting intervention structures as needed based on 

individual students’ needs.  

At CISD, CHS Principal C described a district intervention program named 

GEAR UP, a federal grant program designed to support their Grade 9 cohort.  

We have this past year, our freshman is a whole new cohort for the GEAR UP 

program.  And basically, what the GEAR UP program does is provide funding to 

be able to do more to prepare students to go to college.  And the whole idea is 

that last year they were here, last year they were, ninth graders.  And so that ninth 

grade GEAR UP group goes to 10th grade.  But whatever they did with their 

ninth graders last year, we’re supposed to carbon copy with this incoming 

freshman [class]. 

 

For organizational structures that supported curriculum offerings and students’ 

ability to meet college readiness standards, Principal C described a program called 

TECH (name changed to maintain anonymity) designed to support all students within a 
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graduating class.  Principal C said, “This past year our freshman [class] is a whole new 

cohort for the TECH program.  Basically, what the TECH program does it provides 

funding to be able to do more to prepare students to go to college.”  Principal C 

described the TECH program as a means to provide students with technology resources 

such as iPads, laptops, and scientific equipment.  The underlying premise for the TECH 

program was to ensure curriculum offerings were positively impacted by improving 

students’ opportunities for access to 21st century learning tools.  

CHS instructional facilitator CIF C added that the high school’s organizational 

structure included monitoring students’ academic progress.  CHS used class placement 

as a means of intervention as follows: 

I foresee the structure that we use, of course, is we collect data making sure that 

the kids that are not meeting standards in the best markets get placed in 

intervention classes, which we also created those classes, effective for last year 

for our math department.  And of course, the kids that were placed here were the 

ones that were showing that they were lacking the knowledge needed to be ready 

for the following grade. 

 

In addition to the prescribed intervention classes for his students, CIF C also identified 

tutoring as a means to support students not advancing academically: “Of course, the 

additional tutoring that we offer to all students that are currently in need [is] after-school 

tutoring.  We also offer, as our budget lets us, we do offer, Saturday school.” 

Compared to the two other high schools in this study, the CHS instructional 

leaders identified the federally funded district program entitled GEAR UP that was 

designed to address incoming freshman cohorts.  Like BHS, CHS offered tutoring via an 

extended schedule during after-school hours and as part of Saturday school.  At the CID 
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district office level, SSD C identified their structure for organizational support services 

interventions as the following:  

District-wide structure, well, of course we look at data.  We look at ACT, SAT, 

any college entrance exam data that we can have.  We compare that data with our 

regional area.  We compare with the state.  We meet with principals.  We look at, 

of course, EOC data to see where our college readiness students who they are and 

where our other students follow in order to help them increase and be college 

ready, and most of students were Latino.  So, we don’t, do anything different for 

the Latino population because a majority of our students, 90% or 95%, are 

probably Latino. 

 

Similarly to her CISD counterparts, SSD C described the idea of collaboration among 

the key instructional stakeholders.  Specifically, SSD C identified the need to access 

principals’ input as well as to provide time and opportunity for campus and district staff 

to collaborate and plan.  SSD C described unique CISD’s collaboration model for 

purchasing in the following statement:  

Another district wide type of procedure, process would be collaboration between 

campus staff and district staff.  I don’t believe in purchasing programs that I 

implement at all campuses unless there is buy-in from the principals.  They need 

to select.  They need to believe in the programs.  Because if not, they won’t be 

implemented. 

 

SSD C underscored the idea of developing collaboration between all campus-level and 

central office instructional leaders for ensuring successfully purchasing programs to be 

used for interventions.  

Between schools, all participants indicated that teacher training was a vital 

component within their organizational structures.  All three high school campuses’ 

instructional leaders revealed that interventions played a role within their organizational 

structures.  The interventions utilized within each campus differed specifically by scope 

and implementation.  For example, the BISD alternative high school Excel Academy 
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enabled its students to accelerate their credits or retrieve missing credits.  

Comparatively, Principal M of MHS discussed RTI as an intervention for addressing 

students’ academic deficits. Principal M also revealed that MHS provided an alternative 

opportunity for students to access an accelerated, online curriculum to catch up in their 

coursework or recover lost credits.  Principal C discussed the campus intervention that 

focused on the entering freshman cohort through Gear UP program, unique to among 

CISD high school campuses.  As described by Principal C, Gear UP provided students 

with access and opportunities to engage in 21st century technology perceived as 

beneficial within the organizational structure and for preparing CHS Latino students to 

achieve college readiness standards.  The data revealed that for all three campuses, the 

instructional leaders perceived there was a need to provide extended support 

opportunities for all students as a means to ensure students made academic progress 

toward achieving college readiness standards.  

Connections with institutions of higher education. This subcategory referred to 

how the College Board and dual credit arrangements represented the districts’ and high 

schools’ connections with institutions of higher education as represented by the 

participating high school leaders.  Principal B revealed that scholarship funding was an 

important component within the organizational structure that linked her students to 

higher education institutions. She stated the following: 

We have a grant that's called college grant for all.  It’s a 2-year grant that we get, 

and it’s a $100,000.  It’s particularly for those students in AP, or you know, 

we’re striving to get more students, you know, to take more AP classes, and so 

what we did this particular year is we tested all the 10th grade students, and of 

course, the grant paid for it with the TSI.  So that these students if they pass, of 

course you know, that they will be able to go into colleges and not just a junior 
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college, but a 4-year university if they score well enough, and they won't have to 

take the developmental classes.   

 

In addition to access to college grants, Principal B revealed that BISD and BHS 

had a unique collaboration with the College Board as follows:  

We constantly are visiting with College Board.  We have meetings with them 

probably about four times a year as administrators, but they also meet with our 

district as well, you know, they bring a representative to come and talk to us, and 

we review the data.  And we discuss what the goal is for the district, what we 

want to be, and how we want to prepare these students and resources and 

materials that possibly can get us there. 

 

 Assistant Principal B at BHS discussed the connection between the local 

community colleges and his campus.  This connection played a role in supporting 

Assistant Principal B’s students in meeting college readiness standards.  Assistant 

Principal B said, “They want kids to get some kind of college credit while they are in 

high school, and so a lot of the courses have a community college component to them 

where they can get dual credit.”   

 At the BISD central office level, the EDSE addressed establishing and 

corroborating with institutions of higher education “through my collaboration with the 

Educational Service Center Region AAA (number changed to maintain anonymity), 

where we meet four times a year, to share college readiness strategies, to learn about 

programs that could build the district college readiness approach.”  ESDE added the 

following: 

I am also very involved with Diplomas, which is an alumna-funded group here in 

our city with four other districts that promote college readiness specifically for 

Latino students.  In addition to that, I work hand in hand with the College Board 

and, as recently as last year in May, attended the specialized conference that they 

held in Chicago, specialized because it prioritized strategies and support for both 

the Latino and the African-American population. 
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Beyond EDSE’s personal investment, she articulated how BISD collaborates 

with institutions of higher education: 

Our district and I scheduled this work with our College Board education 

administrator, and she helps us interpret the data from College Board regarding 

college readiness and signs that point to college readiness.  And in addition to 

that, she helps me then support and develop the academic deans and campus 

principals at our 10 comprehensive and five magnet high schools. 

For BISD, significant investment in time and opportunity to engage in cross 

collaborative planning within the high schools and across the district was represented by 

the central office leaders.  

MHS leaders identified connections to institutions of higher education that were 

prevalent.  Principal M revealed the importance of being informed and attending national 

conferences related to college readiness in the following statement:  

I got to go to the College Board Conference.  In just looking at the kind of 

standards that you need for IB Programs and AP Programs as you develop those 

in schools because the more you have those, the more everything else, because if 

you have those you’ve got to feed into it, so then the kids in regular classes, the 

standards are the rigor so that you can build those programs, because those 

teachers that are invested … have got to get them ready to be in the class and so 

everything gets stepped up. 

 

Principal M also revealed that MHS’s AP classes were intertwined explicitly 

with institutions of higher education.  Specifically, Principal M discussed the MHS link 

with the College Board:  

When they change the AP that you, everybody, has to submit a syllabus, and they 

standardize that, that really helped AP Programs, really helped, because what you 

saw all over the state was just a real big variety and that was about 8 years ago, 9 

years ago, that AP said “to teach this course, you have submit a syllabus and it 

has to be similar to what the AP College Board wants you to do,” okay.  And you 

have to do that.  And if you don’t submit, and you kept teaching, you can’t give 

the kid credit, that really helped.   
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Assistant Principal M added that the Princeton Review supported MHS’s connection to 

institutions of higher education.  Assistant Principal M remarked, “We have college 

readiness classes that we actually offer to a students and also SAT classes through 

Princeton Review.” 

At MISD’s central district office, the Associate Superintendent M identified a 

program unique to their district entitled the Go Center which had an assigned specialist.  

