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The purpose of this study was to examine curricular programs in private, public 

choice, and public attendance-zone schools to determine whether differences exist among 

curricular programs in the three types of schools. 

This study was guided by four research questions: 

1. Do instructional programs of private, public choice, and public attendance-

zone schools in the San Antonio area differ significantly in certain indicators of a 

challenging curriculum? 

2. Do teachers at private, public choice, and public attendance-zone schools in 

the San Antonio area differ significantly in certain characteristics and behaviors? 

3. Do private, public choice, and public attendance-zone schools in the San 

Antonio area differ significantly in instructional climates? 

4. Do private, public choice, and public attendance-zone schools in the San 

Antonio area differ significantly in support they receive from external forces? 

Data for this study were gathered from a student survey, a teacher survey, 

structured group interviews with teachers, followup interviews with administrators, and 

document analysis. 



The findings from the student survey data indicated that private school students 

reported their curriculum to be more challenging than public school students, but no 

other significant differences were noted. Findings from the teacher survey showed more 

positive results for private schools in indicators of a challenging curriculum, 

expectations of students, school climate, and external support than public schools. 

Structured group interviews revealed that multilingual teachers expressed more positive 

views of their curriculum and school climate than did attendance-zone teachers. 

Findings from the document analysis indicated that the curriculum documents in the 

Catholic schools were the most complete and consistent. All of the public schools 

reported having no curriculum documents at all. 

This study showed that of the types of schools examined, Catholic schools 

exhibited the most consistent and well written curriculum that reflected the four 

research questions. Future research needs to be done to establish whether these 

indicators of a challenging curriculum result in higher student achievement. 
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CHAPTER I 

INTRODUCTION 

Background 

In recent years the alarm has been sounded that American public schools are 

failing and that students are falling behind the rest of the world in general knowledge. 

It has been alleged that many public school students are behind in math, science, and 

geography and that graduation requirements lack the rigor of our foreign counterparts. 

Businesses complain that beginning employees can barely manage basic computation 

skills and lack problem-solving abilities. The public school curriculum is criticized for 

its low expectations and watering down of requirements so that knowledge is made 

simple enough for the average student to comprehend. 

Recent books such as Allan Bloom's The Closing of the American Mind. John 

Gatto's Dumbing Us Down and reports such as A Nation at Risk sounded the alarm for 

the need for change. This alarm prompted reforms aimed at improving the curriculum 

and raising expectations for high school graduates. Movements such as Accelerated 

Schools, Total Quality Management, Outcome-Based Education, Site-Based Decision 

Making, and Privatization have each been hailed as ways to enhance the curriculum and 

improve student learning. Efforts have been made to improve public schools and the 



curriculum, yet parents continue to enroll their children in private schools because of a 

perception that private schools do a better job of teaching. 

A recent Gallup poll examined issues related to public and private schools and 

the reasons why parents choose private schools. 

In the past, this poll has never shown a majority of any demographic group to 

be in favor of private school choice at public expense. This year's poll shows a 

sizable majority (60%) of parents of children in nonpublic schools favoring the 

idea. For the first time, Catholics are evenly divided in (heir views—49% in 

favor and 50% opposed (Elam, et al., 1996, p.43 ). 

Even 39% of public school parents responded favorably to this question, which 

indicates that opposition to this idea among public school parents has eroded over the 

past few years. 

When the question is framed somewhat differently, i.e., to test attitudes toward 

allowing parents to send their school-age children to any public, private, or 

church-related school they choose, with the government paying all or part of the 

tuition, the opposition falls to 54%, and the support climbs to 43%. (Elam, et 

al., 1996, p.43). 

Public school parents are evenly divided on this question, with 49% favoring 

and opposing. 

Proponents of choice have argued that the freedom of the marketplace will 

allow parents and students to be customers of educational systems, choosing schools 



that best meet their needs. Schools that offer the best educational programs will 

succeed, and the others will go out of business. Many states have enacted legislation to 

provide choice options in the form of thematic schools and charter schools in an effort 

to create a competitive marketplace and "supply-side" educational options. Supply-side 

options mean that these schools would be supplying a variety of curricular and 

instructional options from which parents could make choices based on "program 

characteristics that hold direct benefits for their children" (Elmore & Fuller, 1996, 

p. 197 ). But Elmore and Fuller argued that these programs are actually "option 

demand" programs that cater to parents who are already choosers and leave behind 

those who do not take an active role in their child's education. Young and Clinchy 

(1992) noted that "parents who cannot afford private options are increasingly asking 

[public] schools to provide the missing social capital in their children's lives. Choice 

allows the development of such schools and programs" (p. 14). Social capital refers to 

the investment that schools can make in the lives of students by providing the values 

and standards that equip a child with a sense of self ("How Worksite Schools", 

American Educator, 1990). Many parents are looking to schools to provide these values 

due to the erosion of the American family and the absence of parental support at home. 

Research done by Bryk, Lee, and Smith (1990) indicated that the main variable 

that is responsible for differences in student achievement is a quality curriculum content 

delivered to students. Studies also have shown that parents do consider the curricular 

program as a reason for selecting a particular school (Edwards, 1981). But choice does 



not exist unless schools truly differ and offer a variety of curricular program options 

from which parents can choose (Esposito, 1995). Elmore and Fuller (1996) pose a 

similar question and call for more research on the "crucial supply-side details, such as 

how schools and classrooms actually differ" (p. 197). Hence, the purpose of this study 

is to examine the curricular programs of private, public choice, and public attendance-

zone schools to see whether the marketplace has indeed allowed for the creation of a 

variety of educational programs. 

If a high-quality curriculum is a variable that has great impact on student 

achievement, then schools should focus attention on the characteristics of a challenging 

curriculum. If this should be the focus of schools, the question remains, "What 

comprises a challenging curriculum?" English (1992) defined curriculum as "any 

document or plan that exists in a school or school system that defines the work of 

teachers, at least to the extent of identifying the content to be taught. . . and the 

methods to be used in the process" (p. 2 ). English (1984) viewed curriculum in three 

parts: the written curriculum (mandated by policy or found in textbooks); the taught 

curriculum (what teachers actually teach in their classrooms); and the tested curriculum 

(what students actually learn). This view of curriculum values the teacher as an integral 

part of the delivery of instruction. A challenging curriculum can be only as effective as 

the teacher who delivers it in such a way that students learn it. Therefore, teacher 

behaviors are factors to examine since they are variables in curricular effectiveness. 



Clune (1990) also viewed the curricular experience as more than just content. 

He outlined several factors that he believes comprise a quality curriculum: well-

prepared teachers, positive school culture, high academic standards, and coherent and 

quality content. These ideas blend well with Edmonds's (1982) correlates of effective 

schools. Several correlates from effective schools research, such as leadership, climate, 

high expectations, and focus on instruction, provide a context within which a 

challenging curriculum is supported. 

Cohen (1990) argued that, in order for reform efforts such as choice or 

decentralization to help improve instruction, a more consistent and simple instructional 

guidance system should be in place. Such a system would have texts and curriculum 

guides that were aligned, specifically prescribed content to be taught and assessed, 

support of the system from the persons or agencies that have decision-making authority, 

and power to ensure compliance with the system. 

Challenging curricular content alone does not make up the total program for 

students. Other factors should be considered when describing what comprises the total 

curricular program. What effect do teachers have on the delivery of the curriculum? 

(Brophy & Good, 1986). How does the instructional climate of a school support 

curriculum and instruction? (Edmonds, 1979, 1981, 1982). How do external forces, 

such as parents or outside agencies, support or restrict the curriculum? (Newmann & 

Wehlage, 1995). 



In Successful School Restructuring. Newmann and Wehlage (1995) discussed 

school choice as one tool for restructuring schools. They suggested that the farther 

schools depart from conventional practice, the greater the difficulties in implementation 

of the program. They outlined four "circles of support" that provide the context for 

restructuring efforts to implement and sustain innovations that help schools become 

successful: (a) student learning, (b) authentic pedagogy, (c) school organizational 

capacity, and (d) external support. Student learning means that teachers focus on high-

quality intellectual work that is the vision of the school. Authentic pedagogy means that 

teachers teach to that vision and require students to think and develop in-depth 

understanding of the content. School organizational capacity dealt with the issues of 

creating professional communities in which teachers collaborated and felt a shared 

purpose for student learning. External support referred to the level of support schools 

received from parents and outside agencies. The authors found that restructuring 

efforts were not a panacea but, in conjunction with the four areas mentioned above, 

they provided the organizational capacity necessary for high quality learning to take 

place. 

In this study, Newmann and Wehlage's theory and circles of support have been 

adapted to give a picture of the components of a curricular program (Newmann & 

Wehlage, 1995). An adaptation of the figure is shown below. 
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Figure 1. Circles of support for auricular programs. 

This study responded to the question, " Are there differences among the 

components of a challenging curriculum, teacher behaviors, instructional climate, and 

external support that result in distinctive curricular programs at private, public choice, 

and public attendance-zone schools in the San Antonio area?" 