One of our district wide structure is the Go Center and every campus has a Go 

Center Specialist that is a certified person and they work as early as on with the 

University Admission Offices.  They set up times for the recruiting teams to 

come so that you’re not looking only (local university and local community 

college-school names deleted to maintain anonymity) but we’re looking beyond 

that.  One of our permanent goals is to have kids eligible for admission at UT 

Austin and Texas A&M.  The big state colleges versus the satellites like A&M 

Corpus Christie and like that and that really is driven by ACT scores, or SAT 

scores.  And so that’s where the Princeton review really comes in and part of 

being college ready is soft, it’s not just a measure on your SAT scores being a 

committed scholar or national merit finalist or what have you. 

 

For MISD, organizational structures regarding institutions of higher education 

connections occurred in the form of attending current College Board conferences, 

utilizing data gleaned from the Princeton Review, and creating access and opportunities 

for students to visit universities, colleges and community colleges.  

At CHS, the link to Higher Education institutions is also very evident. CIF C 

revealed having a personal connection with higher education institutions through 

personal professional development: “Just Monday, I went to a training through Region 

AAA (number changed to maintain anonymity), which is in collaboration with higher 

education institutes around the region.”  The CHS principal described her perspective as 

the following:  
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I think you have to have instruction in the front.  I think you need to know what 

they universities are looking for.  We do a lot of networking ourselves also.  The 

counselors, administration, we do a lot of networking with our local universities.  

So, we have for example dual in roman contracts, and a lot of our teachers are 

also part of the community college that’s right across the street.  And we have a 

lot of discussions with them, like, what are you seeing our students missing?  

And we try to bring that back to our English I and English II or algebra teachers.  

So, that they also know what they need to be addressing. 

Principal C described the high school’s connections to institutions of higher 

education as operating within two different mediums.  First, Principal C stated that her 

campus had access to a college readiness specialist who is in constant communication 

with college representatives.  The college readiness specialist had different universities’ 

representative and recruiters come to CHS to meet with students and even teachers.   

Second, Principal C stated that her campus has a contract for tutorial services 

through a private college readiness firm, such as Sylvan Learning Centers, to support 

CHS students’ preparation for taking the ACT exam.  She pointed out Sylvan Learning 

representatives come to CHS “to give all our students as many [tests] as we want, and 

we usually look at our juniors, or at the end of their junior year, we tell them to take their 

ACT exam.” 

At the CISD central office, SSD C revealed that the high schools were structured 

to have small learning communities.  This structure provided students with increased 

opportunities to be exposed to AP classes as well as dual credit classes.  

Within those communities, students are offered opportunities for AP classes, dual 

enrollment classes.  We have a large number of dual enrollment participants in 

our district.  They also apply to dual enrollment academies where they are able to 

complete an associate degree through Cotton Community College (name changed 

to maintain anonymity), and now of course we’ve just adopted this new early 

college high school which will also provide those types of opportunities.  But the 

opportunities there are AP, pre-AP program.  There is open enrollment, and in all 
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these small learning communities, we are able to track and monitor these kids 

closely, so that we can ensure that they’re successful. 

 

All three high schools shared the view that their organizational structures had 

ongoing connections to institutions of higher education.  CISD represents a smaller 

urban area that has successfully developed and maintained connections to institutions of 

higher education for their students.  Both principals at BHS and MHS identified the 

influences and role of higher educational institutions in addressing their AP programs 

and students enrolled within these courses.  BHS instructional leaders used their access 

to the College Board for assistance in reviewing campus testing data.  CHS instructional 

leaders believed in preparing CHS students to be successful in taking the college 

entrance exams that enhance their enrollment opportunities within higher educational 

institutions.   

 Teacher training. The data suggested teacher training requires a comprehensive 

and strategic approach that must embraced at the campus and district levels.  Principal B 

noted “we’ve had lots of professional development.”  However, regarding teacher 

training Principal B “had to begin to square one when we’re planning.”  She pointed out 

the importance of identifying “what are we going to do for our school?  What is that we 

want to focus on? We have to make sure that we follow the TEKS.” Principal B added, 

“The district also allows us to go to a conference. We just went to a conference in Dallas 

and I think it was in December, and it was a College Board conference.” 

 Principal B revealed that “our staff development is based on acclimating our 

teachers and providing them resources and tools that they need, so that they can teach in 

the classrooms and in turn make those students successful with what they are learning.”  
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She further elaborated that central office played an integral role in supporting her 

campus by enabling teacher training to focus on “engagement and classroom 

management.”  In addition to teacher training being provided to all teachers, Principal B 

indicated that within her district new teachers received specified training known as “a 

new teacher academy,” which served as “another support system that our district has, 

and so they’re require to go to that.”  Principal B described the new teacher academy as 

providing the following:  

All kinds of staff development as well on engagement on the TEKS particularly 

in their area.  So, if they’re a math person or an English person, they also go to 

designated areas for that during that processing.  It’s typically a 3-day academy.  

 

Assistant Principal B added that BHS teacher training was not limited to 

teachers, because BISD provides opportunities for their district-level leaders to engage 

in teacher training.  Assistant Principal B said: 

Part of it, actually, is called Atlas.  Part of this district professional development 

is to visit other schools, other campuses that are doing things to help the kids and 

also making sure that you are doing as much as you can.  If another school is 

doing better than you are, you can go and visit and find out what they are doing 

and just kind of incorporate some of those ideas as well.   

 

 At the BISD central office, EDSE noted that teacher training was impacted by 

how the current accountability system impacts the district: 

We would hope to be able to develop teachers in such a way to ensure student 

success on the test.  That’s not just lowering the cut score, so that students 

automatically pass, but enabling us or helping teachers help students think on 

those higher levels. 

 

According to BISD’s participants, teachers needed to be trained to understand the state 

curriculum, to have access to collaborate with peers within the district, and to support 

fellow teachers in teaching students how to think more critically.  
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Meanwhile, MHS principal M concentrated on the need for teachers to 

comprehend curriculum and assessment while developing relationships between teachers 

and students, because “they’ve got to understand the curriculum and understand the 

assessment.  They have to understand about building relationships.”  Principal M 

promoted using teacher training to help teachers align student performance with grades: 

“How we grade, we are looking at how are we grade, and how we document what kids 

do and perform.  Let’s make sure that their grade reflects what they do, what they 

know.”   

Assistant principal M discussed the MISD initiative for training teachers to 

engage in student data analysis and progress monitoring as follows: 

Well, we’ve done some STAAR testing.  They call it STAAR 3DX training, 

through the district we have done some trainings and just looking at all the data 

telling us, you know, with the different phases coming, Phase I, we are now and 

how that’s going to go and how the different test is, and you know, the different 

hot spots.  Like, we took some of our data for algebra at a certain rate, and you 

know, we got these charts that we all read that, you know, we need our standard 

where they need to be. 

 

 While MHS leaders revealed a need to align grades with student output and 

analysis of student data, Associate Superintendent M emphasized the need to ensure that 

teachers were trained in Ruby Payne that provides “an awareness of understanding, and I 

guess empathy for where, how people who are living in poverty respond, and how they 

make judgments, and how they make decisions, and rather than being in a judgmental 

mode.”   
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CHS Principal C addressed rigor and college readiness testing as focal points for 

teacher training. When it came to describing teacher training for CHS, Principal C stated 

the following:  

We started looking at release items for ACT, SAT exams, NAP exams, the 

national [exam], I believe it’s NAEP.  But we looked at a bunch of different 

types of questions and really asked our teachers to start thinking about what kind 

of questions they were asking in the classrooms?  Did they compare to what SAT 

and ACT was inquiring or was it the same structure?  And we realized that we 

weren’t.  They were asking a lot of lower level questions.  So, we trained all our 

teachers on how to recognize different depth of knowledge  

 

Therefore, Principal C used this finding to train teachers to generate depth of 

knowledge about how to ask higher order questions of their students as elaborated on in 

the following:  

We trained all our teachers on how to recognize different depth of knowledge.  

We realized that a lot of the questioning that we had in the classroom were the 

lower level.  So, then we listed a bunch of those questions.  Looked at a bunch of 

those exams, and then said, well, how do we rewrite this question, so that it does 

become a higher order thinking question.  And one of the things, our biggest take 

away, is that we cannot do multiple choice.  We cannot do true or false.  We 

needed to do a lot of open ended questions.  And then we also had to have our 

students do a lot of inquiry-based questions also, where students really had to not 

only come up with the answer but support and elaborate their answers.  And one 

of things that the teachers walked away with was when you asked students open-

ended questions, and they have to give you an answer and support it, and 

elaborate on it.   

  

In a response supportive of the data received from Principal C, CIF C described 

teacher training within CHS and the district as collaborative in nature and as having the 

specific purpose of examining the state curriculum and outlining an appropriate scope 

and sequence for teachers to follow.  CIF C said the following: 

We teach to the TEKS.  We look at the TEKS that we are supposed to teach and 

the scope and sequence that’s created with the input of a committee of, in this 

case math, teachers from both campuses which are [Cotton 2nd High School and 
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CHS] in our district.  Again, we are called upon.  We work in the scope and 

sequence. 

 

At the CISD central office, SSD C articulated their teacher training to be one that 

focuses on developing students’ higher order thinking skills as associated with 21st 

century skills: 

With our new 21st century vision that our superintendent has adopted, we are a 

lot of our staff development revolves around preparing students for the future, 

preparing students for the 21st century skills where they can be successful and 

marketable with other students.  All of our staff development revolves around 

21st century skills and how to prepare kids for a future new assessment program 

in Texas.  Now, it’s no longer basic skills with the EOC.  It’s more higher order 

thinking skills. 

 

For the three high schools, quality of instruction, curriculum alignment, and student-

teacher relationships were vital attributes in addressing teacher training.   

Organizational process. Participants’ perceptions of organizational processes 

emerged as the following: (a) teacher collaboration, (b) ongoing student monitoring of 

student performance, and (c) special interventions for students in need. 

 Teacher collaboration. In addressing organizational processes within schools, 

each campus provided data supporting the need for teacher collaboration.  Principal B 

described a teacher collaborative process that extended beyond her campus to include 

teachers across the district: 

There’s 10 high schools.  So, all of the science department gets together, and they 

collaborate together on what is expected for the year to come with an 

instructional specialist, two of them in particular for the district, and so that 

collaboration piece is taking place so it’s just not here on this campus.  We’re 

collaborating with the other high schools to consistently work together as a 

district so that our kids are successful throughout. 
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Assistant Principal B emphasized the teacher collaborative process that extended 

beyond BHS: 

I meet with the department coordinator very often, and we talk plainly and 

frankly about how things are going in the department, who is ahead of where 

they need to be and who is behind, and we discuss with teachers and observe 

them and give them feedback about their performance and their failure rates and 

their benchmark scores, which are the markers probably three or four times a 

year the District has set up to measure student performance based on the tests and 

the expectations of the state. 

Assistant Principal B revealed that teacher collaboration includes discussions on data, 

such as ongoing classroom observations and frequent review of student data.  For BHS, 

both Principal B and Assistant Principal B articulated the value of embracing a teacher 

collaborative process involving input from instructional stakeholders within and beyond 

the campus setting.  

 While BHS leaders believed teacher collaboration needed to be global within 

BISD, MHS leaders offered a narrower perspective.  Principal M revealed that the 

process for teacher collaboration within her campus centered on PLCs as follows:  

The teachers get together, and I also think by having a professional learning 

communities so that people have to come collaborate within content area that you 

get a better standard for kids and because we are mostly Hispanic benefits for 

kids. 

 

Similarly, Assistant Principal M, described the use of PLCs as integral to teacher 

collaboration within MHS because PLCs are embedded in the instructional culture of the 

high school:  

This year all of our math department, all our four core areas, are going to have 

the same PLC period.  Currently, teachers here go on a six of eight.  They teach 

six of eight [periods; then they meet] with a PLC in which they collaborate 

through the department by department or by content.  And then the other period 

is their individual [planning period].  But the design issue will be through the 
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PLC that we could have a department meeting, like say, once every 2 weeks, 

once-a-month, whatever is necessary.  And the other time they could go with 

content. 

 

 CHS leaders’ perspectives regarding teacher collaboration were similar to those 

provided by the BHS leaders in terms of teacher collaboration extending beyond the 

campus level.  However, Principal C described a process for teacher collaboration that 

went even beyond the campus and district levels as follows: 

A lot of our teachers are also part of the community college that’s right across the 

street.  And we have a lot of discussions with them, like, what are you seeing our 

students missing?  And we try to bring that back to our English I and English II 

or algebra teachers.  So, that they also know what they need to be addressing. 

  

 CIF C described the CHS process of teacher collaboration to include support 

from CISD’s central office leaders.  CIF C stated that as a district, teacher collaboration 

was ongoing and included opportunities for teachers to meet with district personnel to 

examine and reevaluate the district’s scope and sequence as means to ensure alignment 

across the campuses.  

There are meetings once every 6 weeks where again our teachers get together.  

What was covered?  What was not covered? And they collaborate, and they come 

up with the schedule as to what is it that needs to be taught in these 6 weeks in 

order to make sure that we are in line.  Of course, our final goal is to make sure 

that all other TEKS are embedded in the curriculum for the school year. 

 

As seen in the data, CHS’s instructional leaders focused on intentionality and frequency 

of teacher collaboration as critical factors for promoting college readiness.  

 For all three high schools, teacher collaboration was a significant attribute in 

identifying organizational processes between schools.  The commonality of PLCs and 

the interactivity between the campuses’ leaders and the districts’ personnel resonated 

among all three campuses.  All three campuses presented with unique attributes that 
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were mostly evident in terms of the varying degrees of teacher collaboration they 

exhibited.  For example, CHS had a unique advantage of having teachers who were also 

affiliated with a local college.  Finally, all three high school campuses’ leaders perceived 

that teacher collaboration was integral to organizational process.  

 Ongoing student monitoring of student performance within schools. There was 

a concentration in responses that indicated that student data, such as grades, attendance, 

EOC results, pre-AP and AP data as well as district benchmarks, was monitored in a 

continuous, cyclical and longitudinal manner. All three high school campuses’ leaders 

alluded to the need for monitoring student performance within their respective schools as 

a vital organizational process for addressing college readiness standards.  At BHS, 

student monitoring fell into a two prong approach.  First, student monitoring resulted in 

creating a campus program to holistically monitor student cohorts.  Principal B 

articulated the use of student monitoring at BHS as follows:  

We’re working on a what we called a Step UP program from eighth to ninth 

grade, and we’re particularly gearing for the students that are borderline, just 

passed the EOC in math or reading and English, or just missed it.  And so we’re 

going to concentrate on those students as well, give them a little pre-algebra and 

some more writing and reading for 3 weeks prior to school beginning so that we 

can, you know, just get them a little bit more into ready for Algebra I, and of 

course, English I.  That are EOC tested areas. 

 

Second, monitoring was individualized such that home visits formed an integral 

part of their campus processes.  Assistant Principal B’s approach to student monitoring 

was very individualized and aligned with his many duties and roles: “I spend my day 

researching students that are not doing well, calling them in, meeting with parents.  I do 

a lot of home visits.”   
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 When it came to student monitoring at MHS, Principal M focused on evaluating 

enrolling students in coursework tailored toward college readiness.  When it came to 

accountability in student monitoring, Principal M said, “You look at enrollment in your 

AP courses, your pre AP courses, you look at the number of kids taking AP exams.”  

Assistant Principal M said student monitoring was focused on reviewing student data 

associated with college readiness standards:  

Well, we go through Princeton Review.  We get reports based on the data; they 

do a sample testing various times, and through that, through those benchmark 

test, basically, they see their levels of improvement.   

 At CHS, district content strategists and campus student data collection were 

important processes in monitoring students for college readiness standards, and student 

monitoring were not limited to campus personnel.  The CHS organizational process for 

monitoring students occurred via a team approach that included regularly scheduled 

meeting time for supporting students’ needs to meet college readiness standards: 

We have counselors, teachers, and academic advisors that help our students guide 

them.  And we try to start as early as their freshman year.  We have an advisory 

period where we meet once a week for 30 minutes, and throughout that advisory 

period we have different areas that we address school wide issues.  And one of 

them is preparing our students for college. 

 

CIF C also described collecting student data and establishing intervention classes 

to support ongoing student monitoring:  

We collect data making sure that the kids that are not meeting standards in the 

best markets get placed in intervention classes, which we also created those 

classes, effective last year, for our math department.  And of course, the kids that 

were placed here were the ones that were showing that they were lacking the 

knowledge needed to be ready for the following grade. 
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 In sum, all three high schools’ leaders revealed that student monitoring of student 

performance was part of their organizational processes, even though each high school’s 

approaches were uniquely distinct.  The BHS approach included a program entitled Step 

UP designed to monitor students within their respective cohorts.  However, BHS 

articulated a process whereby key personnel such as the assistant principal monitored 

and tracked student attendance and conducted home visits as part of promoting a very 

individualized approach to supporting their students.  

 Comparatively, the MHS approach focused on students’ enrollment in AP 

courses.  MHS also used Princeton Review provided student data to distinguish this 

campus from the other two high schools processes.  Meanwhile, CHS identified a 

process of collecting student data and monitoring students who had fallen behind in 

meeting college readiness standards.  CHS also uniquely benefitted from its access to 

CISD’s content specialists.  

 Special interventions for students in need. At BHS, Principal B offered a 

comprehensive approach to engaging in special interventions for students in need.  

Principal B involved support personnel, such as counselors, as well as focused 

instructional interventions that included tutoring and opportunities to recover credit. 

Principal B discussed the approach in detail: 

If they have not passed a test we’re constantly my counselors are expected to talk 

to these kids, make sure to remind them that they’ve got to go to the test blitzes 

that we have.  They got to go to the courses that we have put them in for support; 

we have those courses for them.  And so make sure that you're going.  We have 

credit retrieval available for them too, as well as credit acceleration, credit 

retrieval.  If they fail the course, they can go to credit retrieval make it up.  And 

they go, they can [because] we offer it before school, after school, and on 
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Saturdays from 8 to 12, and that’s extra funding. That’s paid out of state Comp 

Ed that we support our kids that way.   