By analyzing the magnitude of each of these components, comparisons can be 

made to examine whether curriculum, teaching behaviors, school climate, and external 

forces differ among the three types of schools examined in this study. If the study 

reveals no differences in the components of the curriculum between the three types of 

schools, then any differences in student outcomes may be attributable to other factors 



besides the curricular program such as selection bias of school programs or the effects 

of student peer groups. 

Because the student populations of each of the schools in the study vary, certain 

variables will be controlled to account for those differences. Factors that need to be 

controlled are: (a) the size of the school as measured by the total student enrollment, 

and (b) the homogeneity of the student population, as measured by the largest ethnic 

group in the school. 

Purpose of the Study 

This study was a comparative analysis of curricular programs at private, public 

choice, and public attendance-zone schools in San Antonio, Texas. It was part of a 

comprehensive study of school choice which examined four areas: the differences 

between choosing and nonchoosing families, the educational impacts of school choice 

on low-income students, the satisfaction of parents, and the effect of pricing on a 

family's ability to choose among educational options. Case study research was also 

conducted at nine San Antonio schools to further compare the characteristics of choice 

and nonchoice schools. This part of the study had four major research questions 

dealing with school mission, teacher autonomy, challenging curriculum, and the 

teaching of values. 

This study focused on the question regarding indicators of a challenging 

curriculum and whether or not these indicators were present at the three types of 

schools in this study. The purpose of the study was a comparative analysis of whether 



components of a challenging curriculum, teacher behaviors, instructional climate, and 

external support result in distinctive curricular programs at private, public choice, and 

public attendance-zone schools in San Antonio, Texas. 

Significance of the Study 

This study is significant because it examined the differences in private, public 

choice, and public attendance-zone schools in the San Antonio area to determine 

whether distinctive curricular programs existed in the three types of schools. This study 

adds to the limited body of research available on public and private school curriculum. 

Findings have implications for administrators and teachers in examining the features of 

their school's curricular program that make it distinctive and appealing to their school's 

clientele. Findings have implications for parents and students as they compare their 

school's curricular components, and the findings also have implications for policy 

makers as to the elements necessary for curricular program options to be implemented 

and sustained in a marketplace system. This study is significant in that, if public and 

private schools do not vary in instructional and curricular practices, then some 

differences in student achievement may be attributed to other factors outside the 

instructional program, such as selection bias or peer group impact on learning. 

Statement of the Problem 

The problem of this study was a comparative analysis of whether components of 

a challenging curriculum, teacher behaviors, instructional climate, and external support 
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result in distinctive curricular programs at private, public choice, and public 

attendance-zone schools in the San Antonio area. 

Research Questions 

This study addressed the following research questions: 

1. Does the instructional program of private, public choice, and public 

attendance-zone schools in the San Antonio area differ significantly in certain indicators 

of a challenging curriculum? 

2. Do teachers at private, public choice, and public attendance-zone schools in 

the San Antonio area differ significantly in certain behaviors? 

3. Do private, public choice, and public attendance-zone schools in the San 

Antonio area differ significantly in instructional climates? 

4. Do private, public choice, and public attendance-zone schools in the San 

Antonio area differ significantly in support they receive from parents? 

Research Hypotheses 

This study examined differences hypothesized to exist in the curricular programs 

of private, public choice, and public attendance-zone schools in San Antonio, Texas. 

The following differences were hypothesized: 

1. Schools of choice, both private and public, provide a more challenging 

curriculum content than do attendance-zone schools in the San Antonio area. 
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2. Teachers at both private and public choice schools have higher expectations 

for their students than do teachers at public attendance-zone schools in the San Antonio 

area. 

3. Schools of choice, both private and public, possess a more academic 

instructional climate than do attendance-zone schools in the San Antonio area. 

4. Schools of choice, both private and public, have more external support 

from parents than do attendance-zone schools in the San Antonio area. 

Definition of Terms 

The following terms have been defined as they relate to this study. 

Attendance-zone schools: schools in San Antonio Independent School District 

(SAISD) where students are assigned to attend the school that is located within the 

attendance zone in which they reside. 

Challenging curriculum; the body of instruction in a school that is characterized 

by the following indicators: a rich academic content, high academic standards, high 

student expectations, close monitoring of student and teacher performance, extensive 

homework expectations, comparability of standards between academic tracks, and 

utilization of skilled teachers for all students. 

Children's Educational Opportunity fCEOI: This is a nonprofit foundation set 

up in the San Antonio area to provide scholarships for low-income students to attend 

the private school of their choice. Fifty percent of the students who participated in this 

program were public school students who chose to transfer to a private school. 
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Effective schools correlates: A certain group of characteristics found by 

researchers to be present in schools that have high student achievement. The most 

widely accepted characteristics include: (a) an instructional leader, (b) an instructional 

focus, (c) positive school climate, (d) high expectations for students, and (e) student 

performance monitoring. 

Private schools: These are the nonpublic schools that agreed to participate in the 

Children's Educational Opportunity (CEO) scholarship program in San Antonio, Texas. 

The private schools in this study were Catholic, Baptist, and denominational Christian 

schools. 

Public schools: schools that are a part of the San Antonio Independent School 

District (SAISD). 

Public choice schools: These are the schools in SAISD that offer the 

multilingual program for students who are interested in intensive foreign language 

study. Students may choose to enter this program no matter where they live within the 

district. Entrance into the program is competitive. 

School choice: a system that allows parents the choice to send their student to 

any public or private school rather than being restricted to their attendance-zone school. 

Limitations 

This study was a comparative analysis as to whether there are distinctive 

auricular programs at private, public choice, and public attendance-zone schools in the 

San Antonio area as evidenced by their indicators of a challenging curriculum, teaching 
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behaviors, academic instructional climate, and support from external forces. This study 

was limited for several reasons: 

1. It did not involve the comparison of test data between the schools so no 

conclusions are made regarding the effectiveness of the types of schools. 

2. This study was also limited in that some characteristics identified in the 

literature review were not captured as data, such as characteristics of the principals and 

instructional practices that provide for active learning. 

3. The teacher survey data collected from private school teachers reflected the 

views of teachers from more than just the nine schools included in the case studies. The 

teacher survey was conducted over a broader range of private schools in order to 

increase the sample size. Although the private schools included in the teacher survey 

had characteristics similar to the private schools included in the nine case study schools, 

no assurances can be made that the responses mirror the teachers' views at the nine case 

study schools. 

Organizational Plan of the Research 

This chapter provides an introduction and general overview of the study. Chapter 

2 presents a review of the current literature relevant to this topic and focuses on four main 

bodies of research: indicators of challenging curriculum, effective teacher behaviors, 

organizational climate, and external forces that impact school effectiveness. 

Chapter 3 describes the research methodology used for this study. This study was 

designed to combine both quantitative and qualitative methods and included students and 
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teachers from private, public choice, and public attendance-zone schools in San Antonio, 

Texas. Teacher participants in this study were selected from a random sample of teachers 

at private, public choice, and public attendance-zones schools in San Antonio, Texas, 

resulting in 608 useable surveys. Qualitative data was collected from a selected group of 

114 teachers from the nine case study schools who responded to the structured interview 

questions. Student participants were the total middle school student population from nine 

schools in San Antonio, resulting in 1866 useable surveys. Curriculum documents from 

the nine schools were also analyzed for this study. Frequency distributions and variance of 

means were used to provide descriptive findings, and analysis of variance and regression 

were used to determine significant differences between components of the schools' 

curricular programs. 

Chapter 4 presents the findings of the study and data analysis in narrative and 

tabular formats. These findings were in four areas: indicators of a challenging curriculum, 

teacher behaviors, school climate, and external forces as perceived by students and 

teachers in the three types of schools. Analysis of curriculum documents, responses to 

structured group interview questions, and responses to interviews with school 

administrators were also presented to further support the quantitative findings of the 

study. Chapter 5 presents the summary, conclusions, and recommendations based on the 

findings of this study. 



CHAPTER II 

LITERATURE REVIEW 

The purpose of this study was to determine whether differences exist in the 

curricular programs of private, public choice, and public attendance-zone schools in 

San Antonio, Texas. This chapter summarizes the current literature and research on 

effective curriculum components and serves as a theoretical framework for this 

research. 