 

Assistant Principal B also identified that a collaborative approach for special 

interventions for students in need was used at BHS:  

It’s called RTI: Response to Intervention, and that is a screening process for just 

what has been, I guess, applied to the student to make sure the student is capable 

of doing the work.  What has the teacher done?  What did teacher modify?  Who 

has the teacher talked to?  How often are they checking on the grades?  And then, 

were they involving the parents?  Were they requesting the conferences with 

certain people that screen for things like Special Ed or dyslexia or things like 

that?  So, as a student continues to not do well, if that were the case, you 

continue to move up this ladder of prescribed criteria of intervention, and at some 

point, as you reach a certain point of the ladder, then certain things must be true 

at this point.  So, you get more and more people involved as part of this response 

team, and hopefully, at some point, the issue is addressed.  The student is more 

successful, and there is some alleviation of students who aren’t doing well.   

 

At BHS, one organizational process that supported students in need included involving 

counselors in meeting with students individually as well as ensuring that teachers 

followed the RTI process as part of a tailored approach in meeting students in need.  

Similar to BHS, MHS Principal M described curriculum offerings that went 

beyond the general education program in addressing interventions as follows:  

We have tiers of advance interventions based on RTI.  We had free summer 

school for all kids.  We let kids catch up as well as explore or have enrichment 

programs.  We have an accelerated, online curriculum that helps kids catch up if 

they are behind or don’t pass.  

 

Additionally, Principal M identified a program unique to her district that was 

used to support students in need.  

We have that Bridge program.  It’s a Bridge program, but we’re calling it Ready 

for Success at our school.  And so that is actually going to be funded through 

Title I.  We get additional resources as we’re a Title I school, and so we will, you 

know, help those students that are not taking AP classes, but they’re students that 

are not either passing the test or they just passed it, and so we want to make sure 
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that we’re building upon what they have and we’re trying to, you know, close 

that gap. 

 

To further illustrate MHS’s organizational processes, Assistant Principal M provided a 

description of various strategies used for intervening with MHS students:  

We have a variety of interventions.  Well, with the STAAR test, obviously, we 

look at the groups of students that were deficient in whatever core [course], and 

we provide EOC classes for them.  And a good example of that is in Algebra I.  

Students are double blocked for Algebra I, so those that we know coming in are 

already a little deficient in Algebra I what will happen is they’ll be blocked.  

They’ll have two classes of Algebra I, not concurrent, like back to back, but the 

same teacher another 45 minutes in a day. 

 

MHS’s administrative leaders used RTI at the individual level, but they appeared 

to have a unique approach to their intervention processes by accessing support programs 

via Title I funds.  They also demonstrated some creativity in generating a master 

schedule enabling students to have a second instructional opportunity via double blocked 

schedules.  

 The CHS organizational approach to addressing students’ needs was unique as an 

approach designed to support all students.  In response to the question of what district 

wide supports are present for struggling students, Principal C responded, “We provide 

staff development.”  The instructional facilitator at CHS also described intervention 

classes that were designed to support students in need.  Like his counterpart at BHS, his 

campus also utilized tutoring as a means to provide additional support.  

The intervention classes and of course the additional tutoring that we have that 

we offer to all students that are currently in need of.  We do have again after-

school tutoring.  We also offer as our budget lets us, we do offer Saturday school. 

 

The administrative team’s perspective at CHS included an all-encompassing approach 

when it came to providing staff development with prioritized instructional foci at the 
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teacher level, while also establishing additional intervention classes at the student level. 

To further ensure that their campus was responsive to students in need, CHS also 

adapted a comprehensive approach to tutoring that provided students with multiple 

opportunities to address deficient academic needs.  

 As all three campuses focused on meeting college readiness standards for all 

students, all campuses acknowledged a need to provide special interventions for students 

in need.  For all campuses’ leaders, RTI was the universal approach embraced by each 

campus in providing special interventions for students in need.  The RTI approach, as 

described by the administrative teams, was a valid approach that included professional 

collaboration between school counselors and teachers.  Similar organizational processes 

for special interventions was found among all three high schools in the form of 

additional tutoring and credit recovery or credit retrieval classes.  One unique approach 

was articulated by CHS, whereby the principal identified staff development as means of 

addressing special interventions for students in need.  

Research Question 3 Findings 

This research question addressed how central office and campus instructional 

leaders respond to high school Latino students who fail to meet college readiness 

standards.  For this question, the four overarching themes emerged. For example, with 

regards to access, Principal B of BHS indicated summer school was a current RTI effort 

for Latino students:  

We have summer school for a couple of weeks.  Not only is it for the kids who or 

might be seniors that are going to be lacking credit to next year, but it’s also for 

EOC purposes or purposes so that if there’s any deficiencies there, they can pull 

that up.  And we offer a wider ray of classes for that. 
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BHS Assistant Principal B indicated that RTI was the standard bearer within the 

classroom setting for supporting all students struggling to meet college readiness 

standards.  With regards to both expectations for students and accountability to a 

standards-based curriculum, Assistant Principal B elaborated:  

It applies to all students.  It applies to Latinos as well, and every campus has 

requirements to put into play, and the counseling staff and the academic dean 

monitor the applications of those standards and restrictions as a student gets 

further into the system. 

 

From a central office perspective, BISD’s EDSE revealed the following:  

On the high school level, we have a very strong program at each of the high 

schools to support students during the year that are struggling and need an extra 

tutorial support, what we call credit recovery.  And then we also have credit 

retrieval, which means the student was unsuccessful but needs a full work, has 

earned at least 60, and can go after school, during lunches for credit retrieval 

advantage or setup.  We have an additional high school program that once those 

credits are retrieved, the students can take advantage of credit acceleration to get 

back on track ready to be a 4-year graduate. 

 

The leaders of MHS had similar responses as Principal M stated the following: 

 

We have tiers of advanced interventions, you know, based on RTI, but I also 

think that because we have always had free summer school when the state didn’t 

have free summer school for all kids, you know, we let kids catch up as well as 

explore or have enrichment programs. 

 

Yet, for academic programming, within MISD, Associate Superintendent M 

revealed a unique, district-wide strategy incorporated within all of its high schools. 

Associate Superintendent M described this program as focusing on seniors to support 

them in overcoming barriers which might impede their academic progress:  

If they can’t get out of 9th grade with their grades, they’re never going to make it 

to college, and so we have programs, we have one district-wide initiative called 

no senior left behind, and it’s basically a heavy monitoring looking at attendance, 

grades, credits, family issues, and trying to find solutions to help that student 



 

121 

And maybe there are teen parents, and they don’t have options for childcare so 

every time child is sick [the are absent].  So we have communities in schools and 

in every high school that can help find resources.  

 

Principal C revealed that access was pivotal to CHS and fulfilling the role of 

supporting struggling high school students.  CIF C further stipulated that tutoring was an 

essential component to helping students.  SSD C provided a unique strategy, as 

embraced by CISD, to address the drop out issue among students within this district a 

follows:  

I think there is a lot of work that needs to be done, and as far as our drop out 

population, I work as the drop out recovery person for the district, and it’s 

difficult for us to bring them back into our programs when the primary need for 

these children is to provide for their families and work full time jobs.  So, we’ve 

opened a program such as the optional flex schedule.  We’ve applied with the 

state.  This is our fourth, fifth year that we’re going to have that optional flex 

date program where we open school from like 6 to 8 [p.m.] in the evenings, so 

that kids can work full time during the day and then come to school in the 

evenings. So, we’ve had to think out of the box to be able to help these kids that 

are dropping out of school. 

  

 In addition to SSD C discussing the creation of a flexible high school schedule to 

reduce the number of high school dropouts, EDC C revealed that collaboration among 

district content area strategists, counselors, and teachers was utilized to for analyzing 

students’ academic data and creating action plans based on students’ deficiencies in 

learning.  EDC C elucidated as follows: 

We have our content area strategists, who review the reports, again the AEIS 

reports and individual students’ profiles.  And then, they call in the counseling 

department, and say, “Okay this is what I found; now, we want to look at your 

reports, individual reports and the students that are struggling with certain 

college readiness standards, you need to identify those.”  And then, they have to 

go back to their campuses and train their teachers, and say, “Look, these are the 

standards that most kids are having trouble with; okay so, look at your individual 

profiles, student profiles, and see, you know, what instructional strategies or 
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programs you would want to implement to make sure that you address those 

deficiencies.”   

 

For CHS and CISD leaders, responding to high school Latino students who fail to meet 

college readiness standards is a comprehensive approach centered on staff development, 

student data analysis, and the creation of additional school access opportunities via flex 

scheduling and tutoring.  

Among the commonalities of the three high school campuses were their 

approaches to supporting high school Latino students failing to meet college readiness 

standards.  One similar attribute found among all three campuses was the idea of 

providing an alternative high school schedule that accommodated a flexible schedule. 

The alternative high school scheduling provided students with additional opportunities to 

recover or retrieve credits that might have been lost due to absenteeism, failure to pass 

the credit course, or failure to pass state mandated exams.  

 Both BHS and MHS clearly articulated embracing RTI.  For these two schools, 

participants portrayed using an individualized concept for supporting students with 

specific classroom instructional interventions.  Additionally, both BHS and MHS leaders 

revealed that the RTI process by virtue of its design ensured a collaborative intervention 

approach involving counselors, teachers, and administrators.  For these two schools, the 

RTI methodology provided an accurate and timely process for implanting student 

interventions to support each students’ progression through the curriculum.  

 Although all three campuses shared some common strategies, the data revealed 

that in some cases, unique programs surfaced between campuses and districts.  For 

example, MHS initiated a program entitled No Senior Left Behind.  Of the three high 
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schools, only MHS leaders articulated the concept of a school within a school as an 

approach to providing interventions to students at an intimate or concentrated level. 

Another example of uniqueness surfaced at CHS which supported struggling students 

more holistically and used staff development to enable all teachers and administrators to 

reach out to all students, and especially struggling students.  

 What remained clear among the participants’ responses was that high 

expectations for students, accountability to a standards-based curriculum, academic 

programming and access were vital themes that resonated in supporting students who 

failed to meet college readiness standards.  

Discussion and Observations 

 The four themes that surfaced in this study resonated among all three research 

questions.  For the Research Question 1, the participants’ views on college readiness 

standards aligned succinctly.  In addressing the standards associated with college 

readiness, all participants believed expectations for students, accountability to a 

standards-based curriculum, academic programming, and access enabled students to 

master college readiness.  For all participants, each theme was viewed as an integral part 

of the college readiness equation.  No area was viewed in isolation.  On the contrary, for 

the participants in this study, each theme that surfaced served as an indicator for 

measuring college readiness.  

 For Research Question 2, the participants revealed that organizational structure 

and organizational process were utilized in unison.  For organizational structure, a high 

concentration of participant responses, both within campuses and between campuses, 
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was focused on academic programming, access, expectations for students, and 

accountability to a standards-based curriculum. The data suggest interconnectedness 

among these structures.  The participants did not express direct connections among these 

structures, and they did not articulate that any single structure carried more weight or 

importance than another structure.  For these schools’ instructional leaders, 

organizational structure played an important role in preparing students to be successful 

in meeting college readiness standards.   

The participants viewed organizational processes precisely and in terms of how 

districts and schools address teacher training, perform ongoing student monitoring of 

student performance, and provide special interventions for students in need.  These 

processes were viewed as ongoing.  According to participating district and campus 

leaders, these processes seemed to revolve within a longitudinal circular continuum.  

However, this long-term circulatory process was not clearly articulated by the 

participants.  For some participants, the cycle of monitoring students began in middle 

school, just before the students entered high school.  For other participants, the 

monitoring of students began as early as early childhood. Nonetheless, within the 

integrated calendar and academic year, the starting point of the cycle of monitoring 

appeared to occur either (a) at the end of the spring semester of the previous academic 

year when special intervention plans were being addressed in the form of summer school 

preparations or (b) during the summer months when school was out of session and staff 

development and teacher training were underway.  Regardless of monitoring  
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process’ starting point, all participants believed their organizational processes were 

continuous and never ending.  

 For Research Question 3, the data revealed central office and campus 

instructional leaders to be very adaptive and timely in responding to high school Latino 

students who fail to meet college readiness standards.  Adaptability and flexibility 

occurred in the form of extended learning opportunities for students that went beyond 

traditional high school schedule of classes.  Most participants responded that they 

addressed the need to provide alternative solutions, settings, and schedules for struggling 

students.  These school districts purposely planned for and executed strategies for 

interventions that occurred before and after school, such as tutoring.  Additionally, these 

three school districts provided Saturday school and summer school to help students 

recover lost credits.  Further, alternative schools were developed to support students who 

needed to attend school after traditional high school hours. 

 The most effective processes for these three high schools involved teacher 

training.  Each district embraced the PLC approach for teacher training and 

development.  For these three districts, an important element of the PLCs included 

opportunities for accessing and evaluating student data.  Student data included EOC 

coursework, Princeton Review data, and curriculum placement data.  All three districts 

appeared to monitor and reassess student academic achievement and advancement 

continuously.  The three districts used PLCs to empower teachers by concentrating on 

teacher training to support critical inquiry, curriculum and instructional alignment, and 

student engagement.  
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 The three districts’ and campuses’ leaders emphasized college readiness.  The 

participant expressed having a fundamental belief that all students can learn.  Equal to 

this belief, the participants shared a commitment to providing access and opportunity for 

all students to participate in advanced coursework and curriculum, such as AP courses or 

preparation courses for the SAT and ACT.  This commitment resonated from each 

district’s central office leaders into lower-level leaders who participated at each campus.  

Each person interviewed expressed determination and showed resolve to support and 

advance each student on the continuum toward college readiness.  The participants 

viewed every student as needing to be prepared for attending college at the very least.  

 Consequently, each district and campus showed evidence of engaging in great 

efforts to expose their students to opportunities for college preparation.  This evidence 

appeared in the attention paid to ensuring that every classroom had a well-trained teacher 

who exposed students to critical thinking and learning strategies.  All three high schools’ 

participants boasted about their open enrollment policies for allowing students to 

participate in AP coursework. Also, all three campuses benefited from the respective 

districts’ commitment and collaboration with institutions of higher learning.  The data 

revealed an intentional association and dialogue between the high schools and the 

College Board, for example.  

 The processes and structures used by the high schools allowed the educational 

leaders to ensure equity among Latinos and their preparation and advancement toward 

college readiness.  For the three high schools, Latino students comprised the majority-

minority status within the student populations.  Therefore, all processes and structures 
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related to advancing the college readiness narrative by design accounted for the Latino 

student population. In fact, several participants articulated that due to their high schools’ 

student demographics, their structures and processes inherently addressed the Latino 

student population and were not necessarily deemed to be specifically concocted for 

Latinos.  

  

Summary 

 Chapter Four offered the findings obtained through a qualitative research 

methodology.  The participants’ feedback was discussed within a variety of factors that 

influence leadership strategies when planning and implementing the organizational 

processes and structures used to support Latino high school students seeking to meet 

college readiness standards.  The study produced four commonalities of leadership 

strategies in preparing secondary Latino students for college readiness.  The 

commonalities included expectations for students, accountability to a standards-based 

curriculum, academic programming, and access. The findings suggest that although the 

three high schools offered commonalities, each campus operated with a unique approach 

to implementing the four themes.  Additionally, leadership vision and student 

engagement were consistently interwoven among the four themes. Chapter Five will 

include a discussion of these results, recommendations for future researchers, and 

implications for central office and campus instructional leaders seeking to employ best 

practices associated with advancing college readiness standards.  
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Chapter Five 

Findings, Implications, and Recommendations 

This chapter presents the findings of this qualitative study.  The purpose of this 

study was to discover how Texas urban, public high schools promote successful college 

readiness standards for Latino students.  First, a summary of the study is presented.  

Next, the limitations and significance of the study are described.  The summary of the 

findings is followed by the implications for practice. Finally, recommendations for 

further research and a summary of the study conclude the chapter.  

Summary of the Study 

 The evolving criteria used to measure college readiness has resulted in leading 

central office and campus instructional leaders to employ a variety of organizational 

strategies to support secondary students for college readiness standards. The research 

literature revealed that college readiness standards are represented by a variety of 

indicators such student capacity to perform within a college environment. While some 

stakeholders believe that obtaining a high school degree is a sufficient indicator for 

college readiness, others argue that young adults need more than simply graduating high 

school in order to be college ready (Somerville & Yi, 2002). Adelman (2006) argued 

that college entrance and admissions exams, such as the ACT or SAT, should be 

included to measure college readiness. Still, others argued adding high-stakes 

assessments to the testing repertoire might further strengthen the identification of student 

preparedness toward college readiness even though these tests might adversely impact 



 

129 

minority high school students’ academic achievement (Giambo, 2010; Holme et al., 

2010).  

The problem addressed by this study was related to concerns about availability of 

appropriate organizational strategies that better meet the needs of a diverse secondary 

student population, such as Latinos, needing to meet college readiness standards. 

Specifically, the study was used to investigate what common organizational strategies 

resonated among Texas public high schools successful in preparing Latino students for 

college readiness. Also, the study investigated what central office and campus 

instructional leaders do to strategize how to address college readiness standards? Finally, 

commonalities in participant responses about addressing college readiness standards 

with secondary Latino students were sought.  

Purpose of the Study 

 The purpose of this qualitative study was to examine how effective Texas public 

high schools foment college readiness success for secondary Latino students. The 

predominant goal of the study was to relate how central office and campus instructional 

leaders addressed and implemented organizational strategies that promoted college 

readiness standards for high school minority students. The research questions provided 

the context for framing the semi-structured interview protocol. A priori codes and 

emergent codes were produced during the data analysis.  

Methodology Overview  

 This qualitative study involved conducting a series of semi-structured interviews 

conducted with 15 participants who represented central office in three different Texas 
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public school districts as well as three high school instructional leaders in those 

respective public school districts. The semi-structured interview process allowed the 

participants to relate their lived experiences within a structured framework and 

supported the evolution of their responses. Although an interview protocol was 

employed, some questions were expounded upon based on participant responses as the 

need for additional clarity and understanding occurred.  