If a high quality curriculum is the variable with the single most important 

impact on student achievement (Clune, 1990; Morgan, 1984; Peng, et al., 1982), then 

educators should be informed concerning the components of curriculum that make the 

most difference. In answering the question concerning whether or not there are 

differences in curricular programs at the schools investigated here, this study provides 

criteria on ways to evaluate a school's curriculum, whether it be public or private. In a 

study done to investigate whether sector choice (public or private) or choice of 

curriculum track (regular or academic) was associated with higher student achievement, 

being in a college preparatory curriculum in any sector was more critical. One main 

conclusion was that "from the standpoint of the parent-the consumer of education, 

choice of sector is not a crucial factor in their child's learning—choice of curriculum is" 

(Morgan, 1983, p. 200). 
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At the heart of any school is its curriculum, based on the mission of the school 

and the goals it has for student achievement. "Research on effective schools is fueled 

by the belief that the realization of education goals is achieved both by the 

organizational settings in which learning occurs as well as by the quality of specific 

curricula and individual teachers" (Joyce & Showers, 1995, p. 85). Content alone does 

not make up the total curricular program of a school. A curriculum is only as good as 

the teachers who deliver it. The curriculum cannot be sustained in a school unless there 

is an academic climate that supports the teachers and students toward learning the 

content. This climate cannot be maintained unless outside forces, such as parents and 

governing agencies, continue to support the mission and vision of the curriculum in the 

school. The literature in this chapter is discussed in four categories: indicators of a 

challenging curriculum, effective teacher behaviors, school climate and external forces. 

Indicators of a Challenging Curriculum 

Schools that achieve the most have at the center of their curricular program 

content that is challenging. The most recent studies of curriculum have described 

several indicators that provide for high-level, quality curriculum that improves 

academic achievement. Many educators view "the litany of disconnected facts and 

skills" as being incoherent curriculum and therefore not meaningful or challenging to 

students. Glatthorn (1994) proposed that quality curriculum is based on "Hallmarks of 

Excellence," which are the desirable attributes or standards of any subject area that 

serve as a guide or vision for that specific content area (p. 38). 



17 

Studies have been done to find new criteria for authentic, challenging 

curriculum. Newmann and Wehlage (1995) found three criteria that could be used to 

assess the intellectual quality of the curriculum: construction of knowledge, disciplined 

inquiry, and value beyond school. Construction of knowledge means that the 

curriculum calls for students to organize information and consider alternatives during 

the teaching and learning process. Disciplined inquiry means that the curriculum 

provides for enough thorough study of the concepts to produce relatively complex 

understanding and that students engage in extended conversations with teachers and 

peers in a way that improves their understanding. Value beyond school refers to a 

curriculum that addresses problems found outside of school and that students 

communicate their learnings to audiences beyond the classroom. Brophy (1992) added 

to that list with content that is organized around key concepts or principles that promote 

dialogue and problem solving. 

Over the past 20 years, research studies have highlighted indicators in a 

curriculum that seem to have the greatest impact on student achievement. The 

"opportunity to learn" research indicates that exposure to high quality has a positive 

effect on student achievement. Students do better if they have been exposed to more 

content (Mayer, 1988; Raizen & Jones, 1985; Wiley & Harnischfeger 1974). The 

National Commission on Excellence in Education (1983) recommended the following 

for minimum high school graduation requirements: four years of English, 3 years of 

mathematics, one-half year of computer science, 3 years of science, 3 years of social 
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science, and for college bound students, 2 years of a foreign language. A study done in 

1990-1991 by the National Center for Educational Statistics revealed that many public 

and private schools failed to meet these requirements, although private schools required 

more years of study in all subjects, except English, than did public schools 

(Broughman, 1995). 

Another indicator of high-achieving schools is the number high-level courses 

offered to students. Research has indicated that the number of math, science, English, 

and foreign language courses required have a positive impact on student achievement 

(Kilgore, 1982; Morgan, 1983; Peng, etal., 1982). Student achievement is higher in 

schools where students have taken more academic coursework and have been exposed 

to high-quality content (Brophy & Good, 1986; Gamoran, 1987 Witte, 1995). Students 

who followed an academic track achieved more than students in a general education 

track. Harnisch (1987) also found that the number of courses a student takes beyond the 

remedial level had a positive correlation to higher test scores. 

Several studies of Catholic schools revealed that they require more academic 

courses for their students than do public schools (Camerena, 1990; Valli,1990). Bryk, 

Lee, and Smith (1990) found that the more constrained academic structure of the 

Catholic schools minimized the latitude of course choices; therefore, more students 

took an academic track and achieved more. 

Research strongly supports the conclusion that the curricular organization of 

high schools (including coursetaking requirements, guidance functions and 
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policies affecting the assignment of students and teachers to school and 

classes within schools) is the primary mechanism influencing both the 

average level of student and how that achievement is distributed with regard 

to background characteristics such as race and class. . . Quite simply, the 

principal determinant of academic achievement is coursetaking (Bryk et al., 

1990, p. 187) 

Other studies related to differences between public and private curriculum show 

little variation in kinds of courses offered at both kinds of schools. A study done in 

1984-1986 of Advanced Placement programs in public and private schools revealed that 

public and private schools did not differ in the percentage offering advanced placement 

programs or in the number of subject areas covered (Hammer, 1990). In an update of a 

study done on public and private schools, Kilgore, Hoffer and Manno (1982) reported 

that "except for some foreign language and math courses, public schools tend to offer 

an academic curriculum comparable to private schools." 

The amount of homework given is another indicator of a challenging curricular 

program. Several studies found that the more effective schools give their students more 

homework (Brophy & Good , 1986; Purkey & Smith, 1982; Rutter et al., 1979; 

Slavin, 1990). Studies of Catholic schools reveal an advantage over public schools in 

that Catholic schools require high levels of student homework (Camerena, 1990; 

Kilgore, 1982; Valli, 1990). Another study found that higher track classes spend more 

time on homework than lower track classes (Slavin, 1990). 
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Other studies seem to indicate the need for a written or prescribed curriculum in 

order to improve student achievement. As English (1992) states, "Curriculum is a 

document of some sort, and its purpose is to focus and connect the work of classroom 

teachers in schools" (p. 2). He goes on to theorize that in order to improve student test 

performance, it is necessary to match the curriculum content with the test content, a 

process he refers to as "curriculum alignment" (English, 1992, p. 12). Wang, Haertel, 

and Walberg's (1990) study also suggest some evidence that schools are more effective 

when goals and curriculums are aligned. In a study on teachers' curricular decisions, 

the two most influential factors were the district curriculum guide and results from 

standardized and curriculum referenced tests (Floden, Porter, Schmidt, Freeman, & 

Schwille, 1980). The more teachers work together on the development and 

implementation of the guide, the more effective the implementation of the curriculum 

will be (Fullan, 1991; Glatthorn, 1990). Though some empirical data have been 

collected on this topic, it is difficult to directly connect the impact of the written 

curriculum on student achievement. 

The common indicators recurring throughout curriculum research that were 

found to promote student achievement are: 

1) clear standards guiding the curriculum; 

2) higher academic tracks required for students; 

3) high levels of homework assigned; and 
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4) a rich, intellectual content that promotes dialogue and problem solving. 

Teacher Behaviors 

Challenging content is only the beginning of a curricular program. The 

curriculum is only as effective as the teachers who deliver it. In a study examining 

equal learning opportunities in high schools offering college-preparatory curriculum, 

Hanson (1990) found that being assigned to high-track courses in and of itself did not 

ensure that similar curriculum was delivered. "Teachers transmit a complex set of 

values and attitudes which surround the content offered to students" (p. 82). Teacher 

behaviors are also an important component to be analyzed as part of the total curricular 

program. Recurring throughout the literature are several teacher characteristics and 

behaviors that seem to have an impact on student achievement: (a) high expectations for 

students; (b) feedback and active instruction; (c) feelings of efficacy; and (d) being 

knowledgeable and well prepared. 

Many researchers have found a correlation between student achievement and 

teacher expectations. From the beginning of effective schools research, studies have 

shown that, when teachers expect their students to achieve, the students will rise to 

their expectations (Bloom, 1982; Brookover & Lezotte, 1979; Edmonds, 1979, 1981; 

Purkey & Smith, 1982; Rutter et al., 1979). These expectations are denoted by a belief 

that all students can master the basic curriculum. Also, from these same studies, it was 

found that schools performed better where there was consensus among the staff as to 

school goals and expectations. 



22 

Other studies found that teacher expectations may adversely affect those students 

for whom there are low expectations. This variable was especially powerful for 

elementary students (Smey-Richman, 1989). Other studies indicate correlations between 

student socioeconomic status and teacher expectations. Teachers were more likely to 

make negative judgments about low socioeconomic students (Whelan & Teddlie, 1989; 

Gaines & Davis, 1990). Several other studies point out that student perceptions of 

teacher's attitudes, behaviors, and expectations may have effects on learning that are 

independent of teachers' actual intentions (Good, 1984; Kuykendall, 1989). Teachers 

can have a powerful influence over student performance. 

In studies done by Brophy and Good (1986) on teacher effects, researchers 

found that the most effective teachers spend a great deal of time actively instructing 

their students. Bloom (1971, 1980) found that teachers do have control over certain 

variables in their classrooms that could improve student performance. His findings 

suggest that the quality of instruction relates to the extent of time on task, feedback, 

cues, reinforcement, participation and interaction. A study done on time-allotment 

patterns of teachers in public and private schools showed no significant difference in 

the way teachers spend their time in terms of classroom teaching, planning and 

evaluation, and extracurricular supervision (Horn et al., 1989). 