 The Texas public high schools in this study were chosen based on each school’s 

academic achievement and progress toward meeting college readiness standards with 

minority students, specifically with Latino students. The three high schools were located 

within the following types of independent school districts in Texas as follows: (a) a large 

urban district found within a larger metropolitan area, (b) one large urban district found 

within a smaller metropolitan area, and (c) one rural district.   

The comprehensive design of the study included collecting data from both high 

school and district level instructional leaders large urban and rural school districts. The 

interview process enabled obtaining multiple perspectives about leadership, instruction, 

and assessments and comprehensive findings.  The semi-structured interview process 

allowed the researcher to conduct each interview with a dynamic, individualized 

approach, enabled the identification of unobtrusive perceptions, and generated 

understanding of the lived experiences of each campus’ and central office’s instructional 

leader.   

Central office and campus instructional leaders were chosen for the interviews 

based on their respective roles within their respective high schools in supporting college 
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readiness among Latino students. The interview data were triangulated with archival 

documents, field notes, and reflective journaling. Studying schools from urban and rural 

districts provided a well-rounded representation. A requisite criterion for central office 

and campus instructional leaders to be included as participants required their roles to 

involve serving in some instructional or support capacity related to college readiness.  

Data Analysis 

 Data analysis for this study was an ongoing process that began with the initial 

data collection. Interview transcripts were coded with predetermined and emergent 

categories. Transcripts were coded and analyzed using the constant comparative method 

(Patton, 1990). Coding refined the data for sorting all information for comparative 

analysis with other related data (Charmaz, 2006).  The researcher coded participants’ 

phrases based on meanings that related to the main topics and purposes of this study. 

The researcher sought to define axial relationships and to identify the emerging themes 

within phrase coding (Borgatti, 2005). For synthesis, emerging themes were constructed 

by category to understand the dominant codes generated through the interviews. 

Triangulated data were comprised of interviews, field notes, direct observation, and 

analysis of documents, such as campus improvement plans, and provided strength to the 

study design (Patton, 1990).  

The coding techniques were employed collectively to refine the data analysis 

process. All participants’ identities were masked by a code to maintain their anonymity 

and confidentiality. Data and codebooks derived throughout the study were stored in a 

locked file cabinet.  
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Limitations 

A few limitations affected this qualitative research. First, researcher bias might 

have impacted analysis due to the researcher’s subjective viewpoint. Firestone and 

Dawson (1988) reported that one of the key advantages of qualitative research involved 

the researcher as an instrument possessing a subjective understanding of the related 

topics of study and being inclined to report biased and consequently invalid results. 

Nonetheless, qualitative research can provide depth and complexity of knowledge to a 

social phenomenon while accruing valid and reliable data if the researcher follows 

analytical techniques that support discipline without sacrificing subjective understanding 

(Firestone & Dawson, 1988). 

 Second, the semi-structured interview process might have led to another 

limitation. The researcher initiated the interviews using prescribed questions that 

evolved through follow up questions during each interview of the interview process. 

Each interviewee provided a unique perspective and represents a unique background and 

presented experiences enabling the researcher to ask clarifying questions. Therefore, the 

semi-structured interviews were not consistently implemented when the researcher 

questioned the participants. Nonetheless, the research method led to transcribing and 

coding the interview data for gaining an in-depth reflection of the participants’ lived 

experiences, thus painting a more succinct portrayal of the phenomenon being studied 

(Hays & Singh, 2012).  

 Finally, another limitation of this study was due to the small sample size. 

Because the participants of this small sample represented Texas public high schools and 
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districts with a high concentration of at-risk Latino student populations, their student 

compositions might differ from their counterpart public high schools in Texas.  Because, 

the small sample allowed for gaining a concentrated perspective about the three 

campuses and their respective district leaders the findings might not apply in distinctly 

different geographic regions’ school districts and high schools.  

Significance of the Study 

 This study documented district and campus instructional leaders’ perceptions 

about how Texas public high schools foment successful attainment of college readiness 

standards among Latino students. The definition of success for college readiness 

standards for the purpose of this study followed along three strands: (a) goals and 

expectations for college readiness, (b) pathways and supports for college and career 

preparation, and (c) outcomes and measures for college and career success (National 

High School Center, 2012). Because district and campus instructional leaders viewed 

college readiness standards through different lenses, examining the factors considered to 

be most prevalent in supporting Latino secondary students toward college readiness 

through their perspectives was needed.  

Several key findings described how Texas public high schools foment success 

toward college readiness among Latino students. The findings were based on the 

perceptions of districts’ central office and high schools’ instructional leaders whose 

primary roles were supporting student academic achievement while focusing on college 

readiness standards. The participants identified four key areas that were integral to 
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supporting minority secondary students’ capacities for meeting college readiness 

standards.  

First, central office and campus instructional leaders believed expectations for 

students played a major role in supporting Latino students’ abilities to attain college 

readiness. Second, accountability to a standards-based curriculum impacted how high 

schools responded to preparing their students for college readiness. Next, a high 

concentration in the participants’ responses alluded to a need to strategize their academic 

programming. Finally, the data displayed how access represented a major point of 

emphasis regarding college readiness development.  

Summary of Findings 

 This phenomenological study involved using an interpretivist paradigm to answer 

the following three research questions:  

1. How do central and campus instructional leaders describe college readiness 

standards? 

2. What organizational processes do central office and campus instructional 

leaders engage in as a means to ensure that high school Latino students 

successfully meet or exceed college readiness standards? 

3. How do central office and campus instructional leaders respond to high 

school Latino students who fail to meet college readiness standards?  

Four themes emerged to describe the priorities for instructional leadership 

strategies prevalent among the participating three school districts.  These themes 
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influenced how district and high school instructional leaders foment college readiness 

standards among their Latino students. These themes are presented next. 

College Readiness Description 

 The four themes resonated among the participants regarding college readiness 

standards. The participants’ responses led to four overarching themes that included 

expectations for students, accountability to a standards-based curriculum, academic 

programming, and access. Each district and campus instructional leader described 

college readiness standards as a culmination of these four combined indicators for 

students on a pathway toward gaining college readiness. For example, district and 

campus instructional leaders described college readiness criteria related to accountability 

to a standards-based curriculum that included attention to EOC exam preparation, 

academic programming that ensured opportunity and access to AP coursework, student 

expectations for participation in SAT/ACT exams, and access that extended beyond the 

traditional high school master schedule that include remediation, credit recovery or 

retrieval, and credit acceleration.  

 Further, the data revealed that most, if not all, of the central and campus 

instructional leaders did not view the act of simply graduating from high school as a true 

indicator for college readiness standards. On the contrary, the participants cited various 

processes within the four themes that revolved around preparing secondary Texas public 

high school students for college readiness. Measures associated with college readiness 

standards included access to a well-defined and college-aligned curriculum focused on 

critical inquiry and thinking. The participants also discussed ensuring student access to 
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college preparatory activities through graduation requirements for taking college 

entrance exams and providing access to dual credit coursework that allowed students to 

obtain both high school and college hour credits. Such access was necessary according 

to the participants because, as Somerville and Yi (2002) reported, simply graduating 

from high school does not equate to meeting college readiness standards.  

Organizational Processes 

 The study provided clarity and insight about not only how central office and 

campus instructional leaders perceive college readiness standards but also how public 

school districts ensure all high school students are college ready. Each central office and 

campus instructional leaders described organizational processes that were necessary 

components to fomenting success for high school students seeking to attain college 

readiness standards. Specifically, the participants revealed that the organizational 

structures centered on curriculum offerings, schedules, interventions, connections to 

higher education institutions, and teacher training were viewed as essential components. 

Within this subdomain, the data revealed that curriculum and instruction alignment is a 

key component to fomenting success for college readiness standards among Latino high 

school students.  

High-performing high schools embrace processes that infuse rigor in the 

curriculum (Wilcox & Angelis, 2011). Texas public high schools that concentrate on 

providing quality instructional programs more effectively respond to the challenges of 

preparing all students to attain college readiness standards. Curricular and instructional 

alignment is a vital attribute in determining what is taught in Texas public high schools.  
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The findings reinforced another important criterion of an effective instructional 

program, developing critical inquiry and thinking among high school students. 

According to the participants, critical inquiry was an important component for preparing 

students for EOC exams, AP coursework, and college entrance exams. Further, the data 

pointing to the high schools’ connections with institutions of higher education revealed 

the academic rigor found within the high schools’ and districts’ curricular structures. 

Finally, both within schools and between schools, rigor was also a key word associated 

with teacher training or professional development.  

 Central office and high school instructional leaders cited the importance of 

developing processes for encouraging teacher collaboration, ongoing student  

monitoring of student performance, and special interventions being provided to students 

in need.  For the participants, ensuring rigor through teacher training was identified as an 

organizational process necessary for ensuring college readiness. The data revealed that 

districts and campuses benefited from establishing staff development processes that 

embraced a collaborative approach such as through professional learning communities 

(PLC). The implementation of internal collaboration overshadowed the importance of 

teacher-student and student-student collaboration and supports findings reported in 

several research studies.  