Madeline Hunter, a well-known researcher on teaching behaviors, named 

several behaviors that teachers should employ to maximize their teaching. These factors 

include vividness, motivation, reinforcement, feeling tones, active participation, 
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knowledge of results, degree of guidance, and transfer (Hunter, 1969). Vividness 

means adding interest or novelty, moving to a new position, adding color, or changing 

the schedule, for example. Knowledge of results means precise and specific feedback 

that is helpful to the student (Hunter 1969). According to Hunter (1967), transfer 

occurs when students are able to use prior knowledge to aid in the retention of new 

concepts they are learning. 

Effective schools research has highlighted some teaching methods that 

complement the effective schools process. "A common theme among these approaches 

is a strong caution about lecturing as the only instructional method and a strong 

encouragement of methods that more actively engage students in the educational 

process" (Becker, 1992, p. 58). Students achieve more in classes where active 

teaching is taking place. Active teaching includes frequent lessons, demonstration, 

interaction, feedback to responses, practice, monitoring and reteaching when necessary 

(Brophy & Good, 1986). From a synthesis of studies on teacher effectiveness, Joyce 

and Showers (1995) identified that the more effective teachers present information 

clearly, keep teaching sessions task oriented, have high expectations for achievement, 

move at a faster pace to create alertness, and relate comfortably with students. 

Examining schools of choice, Raywid (1992) reported that instructional 

practices in alternative schools do not differ greatly from traditional school practice. 

Independent study and experiential learning are two forms that are prominent in both 

magnet and other schools of choice. 
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Another teacher behavior that affects student learning is the teacher's sense of 

efficacy: If teachers feel they can make a difference, they will. Several studies have 

been done that found positive correlations between high teacher efficacy and student 

achievement (Allinder, 1995; Greenwood, 1990; Midgley, 1989; Schaller, 1993; 

Tracz, 1986). Other studies found that teacher efficacy was directly related to the 

teacher's beliefs about control over instruction and curricular decisions (Fletcher, 1990; 

Moore, 1992, 1994; Woolfolk, 1990). 

Because schools of choice are established to respond to particular interests of 

parents and students, they often have more control over developing the curriculum to 

meet the needs of their clientele. Raywid (1984) noted several characteristics of schools 

of choice that differed from traditional schools: higher teacher efficacy and the 

development of their own curriculum. 

Several studies have observed that the teacher's own knowledge and skills are 

extremely important to the success of their students. Clune (1990) saw that one of the 

components of a quality curriculum was that teachers be well prepared and know their 

subject matter. A study of school effectiveness in Louisiana found that student 

achievement was directly related to the percentage of classes taught by certified 

teachers (Franklin & Crone, 1992). Hanushek (1981) also found that the single most 

important variable in the success of students was the level of education of their teacher. 

A study of public and private school teachers revealed that public school teachers were 



25 

more likely than private school teachers to have earned a master's degree (NCES, 

1997). 

The common themes of effective teaching behaviors that occur throughout this 

research are: 

1) Holding high expectations of students increases student success; 

2) Feedback and active instruction enhances learning; 

3) Teachers who feel efficacious can make a difference in student success; 

4) Knowledgeable, well-prepared teachers are vital to a quality curricular program. 

Instructional Climate 

In addition to effective teaching behaviors, the instructional climate of the 

school must be clearly defined and support the teachers in their efforts to impart the 

challenging curriculum to the students. Over the years, several key factors related to 

school climate have been noted as having an impact on student achievement: 

(a) The mission or focus of the school is academic; (b) students and teachers have 

perceptions of a positive school climate; (c) the principal is the leader in setting the 

instructional climate of a school; and (d) teamwork, collaboration and support help 

foster a strong academic climate. 

Establishing a positive and challenging climate has been noted in the literature 

to have an effect on student achievement. Rutter, Maughan, Mortimore, Ouston and 

Smith (1979) were the first of many researchers to examine the features of schools that 

had an impact on students' behavior and achievement in their study of schools in urban 
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London. They found that schools with an academic emphasis did better than similar 

schools that did not have this focus. Academic emphasis meant that schools had high 

expectations for students, gave homework frequently, displayed student work on the 

walls, started classes promptly, and spent a high proportion of the school week on 

subject matter teaching. Others have described this mission as "'academic press'—the 

sense that all activities combine to create an environment of academic rigor" (Murphy 

& Hallinger, 1985, p. 19). 

Edmonds (1979, 1981) continued this research with his studies of effective 

schools and concluded that effective schools have similar characteristics. His list of 

effective school correlates include (a) the instructional leadership of the principal, (b) a 

mission or focus on instruction, (c) a safe, orderly climate that is conducive to teaching 

and learning, (d) a belief held by teachers that all students can learn, and (e) frequent 

measurement of program effectiveness. Later, researchers added to this list several 

other correlates that included an emphasis on academic work and homework (Brophy & 

Good, 1986; Phi Delta Kappa, 1980). 

More homework, a strong academic program, and an emphasis on high 

standards were elements that were common to many effective private schools (Purkey 

& Smith, 1982). Certain school effects, such as course offerings, pedagogy, and 

academic orientation were found to have direct influence on student achievement at 

both public and private schools. 
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Positive perceptions about school climate may also improve student 

achievement. Positive attitudes from both teachers and students have been shown to be 

related to higher academic achievement (Witte, 1995). A safe and orderly climate has 

also been highlighted as a key factor related to student achievement (Edmonds, 1979, 

1981; Peng et al., 1982; Purkey & Smith, 1985). Supporters of the High School and 

Beyond Study explain that the effectiveness of Catholic schools can be explained by 

higher levels of discipline and a greater number of formal rules regarding discipline 

(Coleman, 1982; Kilgore, 1982). 

One aspect of a positive climate as noted by students is the perception of 

personal friendship opportunities (Morgan, 1983) and the bond students feel toward 

their school (Gamoran, 1996). The total student body may have more to do with the 

climate of the school than other factors. Morgan (1983) hypothesized that "these 

individual attitudes aggregated over the student population of a school constitute the 

prevailing school climate, which is the key determinant of the academic performance 

level at the school" (p. 199 ). 

Steinberg, Brown and Dornbach (1996) also echo this sentiment. In Beyond the 

Classroom, the authors examine the effects of peers on the instructional climate of 

schools because students tend to conform to the norms and expectations of their peer 

group. He found that fewer than 5% of the students in his study defined themselves as 

high-achieving students. "Not only is there little room in most schools for the 

academically oriented, there is substantial peer pressure on students to underachieve" 
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(p. 146). They suggest an alternative to the interpretation that private school students 

do better because the schools have higher standards, a more rigorous curriculum and 

tougher discipline standards. 

In all likelihood, students who attend private and parochial schools are exposed 

to a higher proportion of peers with high educational aspirations and good study 

habits, and this exposure positively affects their own behavior, entirely 

independent of the instructional climate of the school (Steinberg, 1996, p. 155). 

Strong instructional leadership has been shown to be another common element 

in effective schools (Edmonds, 1979; Purkey & Smith, 1982). In Sweeny's (1982) 

synthesis on effective school leadership, he concluded that principals make a difference 

in setting the instructional climate of a school. "Clearly, implications are that school 

effectiveness is enhanced by principals who emphasize achievement, support 

instructional strategies, provide for an orderly school atmosphere, and frequently 

evaluate student performance. Coordination of instruction and support of teachers also 

received strong support" (p. 350). The principal helps establish and maintain the 

instructional climate of a school. 

A sense of community and shared values also enhances the effectiveness of a 

school. Purkey and Smith (1983) saw that an "effective school is distinguished by its 

culture, a structure, process, and climate of values and norms that emphasize successful 

teaching and learning" (p. 442). Communal values that reinforce climate and produce 

positive support for students and teachers have an impact on successful programs 



29 

(Rutter et al., 1979;Witte, 1995). When teachers and staff agree upon curriculum and 

discipline and where there is a widespread support for these values and norms, the 

schools perform better (Rutter et al., 1979). Other characteristics such as teacher 

autonomy and a sense of teamwork in the school were found as common characteristics 

of effective schools (Brophy & Good, 1986; Phi Delta Kappa, 1980). 

Researchers have found differences in climate between public and private 

schools. When parents and students choose their school, the overall effect on the 

climate of the school is noticeable. Raywid (1984) noted several characteristics of 

schools of choice that differed from traditional schools because the choice schools had 

been established to respond to particular interests of parents and students. Some of 

these features included: (a) individual teachers experience greater autonomy; (b) 

teachers in schools of choice have a higher degree of collegiality; (c) schools of choice 

are more cohesive in practice and philosophy; (d) schools of choice are likely to be 

smaller than traditional schools; (e) schools of choice have a great deal more autonomy 

and freedom from external mandates; and (f) schools of choice typically offer a more 

personalized environment than comprehensive highs schools. A more recent study 

found that teachers in public schools felt their schools were exposed to more crime, had 

more negative student attitudes and behaviors, and felt less of a sense of community 

than teachers in private schools (NCES, 1997). 

The following themes recur throughout this research on academic instructional 

climate: 
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1) An academic climate has an impact on student achievement; 

2) Students' and teachers' perceptions of a positive school climate have an 

effect on student achievement; 

3) The principal is a key factor in setting the instructional climate of a school; 

4) Teamwork and collaboration help foster a strong academic climate. 

External Forces 

In order for schools to sustain their curricular program and to continue 

improving student achievement, external forces such as parents, community members, 

or outside agencies must support the mission and vision of the school. One 

characteristic of effective schools is high parental involvement. In a study by 

Brookover and Lezotte (1979), the differences between improving and declining 

schools were examined. The authors found several factors that seemed to be the most 

important in explaining variations in student achievement. They found that improving 

schools emphasize a greater degree of accountability and have higher parental 

involvement. 

Witte and Walsh (1990) found similar attributes in their study of the Milwaukee 

Public School (MPS) system. They found that schools with higher levels of parental 

involvement, effective schools characteristics, and teacher control performed better. 

They state that these conclusions are complex due to the effect that student 
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characteristics, location of the school, and the specialty or traditional nature of the 

school has on the environmental variables noted above. 

In another publication on policy issues, Witte (1990) cautioned that it is difficult 

to draw conclusions regarding the superiority of one type of school over another 

because of a bias that exists in families who are predisposed to choosing. 

"If, as we might reasonably assume, private school parents have a greater taste for 

education as exhibited by the sacrifices they assume, school effects cannot be separated 

from selection effects in public and private schools" (p.23). 

Wimpelberg (1987) suggested another phase of effective schools research that 

examines schools in their political and economic context. This means viewing the 

school in the context of individual classrooms, larger organizational settings, and the 

communities of which they are a part. He commented on some of Brophy and Good's 

research: 

For all its advancement in looking more closely at process and climate variables 

(rather than just material inputs) as the definition of school contributions to 

achievement, effective school research has been unable to capture the multi-

level interactions of classrooms, school, school district, and community factors 

that shape and allow whatever value the school adds to children's achievement 

(p. 11). 

He went on to assert that schools do not operate in isolation but are a part of a 

larger system involving the district and community. 
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What is equally important in the discussion of effective schools is that context 

variables often carry with them political and economic dimensions that get 

muted and lost when we look at discrete, separable factors in the production of 

student outcomes (cognitive or non-cognitive) (p. 18). 

According to Wimpleberg, effective schools' research omitted consideration of 

the context of school as an influence on student achievement, and future research 

should take into account the influence that school context has on students. There may 

be other factors that affect a school's achievement, such as preselection bias of 

students, that are not related to instruction at all. 

Support from parents and community members is extremely important in the 

sustainability of a curricular program. One assumption about competition in the 

marketplace is that, if the clientele do not support what is taking place at a school, then 

that school will go out of business. Political pressures from outside forces can 

sometimes force schools into changing their curriculum in order to meet the demands of 

the surrounding community. In a case study of three magnet schools, the school that 

had the most distinctive program could not attract students (Metz, 1986). The school 

came under district pressure to change its curricular program, which undermined its 

distinctiveness. Pressure from the central office led to a loss of autonomy for the 

school, and it finally had to alter its program to fit the student population, as traditional 

neighborhood schools do. 
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Parental and community support can play a large role in the effectiveness and 

sustainability of a curricular program. A key point in the effects of the marketplace on 

both public and private school curriculum is that "the good private school needs to keep 

its own parents satisfied enough to continue to write tuition checks; the good public 

school needs to keep the local citizens voting for school bonds" (Smith, 1985,p. 38). 

Recurring themes throughout the literature on support from external forces are: 

1) Schools with higher parental support do better;. 

2) Parental support is necessary to sustain curricular programs. 

3) Schools exist in a larger context or community. 

4) Autonomy is necessary in order for schools to create innovative and unique 

programs. 

Intervening Variables of Enrollment and Homogeneity of Student Population 

Because of variations in the schools investigated in this study, several factors 

needed to be controlled for during data analysis. All of the schools had different totals 

of student population and different percentages of minority students within those totals. 

The following research represents the major findings from the literature on the effects 

that school size and homogeneity of a student population have on the effectiveness of a 

school. 

School Size 

School size is thought to have an impact on school effectiveness in terms of 

efficiency and student outcomes. The research on school size revolves around two 
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issues: a) issues related to efficiency and economies of scale and b) instructional issues 

regarding the effectiveness of instruction. The current consensus correlates small 

schools with effectiveness and community and individual participation, and large 

schools with inefficiency, bureaucracy, and personal isolation (Ornstein, 1990). But 

research on these topics is not always clear cut. It has been shown that schools of 

choice tend to be smaller than traditional schools (Coleman, Hoffer & Kilgore 1982; 

Raywid, 1984; NCES, 1997). The average size of a private secondary school is less 

that half the size of the average public secondary school. In comparisons of public and 

private schools, this variable should be taken into consideration during data analysis. 

Large schools have been shown to offer more comprehensive programs as well 

as more advanced courses (Haller, 1990; Melnick, Shibles, & Gable, 1986; Monk, 

1990; Forbes, 1993). Greater media resources were found to be associated with large 

schools (Ramirez, 1990). Other studies comparing curricular offerings of large and 

small schools found that small schools could offer a comprehensive program 

comparable to a comprehensive high school curriculum. Howley (1994) found that high 

schools with an enrollment of 400 students was sufficient to provide a curriculum of 

adequate breadth and depth. 

Research of the effects of school size on student achievement is mixed. Several 

studies did find positive associations between small schools and student achievement 

(Melnick, Shibles & Gable, 1986; Jolly & Deloney, 1993; Howley, 1994; Tomlinson 

& Mortimore, 1992; Fowler, 1992; Baker, 1986; Eberts, 1984). Other studies have 
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found no significant effects of school size on student performance on standardized tests 

(Lamdin, 1995; Ramirez, 1990; Franklin & Crone, 1992; Edington & Martellaro, 

1984). Though many studies have indicated a positive effect of small schools on low 

SES students (Plecki, 1991; Howley, 1989, 1994, & 1995; Huang & Howley, 1993). 

Recent studies support the theory that small schools may be more efficient 

because the "learning value per unit of expenditure" seems to be higher. This new idea 

includes the effect of school size on morale, sense of community, achievement, 

curriculum, and positive attitudes toward learning (Kaufman, 1989; Verstegen, 1991). 

Small schools seem to have an important advantage for the average student, those that 

are neither at the top of their class nor in need of special services. "Smaller schools 

also allow for increased student participation in extracurricular activities, in athletics, 

clubs, student government, and dramatic productions, which give students opportunities 

for leadership" (Kane, 1991, p. 402). Large school size, on the other hand, adversely 

affects student attendance, school climate, and student involvement (Oxley, 1994). 

Several indicators recur throughout the literature on the impact of school size: 

1. Research on the effects of school size on student achievement is mixed. 

2. Small schools seem to have a positive impact on low SES students. 

3. Private schools are typically smaller than public schools. 

In studies that compare both private and public schools, efforts should be made 

to control for this variable of school size. 
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Homogeneity of Student Population 

Prior research has indicated that some minority groups are underrepresented in 

private school enrollments (Colemen, Hoffer & Kilgore, 1982). A most recent study 

confirms that public schools tend to have more racially and ethnically diverse student 

populations (NCES, 1997). Current research of public versus private sector schools has 

renewed some interest in the concept that the homogeneity of student populations may 

have a differential effect on student outcomes (Kreft, 1989). In culturally diverse 

schools, it is imperative to represent the contributions of minorities and to affirm 

individual contributions to society. If the public school's goal is to promote cultural 

diversity, it must go beyond the core curriculum and embrace a curriculum that 

includes a multicultural perspective (Burley, 1994). Meeting the challenge of a 

culturally diverse curriculum requires teachers to reflect on the needs of all students 

and to deal with a variety of languages, value systems, and learning styles (Cortada, 

1986). Curriculum tends to be more broad and diffuse in schools in which the ethnic 

makeup is more heterogeneous. A wide variation in student composition may affect the 

unity of curricular goals (Scott and Meyer, 1984). 

Schools tend to be more cohesive when the student body is more homogeneous 

which may affect school climate. A study of experimental classes in which the student 

body was more homogeneous had a positive effect on motivation, dropout rate, self-

concept, and responsibility in the students (Lyons, 1990). Time on task levels were 

found to be higher in homogeneous rather than in heterogeneous classrooms (Roelofs, 
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found to be higher in homogeneous rather than in heterogeneous classrooms (Roelofs, 

1995). Contrary to popular belief, students from homogeneous schools tended to be 

more positive in their attitudes toward other ethnic groups (Soh, 1993). Catholic 

schools offered a smaller variety of courses and placed more homogeneous demands for 

all of their students (Bryk, Lee and Smith, 1989). Catholic schools are the most 

homogeneous and differ least form each other (Kilgore, Hoffer & Manno, 1982). 

The recurring issues throughout the research on the effects of student body 

homogeneity are: 

1. The curriculum is more diverse in a school with a heterogeneous student 

population. 