Gasser (2011) stipulated that collaborative time for students is a vital attribute to 

supporting critical thinking among students. However, the current findings revealed that 

the emphasis on teacher development via PLCs was an important process for promoting 

college readiness among Latino students within public high schools and public school 
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districts. Teachers who knowingly and purposely promote higher order thinking skills 

can increase critical thinking skills among their students (Miri et al., 2007). This study’s 

findings affirm the idea that focusing on critical inquiry as part of high school student 

learning can only be achieved if teachers have gained a collective understanding about 

promoting critical thinking in their instructional practices.  

 The study’s findings revealed the important of the organizational process of 

ongoing student monitoring of student performance. The participants believed students’ 

expectations for advancement were critical to influencing organizations to promote 

college readiness among all students. Participants revealed that the organizational 

process that facilitates student monitoring supports student participation in a curriculum 

designed to support students seeking a college readiness pathway. Bouhnik and Giat 

(2009) argued that not only should curriculum include critical thinking but also learning 

organizations should create and implement coursework for enabling high school students 

to adapt to university or college course expectations. This study’s findings corroborate 

the importance of establishing and developing organizational processes that embrace a 

rigorous and challenging learning curriculum with high students’ preparation for college 

readiness standards.  

 The study’s findings showed that the value of organizational processes including 

special interventions to meet the needs of high school students who lack skills or credits. 

For the participants, Response to Intervention (RTI) was considered a necessary 

intervention for addressing the unique needs of students who fail to achieve 

academically. However, the study’s findings indicated that special interventions for 
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students in need included ensuring that teachers were trained to promote critical thinking 

within all classes.  

The participants revealed a common belief and commitment to ensuring that all 

students were engaged in a rigorous and critical thinking learning environment that 

meets the needs of students who also need special interventions for attaining college 

readiness. The study affirms the critical attributes of providing skilled and 

knowledgeable teachers to high school students because teachers who knowingly and 

purposely promote higher order thinking skills can increase critical thinking skills 

among their students (Miri et al., 2007).  

Responding to Students Failing to Meet College Readiness Standards 

Among the findings, central and campus instructional leaders demonstrated the 

ability to adapt in a timely manner with Latino high school students who fail to meet 

college readiness standards. Access occurred in the form of extended learning 

opportunities for Latino students who had deficient in credits and skills.  An example of 

such extended opportunities included offering opportunities before or after the 

traditional high school schedule. The participating school districts purposely planned for 

and executed strategies associated with before and after school tutoring. Additionally, 

the three school districts provided Saturday school and summer school to support 

students’ ability to recover lost credits. Also, the districts operated alternative schools to 

support high school students needing to attend school during hours that did not occur 

during the traditional high school master schedule.  
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The central office and campus instructional leaders supporting each respective 

high school developed and sustained cultures of academic advancement for all of their 

students, especially for struggling and Latino students.  In this study, the three effective 

public school districts’ high schools inherently understood the need to provide multiple 

opportunities to students in promoting their progress toward meeting college readiness 

standards. Struggling students benefit from additional time and opportunity of extended 

learning opportunities. The high school students also benefited from the social aspects of 

their access to teachers and exposure to their peers. Lee (2012) argued that high school 

social organization and the nature of the school culture can be defined by the 

relationships between teachers and students and might influence whether or not high 

school students drop out of or graduate from high school. According to participants, a 

high concentration in responses promoted developing both organizational processes and 

structures for developing a college readiness culture in successful high school. The 

college readiness culture was highlighted by the three district and three high school 

campus instructional leaders’ shared perspectives about the important of teacher training 

and rigor within high school classrooms. Additionally, the college readiness culture was 

perceived as fostering positive learning relationships between teachers and students and 

promoting academic achievement and advancement to support college readiness.  

Academic Programming 

 Leader vision and student engagement with the academic programming resonated 

within the themes. The assistant principal at Mockingbird High School (MHS) 

encapsulated the general findings for all participants by saying: “I think as a whole, as a 



 

141 

campus, as far as district vision is for the students to be college ready to be included in 

the mission of the school.”  Every participant supported the unifying ideal that all 

students, regardless of socioeconomic status or ethnicity, can attain college readiness 

standards. For the districts’ and high schools’ instructional leaders, leader vision 

motivated decision-making regarding the organizational structures and processes, such 

as curriculum offerings, that promote college readiness standards among all high 

students, Latino students in particular.  

 All of the participants referred to student engagement as being at the center of 

teacher training. The high schools’ teachers were continuously challenged by the 

participants to examine how they engaged in critical inquiry with the students in their 

classrooms. Also, a high concentration of data indicated that ensuring students’ active 

engagement in coursework related to EOC exams and SAT/ACT success was critical to 

promoting college readiness. Further, student engagement was a critical attribute in 

promoting success in AP coursework. Participants consistently reported that students 

should be engaged in college preparatory coursework, if not in dual credit courses. 

Finally, district and high school instructional leaders believed their curricular offerings 

caused student engagement. Overall, the participants implied that student engagement 

led to students’ successful trajectories along the college readiness pathway.  

 To a lesser degree, parental involvement was perceived to be important by the 

participants but did not represent a strong indicator of college readiness. Few 

participants spoke specifically about parents’ roles in the college readiness equation. The 

study data did not suggest that parents were less important, but the participants revealed 
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the need for both district leaders and high school teachers to understand their roles in 

preparing students successfully meet college readiness standards. More conclusively, the 

data revealed that the participants believed it was the responsibility of the high school 

educators to enable their students to meet college readiness standards.  

 Also, the participants did not consistently refer to “soft skills,” or having an 

informal understanding about college preparation and college applications. The 

participants focused on ensuring that their high school students obtained “hard skills” 

through curriculum exposure enabling critical thinking skills. Once again, the data 

seemed to reveal that the participants were focused on high school students developing 

the college readiness skills as they are charged to do as educators.  

Implications for Practice 

 At a time when Latino high school students continue to lag behind their White 

peers in meeting college readiness standards, this study provided current and future 

central office and campus instructional leaders with actionable strategies that can be 

implemented during summertime and within the academic school calendar. If 

implemented effectively, central office and campus instructional leaders can play a 

pivotal role in establishing and sustaining an organizational culture dedicated to serving 

all high students’ abilities to meet college readiness standards. Preparing Latino high 

school students for college readiness standards is an ongoing process that needs to be 

embraced by central and campus instructional leaders. This study’s findings suggest that 

strategic planning related to high expectations for students, accountability to a standards-
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based curriculum, academic programming, and access are influential to fomenting 

successful college readiness preparation among Latino high school students. 

 Central office and campus instructional leaders need to develop organizational 

processes and structures to foment high expectations for student achievement, remain 

accountable to a standards-based curriculum, ensure a quality academic program, and 

provide access to all students. EOC exams remain a mainstay in Texas, and students 

must pass them to earn a high school diploma and graduate from high school. High 

stakes exams, such as EOC exams, remain a part of the college readiness fabric. Yet, for 

the three participating high schools, “teaching to the test” was never a philosophy the 

participants embraced. Instead, the participants concentrated on providing students with 

rigor such as critical thinking, promoting student engagement using a dynamic 

curriculum, and offering access to individualized learning schedules. Participants 

focused on increasing instructional time and creating additional opportunities for access 

to curriculum before and after the traditional master schedule as strategies to embrace in 

promoting college readiness among Latino students.  

 Further, the participants favored increasing access and opportunities for all 

students by promoting expectations for doing well in AP coursework and on college 

entrance exams, such as the SAT and ACT.  As college readiness standards include 

addressing the need to enter a college or university, the SAT and ACT assessments will 

continue to be part of the college readiness equation. Federal funding such as Title I 

provide schools with additional resources to support minority students who might have 

financial limitations in accessing preparatory coursework.  Such Title I funding can be 
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used to enable students to both access and do well on EOC and college entrance exams. 

Districts and schools need to continue to navigate the financial hurdles that low-income 

and minority students, in particular, must overcome in a manner that increases their 

access and opportunity for successfully attaining college readiness.  

 Finally, curriculum offerings represent one component of the college readiness 

formula that benefits from local control. Although the Texas Essential Knowledge and 

Skills (TEKS) is the mainstay curriculum, Texas school districts have significant latitude 

in developing the scope and sequence of meeting the TEKS. A critical attribute for 

supporting all students in attaining college readiness standards is ensuring all curricula 

offer opportunities for students to be engaged and develop critical thinking. As high 

school students are challenged by their high schools’ curriculum offerings, such as AP 

courses, their consistent exposure to opportunities for developing critical thinking skills 

across all content areas and courses becomes more important. Districts and high school 

campuses that offer added focus on increasing students’ critical thinking abilities 

throughout the curriculum will provide students with skill sets that not only allow them 

to do well on EOC exams but also provide them with access and opportunities to engage 

in college level work. Additionally, high school students who are exposed to critical 

thinking will be enabled for achieving high scores on the college entrance exams often 

linked to the ability to do well at the college level, or rather, linked to college readiness.  

Recommendations for Further Research 

 Few studies have been conducted on how public high schools foment college 

readiness standards for Latino students. However, the literature is replete with examples 
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of effective strategies for school reform. The three high schools involved in this study 

were purposefully selected for gaining in-depth knowledge and understanding about how 

effective Texas public high school leaders foment successful college readiness 

attainment among Latino students. Because all of the schools resided in Texas, this study 

could be replicated among high schools of other states to determine if transferability is 

possible.  