2. Homogeneity of a student population may affect the climate of the school. 

In studies involving both private and public schools, this variable should be 

taken into account. 

Summary 

The research on curricular differences between public and private schools has 

been limited in the past to the counting of coursework and hours spent in academic 

subjects. Coursework alone does not comprise the total curricular program of a school. 

Teachers, administrators, and parents must support the mission of the school and the 

advancement of its curriculum. This chapter has presented the major findings of the 

literature as related to four categories: indicators of a challenging curriculum, effective 

teacher behaviors, school climate, and external forces that impact curricular programs. 
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Several indicators of curriculum have been shown to promote student 

achievement and have implications for schools. The content of the curriculum should 

be authentic and connected to real life. Schools should have clear standards on which 

they base their curriculum and communicate them to teachers and parents. It should be 

a rich, intellectual content that promotes discussion and problem solving. Schools 

should require more academic classes for all students and assign more homework. 

Certain characteristics and behaviors of teachers have been shown to have an 

impact on student achievement and the delivery of the curricular program. Teachers 

need to be knowledgeable and well prepared. When teachers feel efficacious, they 

make a difference in their students' achievement levels. Active instruction and 

continuous feedback to students enhances learning. Student success increases when 

teachers hold high expectations of their students. 

The context of the school setting and the academic climate of the school fosters 

a challenging curricular program and sustains it over time. Students' and teachers' 

perceptions of a positive school climate contribute to the success of the program. The 

principal plays an important role in setting the tone and nurturing that positive school 

climate. Teachers and administrators need to work as a team in order to support the 

school's academic mission and see that all students receive a challenging curricular 

program. 

Schools exist in a larger community and need support from outside forces, such 

as parents, in order to maintain their programs. Research as shown that schools with 
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higher parental support do better. Schools must have support from outside agencies and 

some autonomy to create unique and innovative programs. For schools of choice, this 

factor is imperative in order to sustain the uniqueness of their program and retain the 

clientele that chose that program. 

This study will add to the body of research on the differences of curricular 

programs at private, public choice, and public attendance-zone schools by taking a 

more in-depth look into the academic focus of each type of school. The next chapter 

describes the research methodology, participants, and the quantitative and qualitative 

data analysis methods that were used for this study. 



CHAPTER III 

RESEARCH METHODOLOGY 

In this chapter the methodology of this study is presented, including the research 

approach, descriptions of the participants, and data collection and analysis procedures. 

This study investigated whether or not differences existed in curricular programs at 

private, public choice, and public attendance-zone schools in San Antonio, Texas. 

The San Antonio School Choice Research Project 

This study is part of a larger study, the San Antonio School Choice Research 

Project, which was conducted over a 3-year period among private, public-choice, and 

public attendance-zone schools in the San Antonio area. San Antonio Independent 

School district (SAISD) was selected as the site for this research for three reasons: the 

highly correlated demographics between public and private schools in the area, the 

district's public choice program, and a privately funded program to help low-income 

students attend private schools. 

The San Antonio Independent School District (SAISD) is comprised of 80% 

Latino, 12% African American, and 7% Anglo students. Approximately 80% of the 

students are on free or reduced lunch. SAISD has a districtwide multilingual choice 

program that is offered to provide choices to parents who seek an alternative to their 

attendance-zone school. This program was designed to provide an opportunity for 
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foreign language students to become proficient in another language through intensive 

study during grades six through twelve. Originally designed as a "school within a 

school", multilingual students now attend classes with non-program students, except for 

foreign language classes. Multilingual students study not only the language but the 

culture of the target language group. During the 1992-1993 school year, the program 

admitted 675 students, with 307 students left on a waiting list. The two middle schools 

that offered the multilingual program were selected for the study. 

San Antonio is the site for the privately funded Children's Educational 

Opportunity (CEO) Foundation, which provides scholarships to low-income students to 

attend private schools. In 1992 the CEO Foundation offered to pay partial scholarships 

to low-income students who wished to attend a private school or a public school in 

another district. About half were awarded to families whose children had previously 

attended public schools and the other half to students who were already enrolled in 

private schools. Of the total awardees, 60% enrolled in private Catholic schools, 10% 

in Baptist schools, 1% in non-religious private schools, and the remainder (19%) in 

religious schools of various denominations. These choice programs, the private schools 

participating in the CEO program, the public schools housing the multilingual program, 

and two attendance-zone middle schools, made up naturally-occurring comparison 

groups for this study. 

The larger San Antonio study compared choosing families and those families 

who did not apply for choice programs. The study examined characteristics of private, 
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public choice, and public attendance-zone schools in the San Antonio area. Data from 

a teacher survey encompassed 1,113 teachers from 40 private schools and a cross-

section of SAISD public schools. 

A case study was conducted in nine schools which represented the three types of 

schools in the study-private, public choice, and public attendance-zone. This case 

study was done to gain more insights and further explain findings from the teacher 

survey. The two public choice schools that housed the multilingual program, a public 

choice program within SAISD, were selected for this study. Two public middle 

schools (attendance-zone schools) with similar demographics were selected as a 

comparison group for these schools. Of the private schools, three Catholic, one Baptist, 

and one fundamentalist Christian school were selected for the study. These schools are 

proportional to the types of private schools represented in the larger San Antonio 

School Choice study. The private schools selected for the case study also represented 

the CEO schools with the most CEO scholarship recipients enrolled. Student survey 

data were gathered from 1866 students in these nine case study schools (Martinez et 

al., 1995). This student questionnaire was based on a survey designed by Witte (1990) 

with questions added to gather data on the values that were taught at the three types of 

schools. 

Structured group interviews were conducted with selected teachers from these 

nine case study schools to further explain the information gathered from the teacher and 

student questionnaires. Group interviews were conducted during the teachers' 
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conference periods or after school. All teachers were invited to attend the group 

interview sessions, though some did not attend due to scheduling conflicts. A total of 

114 teachers were interviewed—17 Catholic school teachers, 24 private (non-Catholic) 

school teachers, 48 public choice teachers, and 25 attendance-zone school teachers. 

Four major areas were generated as a means of comparison in these case study schools: 

(a) the mission of the school, (b) teacher autonomy, (c) values instruction, and (d) the 

presence of a challenging curriculum. Structured group interviews were also 

conducted with parents from the various schools, representing parents whose students 

were in the CEO program, parents whose students were in the multilingual program, 

parents whose students were not selected for the choice programs, and parents who had 

removed their students from the choice programs. 

Population 

Three participant groups from the larger San Antonio study were used as means 

of comparison for this study. A random sample of teachers from private schools in the 

San Antonio area and SAISD public schools was used to gather data for a teacher 

questionnaire (Appendix A). This sample resulted in a total of 608 usable surveys for a 

return rate of 50%. The middle school student population (grades 6-8) of the nine case 

study schools was used as the population for the student questionnaire (Appendix B). 

The student sample resulted in 1,866 usable surveys from students at the nine case 

study schools. Structured group interviews (Appendix C) were conducted with selected 
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teachers at the nine case study schools. These interviews were conducted with a total of 

114 teachers from the nine schools. 

Schools in the case study were selected to represent three categories. Two of the 

schools included in this study were choice schools in San Antonio ISD. These schools 

were middle schools that offered an intensive foreign language program called the 

multilingual program. Students from all parts of the district could apply for enrollment 

in the program. Entrance into the multilingual program was competitive. Two 

attendance-zone schools that matched the demographics of the public choice schools 

were selected as a comparison group. Five private schools participating in the CEO 

scholarship program were chosen as another comparison group. These schools were 

selected to represent a cross-section of the total private school population in San 

Antonio. These schools also had the largest number of CEO scholarship recipients 

enrolled at their schools. Of the five private schools, three were Catholic, one Baptist, 

and one was a denominational Christian. The majority of the student population in this 

study were Latino. 

Research Methods and Instrumentation 

For the purposes of this study, both quantitative and qualitative research 

methods were used. Survey research, face-to-face interviews, and document analysis 

were methods used in the research design. Five instruments were used to collect data 

for the purposes of this study: a teacher questionnaire (Appendix A), a student 

questionnaire (Appendix B), structured group interviews with selected teachers 
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(Appendix C), a follow-up interview with the school's instructional specialist or 

principal (Appendix D), and a checklist to analyze the schools' curriculum documents 

(Appendix E). 

Teacher Questionnaire 

The teacher questionnaire was adapted from Witte and Walsh's (1990) survey 

that examined characteristics of Milwaukee Public Schools. The questionnaires were 

mailed to teachers in the spring of 1993, with follow-up surveys distributed to 

nonrespondents in the fall of 1994. The teacher survey was administered to a random 

sample of 1,113 teachers from 72 private schools and a cross-section of SAISD 

elementary and secondary schools. A stratified random sample was used to select the 

SAISD schools for the teacher survey. Selection was stratified by the seven single-

member districts that comprise the total SAISD school board. Schools were selected 

from each of the seven districts so that all would be represented in the sample. A 

random sample of teachers was then taken from these selected schools. Surveys from 

the private schools were collected from a broader range of CEO schools so as to 

increase the sample size. These schools reflect the religious affiliation of all the CEO 

schools, but they include responses from teachers outside of the nine schools included 

in the case study. The teacher questionnaire consisted of 36 Likert-type questions, three 

open-ended questions, and eight demographic questions. The sample resulted in a total 

of 608 usable surveys, for a 50% return rate. 
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Student Questionnaire 

The student questionnaire was based on a survey developed by University of 

Wisconsin Professor John Witte that identified student attitudes toward their schools. 

The student questionnaire was constructed and field-tested during the 1993-1994 school 

year. The instrument consists of 31 close-ended questions, with a 5-point response scale 

using the descriptors of strongly agree, agree, disagree, strongly disagree, and don't 

know. The survey also included two open-ended questions and three demographic 

questions. Questionnaires were distributed to the nine schools using a drop-off method. 

The drop-off method employed was that the questionnaires were hand carried to each 

school and distributed to the students. Parent permission had to be obtained for students 

to participate in the survey. Incentives were given to students who returned the parent 

permission form regardless of whether the parents gave permission or not. The 

questionnaires were hand collected by researchers, with only a few being returned by 

mail. Data are reported from a total of 1,866 student questionnaires collected from the 

nine case study schools, resulting in a 41% return rate. 

Structured Group Interviews 

The structured group interviews of teachers were based on four major research 

questions, with probing subquestions: (a) mission of the school, (b) teacher autonomy, 

(c) challenging curriculum, and (d) values instruction. The questions and group 

interviews were developed and conducted by an ad hoc research team comprised of 

graduate students and professors from the University of North Texas in Denton, Texas. 
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Structured group interviews were conducted with small groups of selected teachers, 

ranging from 4 to 12 people in a group, at each of the nine schools in the case study. 

Group interviews were conducted throughout the day during the teachers' conference 

periods or after school. All teachers were invited to attend the group interview sessions, 

though some did not attend due to scheduling conflicts. The team of researchers 

collected the data using tape recordings, scribing the interview sessions on computers, 

and through collecting the written responses of the participants. 

In the interview sessions, one interviewer conducted the interview session, and 

at least one scribe took detailed notes and observed the interview process. Tape 

recorders were also used to record the discussions. At the beginning of the session, 

teachers received a copy of the interview questions to which they were to respond. The 

interview consisted of four major questions, with clarifying questions to promote 

thought (Appendix C). This is consistent with rules for interviewing where open-ended 

questions are followed by probing from the interviewer (Borg & Gall, 1989). Teachers 

were asked to respond individually to each question by writing their response on Post-it 

note paper. When all had had sufficient time to respond, the teachers shared and 

discussed their responses with the group. All responses were placed on a chart under 

the appropriate question to promote discussion and elicit deeper responses to the 

questions. The interviewer used probing questions to elicit more specificity of 

responses. 
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In order to check for internal validity of this data gathered, triangulation of 

sources, methods, and researchers were used. Miles and Huberman (1984) discussed 

triangulation as a method to validate measures of the same skill or construct. They 

suggest that studies include different sources, different methods, operate at different 

levels, and use different researchers so there is a conscious effort to set out to collect 

and double-check findings. The group used the written responses from the various 

groups of teachers compared to the scribe notes of the interview group discussions that 

followed the written responses. Sources of information were gathered from a variety of 

teachers on different teams and at different grade levels. Research team members 

rotated duties of leading the interview sessions, scribing or observing. Research team 

members met daily during onsite visits to triangulate the findings using these various 

sources. Findings were discussed and analyzed inductively among the research team 

members to look for the convergence of data, inconsistencies in the data, and 

contradictions. These structured interviews provided more in-depth understanding of 

some questions that arose from the questionnaires. For the purposes of this study, only 

the questions relating to indicators of a challenging curriculum, teacher behaviors, and 

instructional climate will be examined. 

Followup Interview Guide 

A series of questions was created to followup on issues regarding the planning, 

developing, and implementing of each school's curriculum. These questions were to 

determine whether curriculum documents existed at each of the schools, how they were 
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developed, how much input the teachers had in creating them, and if the documents 

were actually used by the teachers. Interviews were conducted in May of 1997 on site 

at seven of the nine case study schools. Either the principal or the Instructional Guide 

was interviewed to obtain the information for the followup interview. Two of the 

interviews were conducted by telephone due to scheduling conflicts. Answers to 

interview questions were recorded on the interview guide form. A copy of this 

interview guide is found in Appendix D. 

Document Analysis 

Curriculum documents from each of the nine case study schools were analyzed 

for curriculum requirements in the middle school grades. This analysis was conducted 

on site in May of 1997, but examined document sources that were in place at the time 

of the original study. A checklist of indicators for quality curriculum guides developed 

by Glatthorn (1994) was used to evaluate existing curriculum guides at the nine case 

study schools (Appendix E). Glatthorn, well known for his work in curriculum 

development, based this checklist on current research denoted in previous chapters, and 

the consulting work he had done with over a hundred school districts (1994). Since two 

of the private schools had textbook series rather than formal curriculum guides, it was 

necessary to focus on one grade level curriculum in order to have comparable sources 

of data. Eighth grade curriculum was chosen as a focus because certain courses taught 

at that level are given credit toward high school graduation requirements. It was the 
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intent of the author to examine whether the three types of middle schools offered 

comparable courses such as these. 

Data Analysis 

For the purposes of this study, a profile for examining curricular components 

was constructed that included the four major components of curricular programs as 

found in the literature review—indicators of a challenging curriculum, teacher 

behaviors, academic instructional climate of the school, and support from external 

forces. These components have been plotted on a factor loading matrix with the four 

sources of data that were used in this study. (See Figure 2). This matrix served as a 

guide during the examination of all data sources as to the items that were most critical 

to each component. Individual items from the student and teacher questionnaires were 

determined to comprise these components after factor analysis was conducted to 

determine how these items loaded on the four major components. Findings from these 

data sources are compared to check for convergence, inconsistencies, and 

contradictions in the data. 
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Components Challenging Teacher Academic 
Curriculum Behaviors Instructional External Forces 

Data Sources „ Climate 
Student Sjjitfvey • (6) classes are • (4) perceptions that • (1) perceptions that • (19) school rules 

difficult teachers expect a school does a good are fair 
• (9) teachers assign great deal from job • (20) parents have 

a lot of homework them • (18) perceptions talked with teacher 
• (10) teachers that principal does 

provide feedback a goodjob 
• (14) teachers are • (21) teachers make 

willing to help a positive 
difference in their 
lives 

Teacher Survey • (16) teachers • (25) teachers have • (2) school mission • (21a) parents visit 
assign a great deal a high level of • (3) goals are clear class 
of homework education • (new4) teachers • (21c) parent 

• (13) teachers • (26) teachers are supported volunteers in class 
expect students to certified • (5) adm. support • (22a) teachers find 
exceed • (27a) teachers are • (6) teachers and it effective to have 

• (18d) teachers full time principal agree on parents in class 
make decisions to discipline 
determine amount • (7) positive 
of homework learning 

environment 
• (8) teachers work 

as a team 
• (9) principal sets 

priorities 
• (10) principal 

familiar with 
instruction 

Curriculum • course 
Documents requirements for 

8th grade 
• days allotted for 

school year 
• hours allotted for 

school day 
Structured • quality curriculum • teachers feel • the mission of the 
Interviews beyond basic skills efficacious school is clear 

• teacher have • objectives are clear 
expectations that • support from 
all students can administration 
learn • teacher autonomy 

Figure 2. Profile for examining auricular components of private, public choice and public attendance-
zone schools in San Antonio. This profile is comprised of questionnaire items from the teacher and 
student surveys, and specific indicators drawn from the research literature. (Numbers in parentheses 
indicate specific questionnaire items). 
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Quantitative Data 

Frequency distributions were used to organize and summarize the data of both 

questionnaires. Cronbach Alpha was used to test the reliability of the survey items. 

Factor analysis was conducted on all items from both the teacher and student 

questionnaires to calculate the factor structure of the questionnaire items. Several factor 

analyses were done, omitting items that did not load predominately on one factor. Items 

that crossloaded on factors were omitted until all items loaded on four factors. These 

four factors corresponded to the major theoretical components as found in the 

literature. Individual items from both teacher and student questionnaires that remained 

were used to create the factor structure matrix by which schools were compared. They 

are listed under each factor (component) in Figure 2. 

Factor scores were constructed using all of the indicators under each factor 

(component) from the teacher and student questionnaires. These scores were calculated 

using weighted linear combinations of the z scores of the designated questionnaire 

items, where the weights were the Pearson r correlation coefficients from the factor 

loading matrix. Analysis of covariance (ANCOVA), using the General Linear Model 

in SPSS 7.5, was used to test for significant associations between factor scores and 

school type. This method employs statistical control to explain variations in the 

dependent variable. Analysis of covariance (ANCOVA) measures one or more 

variables in addition to the independent variable of primary interest and controls for the 

variation attributed to these variables (Hinkle, Wiersma & Jurs, 1988). Because two 
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other variables—school size and homogeneity of student body—were preexisting 

differences among the three types of schools, they were included in the ANCOVA 

model. ANCOVA controls for the effects of these intervening variables, or covariates. 