 As more educational leaders move their attention toward preparing a college 

ready workforce, opportunities to continue research in this area abound. Future study 

recommendations also include the following: 

1. Examining students’ perceptions about their circumstances and challenges in 

meeting college readiness standards, 

2. Teachers’ perceptions about their role in staff development and training 

associated with enabling students to attain college readiness standards 

3. College personnel’s perceptions about supporting secondary-level students who 

are transitioning to college in order to ensure their successful matriculation in 

college 

4. Exploring how second language acquisition for Latino students influences their 

capacity for attaining college readiness. 

Conclusions 

 This study was conducted to determine how effective Texas public high schools 

foment successful college readiness among Latino students. Three state public high 

schools were purposefully selected for exploring their approaches to fomenting their 
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high school students’ college readiness. Central office and high school campus 

instructional leaders provided information about the common attributes among Texas 

public high schools that enabled Latino students to successful achieve college readiness. 

Central office and campus instructional leaders shared their perceptions and lived 

experiences with promoting college readiness standards among Latino high school 

students.  

 The study’s participants relied on having accountability to a standards-based 

curriculum as a key component to ensuring all of their students stayed on a pathway 

toward meeting college readiness standards. The accountability to an aligned 

instructional program was observable in the preponderance of evidence showing these 

districts’ and high schools’ leaders engaged in multiple opportunities for internal 

collaboration. The internal collaboration extended within campuses, among campuses, 

and between campuses and central office leaders. Their internal collaborations allowed 

for establishing and maintaining academic advancement among not only Latino high 

school students but also all students. The development of an operational system within 

each learning organization ensured Latino high school students received dynamic and 

relevant support for meeting college readiness standards with consideration for the real 

world challenges they face.  

 The four dominant themes found in the data were not inclusive and all-

encompassing in fomenting college readiness success among Latino high school 

students.  The study participants revealed that a sublayer of strategic approaches 

included among all of the participants’ approaches were the following: (a) access to 
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college preparatory activities, (b) curricular and instructional alignment, (c) student data 

analysis, (d) external collaboration, (e) critical thinking focus, (f) leadership vision, (g) 

multiple support systems for students, and (h) intentional planning.  

 A third layer of commonalities influenced how central office and campus 

instructional leaders conceptualized strategies they perceived to be relevant to 

supporting Latino high school students’ efforts to meet college readiness standards. The 

following approaches appeared in the data: (a) ensuring student access to information, 

(b) promoting organizational adaptability, (c) offering extended learning opportunities, 

(d) supporting processes for failing students, and (e) generating teacher support for 

critical thinking. 

 Additional findings suggested that Texas public high schools effective in serving 

majority minority students, such as Latinos, must account for multiple organizational 

structures and processes when enabling all of their students to succeed in meeting 

college readiness standards. The participants explained that no one single approach or 

can be used for successfully preparing students for college readiness. The participants 

acknowledged establishing a need on their high school campuses to prepare students for 

college readiness and acknowledged the unique challenges associated with their student 

populations. Although all of the high school campuses shared similar student 

demographics, each district’s high school campus leaders demonstrated their 

commitment to enabling each and every student to attain college readiness. In other 

words, each participant conveyed a belief in the importance of meeting the needs of 

every student regardless of the student’s present circumstances.  
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 The central office and high school campus instructional leaders showed four 

themes that resonated most consistently in highly influencing their decision-making 

processes about preparing all students for college readiness standards. Furthermore, they 

perceived that the processes associated with preparing Latino high school students 

should be collaborative by nature. Through collaboration in PLCs, the participants 

believed that any high school could organize and adapt for meeting the academic needs 

of every high school students, regardless of race.  

 Central office and campus instructional leaders can use the themes from this 

study to address the organizational structures and processes that foment college 

readiness standards among Latino high school students and establish cultures involving 

high expectations for students’ academic achievement and advancement toward college 

readiness. EOC exams, AP coursework, college entrance exams, and curriculum 

offerings represent a framework for ensuring that all high school students are prepared to 

advance in a college readiness environment, and enabling all students to master these 

four themes will assuredly benefit Latino high school students. Finally, not all students 

will successfully navigate the college readiness pathway. However, high school leaders 

must provide special attention to each and every high school student’s unique and 

individualized needs in order to maximize the number of students who do attain college 

readiness.  
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Appendix A: Teacher Consent Form 

IRB APPROVED ON:     STUDY NUMBER:  

 

DO NOT USE AFTER:  

 

Consent Form 

 

A Study of Latino Students and College Readiness Standards in Acceptable and High 

Performing High Schools in Texas. 

  

Dear Participant, 

 

I invite you to participate in a study that examines Latino students and college readiness 

standards. College readiness standards are affecting how high schools prepare a growing 

diverse student population for postsecondary education. College readiness standards 

were embraced with the goal of improving student achievement for all students as well 

as postsecondary outcomes. However, increasing the focus on college readiness 

standards may have unintended consequences especially for minority students. Although 

the Latino population is becoming the majority-minority in student population, not all 

high schools are effectively supporting Latinos in meeting college readiness standards. 

This study will look at four high schools in Texas that support Latino students in 

meeting college readiness standards. If you agree to participate in this study, you will be 

asked to do the following:  

 

 You will be asked to finish a survey and be in an interview that asks for 

information about the school. 

 The school will be asked to give data on Latino students in the past 5 years. 

 

Your participation will be audio recorded. 

 

The information that you give to the study is confidential. You may choose to not be in 

the study at any time. If a question is uncomfortable to answer, please skip it when you 

need to do so. You will not be paid to be in this study or ask to pay anything to be in the 

study. 

 

There are also no problems that we can see with this study due to the subject matter. If 

there is a problem, the part will be changed. 

 

Contact Information. Researcher Name- Rudy Mendoza, Email Address- 

rudmendoza@sbcglobal.net, Phone Number- 817-915-6992. Institutional Review Board 

by phone at 512- 471-8871 or email at orsc@uts.cc.utexas.edu.  
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Consent Agreement. If you agree to be in the study it will be voluntary. Money will not 

be given to be in the study and there are no risks that are connected to this study. 

 

Signature. You have been given the information about this study. All policies have been 

provided to give an overview of this study. Please feel free to ask any questions that you 

feel are needed before signing the consent form. By signing this information, you agree 

to be in this study. 

 

 

Printed Name _______________________Signature ___________________________ 

 

 

Date_________________________________ 
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Appendix B: Interview Questions 

Participant Interview Questions 

Leadership 

1. How many years of experience do you have in education and in your current 

position?  

2. What certifications do you currently possess? 

3. How do you perceive your role in regards to college readiness standards and in 

supporting diverse student populations such as Latino students?  

4. How has the current changes related to college readiness standards influenced 

your leadership practices?  

5. What professional development experiences have influenced how you prepare 

students for college readiness standards? 

6. What district wide structures are available to monitor college readiness standards 

for all students, for minority students, and for Latinos?  

7. What district wide structures are present to support students who are struggling 

to meet college readiness standards?  

8. What qualities and instructional skill sets must leaders possess to ensure that 

Latino students are successful in meeting college readiness standards?  

9. What makes your district unique in supporting Latino students in meeting college 

readiness standards compared to districts with similar diverse student 

populations? 

Assessment and Accountability 

1. What are your general impressions about the current Texas and AYP policy on 

Latino student achievement (college readiness standards) and progress (dropout, 

retention, and graduation)?  

2. What positive or negative effects are associated with Latino students and college 

readiness standards in the current accountability system?   

3. Do college readiness standards provide an accurate evaluation of Latino students’ 

academic level? Are the expectations of college readiness standards realistic for 

Latino students?  

4. If you had your choice, what kind of test or alternative assessment tools would 

you utilize for your students? What combination would be most effective for 

measuring learning outcomes?  

5. What kind of support does your school receive in order to meet the demands of 

college readiness standards? How are these supports paid for? Are the funds 
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distributed equally across all campuses or is the distribution based on need? 

What kind of support do you need?  

6. How will the current accountability system impact your school and Latino 

students?  

7. What initiatives support Latino students in AP courses or SAT/ACT completion? 

What other indicators are used to ensure Latino students are on a pathway to 

college readiness?  

8. What structures are in place to promote college readiness standards for Latino 

students?  

Curriculum and Instruction 

1. What structures are in place for selecting the curriculum that you use for Latino 

students? Does the district make recommendations? Do you offer 

recommendations? Do principals make recommendations? Do teachers offer 

recommendations?  

2. Is the current curriculum tailored to meet current college readiness standards, and 

if so, to what extent?  

3. Do the high-stakes exams and Texas accountability system inspire teachers to 

improve teaching and learning? There have been some reports in some large 

urban districts of classroom teachers teaching to the test. Do you think this 

occurs in this area?  

4. What strategies exist that provide students opportunities to engage in 21
st
 century 

learning? To what degree is time dedicated toward focusing on rigorous 

instruction? 
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