In Using Multivariate Statistics, the authors state, "In ANCOVA, the regression of one 

or more covariates on the dependent variable is estimated first. Then dependent 

variable scores and means are adjusted to remove the linear effects of the covariates 

before analysis of variance is performed on these adjusted values" (Tabachnick & 

Fidell, 1996, p. 323). This procedure was conducted for this study. 

After the initial Ordinary Least Squares (OLS) model was fit, the variances of 

residuals were used to calculate weights which then were used in Weighted Least 

Squares ANCOVA to test for associations between factor scores and school type. 

Weighted Least Squares was used to accommodate sample sizes, downweight outliers, 

and accommodate differing variances among school types. ANCOVA was used to test 

whether school types statistically differed from one another and whether enrollment and 

homogeneity of student population were significant predictors of the dependent 

variable. Where these intervening variables were not significant, they were eliminated 

and weights recalculated for Weighted Least Squares Analysis of Variance (ANOVA). 

The model was run again to determine the effect that school type had on the dependent 

measure (factor scores). Leverage and Cook's tests were run to test for outliers. No 

significant outliers were found. Post hoc comparisons were conducted to discover 

where pairwise differences were significant among the three school types. The TUKEY 
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HSD (honestly significant difference) test was used as a test of significant pairwise 

differences. The TUKEY test is a multiple comparison procedure used to test a family 

of paired comparisons, with the probability of a family Type I error at exactly alpha 

(Toothaker, 1993). It was important to use this test to determine exactly where 

differences existed between the three types of schools. 

Analysis of Variance was performed using the General Linear model approach 

to estimate the f-statistic on certain individual questionnaire items. The f-test was used 

to determine the statistical significance of the variance in means across school types. 

Certain nominal data were analyzed across school type in crosstabular formations. 

Results of all data were analyzed using SPSS for Windows 7.5. Significance was set to 

the .05 level. 

Qualitative Data 

The data from the structured group interview questions were analyzed according 

to qualitative analysis as prescribed by Miles and Huberman (1984). Data were 

clustered, counted, and analyzed for emerging themes. The responses that related to 

curriculum, teacher behaviors, instructional climate, and external support were 

analyzed. Responses to a challenging curriculum should reflect that teachers would 

discuss items of quality that go beyond basic skills. Responses to questions regarding 

teacher behaviors should reflect that teachers felt efficacious and that they held high 

expectations for all of their students. Responses to whether the school had an academic 

instructional climate should reflect that the teachers knew and could articulate the 
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mission of the school, that instructional objectives were clear, that they had support 

from the administration, and that they had a high degree of autonomy over decisions 

about the curriculum. Responses to external support should reflect that teachers felt 

supported by parents regarding their curriculum. 

During the original San Antonio School Choice Research Project, curriculum 

documents were not analyzed. A follow-up interview with campus administrators 

(Appendix D) and document analysis of curriculum guides (Appendix E) was done in 

May 1997 at each of the nine case study schools. Principals or Instructional Guides 

were questioned on specific items related to curriculum documents that were available 

at the schools during the time of the original research. Curriculum documents, where 

available, were analyzed for the presence of quality indicators using a checklist 

developed by Glatthorn (1994) found in Appendix E. Matrices were created to compare 

these indicators present in curriculum documents at the three types of schools. Current 

curriculum efforts are also described as follow-up data to the original research project. 

Summary 

This study investigates whether or not differences existed in curricular programs 

in private, public choice, and public attendance-zone schools in San Antonio, Texas. 

The nature of this study lent itself to the use of both quantitative and qualitative data 

sources. Quantitative data were gathered through teacher and students questionnaires, 

and qualitative data were gathered through structured group interviews with teachers. 

Document analysis was conducted on curriculum documents from case study schools 
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where available. Qualitative data were triangulated to minimize the threat to internal 

validity and reliability of the data sources. Standard statistical procedures were used to 

compare the quantitative data across school type-private, public choice, and public 

attendance-zone. Chapter 4 presents the findings of this research study in narrative and 

tabular formats. 



CHAPTER IV 

PRESENTATION AND ANALYSIS OF DATA 

Introduction 

Chapter 3 described the participants and the procedures for the collection and 

analysis of the data, and included a review of the research methodology. This chapter 

includes a presentation and summary of the findings of the study in narrative, graphic, and 

tabular formats. 

This study investigated whether or not differences existed in the curricular 

programs in private, public choice, and public attendance-zone schools in San Antonio, 

Texas. Various data sources were used to investigate the nature of the curricular programs 

at the three types of schools. A teacher questionnaire, a student questionnaire, structured 

group interviews with selected teachers, and curriculum documents were analyzed, as well 

as a follow-up interview with administrators. In this chapter, findings for each of these 

data sources are presented and summarized across the three types of schools. Implications 

of the findings and recommendations for future study are included in chapter 5. 

Research Questions and Hypotheses 

This study addresses the following research questions and hypotheses, which are 

analyzed through each data source. Findings from data sources are triangulated to check 
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for convergence, inconsistencies, and contradictions in the data, and to provide for more 

complete and reliable answers to the research questions and hypotheses. 

Research Questions 

1. Do the instructional programs of private, public choice, and public 

attendance-zone schools in the San Antonio area differ significantly in certain indicators 

of a challenging curriculum? 

2. Do teachers at private, public choice, and public attendance-zone schools in 

the San Antonio area differ significantly in certain behaviors and levels of education? 

3. Do private, public choice, and public attendance-zone schools in the San 

Antonio area differ significantly in instructional climates? 

4. Do private, public choice, and public attendance-zone schools in the San 

Antonio area differ significantly in the support they receive from parents? 

Research Hypotheses 

The following differences were hypothesized: 

1. Schools of choice, both private and public, provide a more challenging 

curriculum content than attendance-zone schools in the San Antonio area. 

2. Teachers at both private and public choice schools have higher expectations 

for their students than teachers at public attendance-zone schools in the San Antonio 

area, but public school teachers will have higher levels of education. 

3. Schools of choice, both private and public, possess a more academic 

instructional climate than attendance-zone schools in the San Antonio area. 
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4. Schools of choice, both private and public, have more external support than 

attendance-zone schools in the San Antonio area. 

Analysis of Teacher Questionnaire 

Certain items from the teacher questionnaire were used to determine factor scores 

relating to major components of curricular programs. Factor analysis of the questionnaire 

items was done using principal component analysis with Varimax rotation. The items that 

were highly correlated and loaded on the four major factors were included in the factor 

structure matrix for data analysis. Table 1 displays the factor structure matrix which 

includes the specific questionnaire items which comprised the factor scores, and Pearson 

correlation values that indicate how the items loaded on each factor . 
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Table 1 

Factor Structure Matrix of Specific Questionnaire Items Onto the Four Major 
Components of Curricular Programs 

Question Descriptors Factor 
loading score 

Factor 1-Challenging curriculum 
Q18d Influence teachers have over amount of homework .704 
Q16 Number of minutes of homework assigned .542 
Q13 Percentage of students expected to exceed grade level .487 
Factor 2~Teacher Characteristics 
Q26 Teacher is TEA certified -.753 
Q27a Years of fulltime teaching experience .704 
Q25 Highest degree earned by teacher .697 
Factor 3—Instructional climate 
Q9 Principal sets priorities and sees that plans are carried out .857 
Q2 Principal is communicates school's mission to staff .839 
Q3 School's goals and priorities are clear .821 
Q5 Administration is supportive toward staff .810 
Q6 Teachers and principal agree on discipline policy .770 
Q10 Principal not familiar with instruction .696 
Q8 School personnel work closely as a team .686 
Q4 Teachers are not supported when enforcing rules .596 
Q7 Learning environment is not conducive to learning .555 
Factor 4—External Forces 
Q22a Teachers find it effective to have parent volunteers .782 
Q21c Teachers have parents volunteers in their classroom .761 
Q21a Parents visit and observe in classroom .653 

Though the Pearson value for question 13 (Q13) was lower than the standard 

criteria for including the item in the factor, it remained for theoretical reasons related 

to teacher expectations. Factor scores were constructed using all of the indicators under 

each factor (component) from the teacher questionnaire. These factor scores were 

calculated by using weighted linear combinations of the z scores of the designated 
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questionnaire items, where the weights were the Pearson r correlation coefficients from 

the factor structure matrix. 

Analysis of covariance (ANCOVA) using the general linear model (GLM) 

approach was performed on each factor to determine the main effect of school type and 

the effect of enrollment and homogeneity of student population. Enrollment was measured 

by the total student population and homogeneity was measured by the percentage of the 

largest ethnic group (Hispanic, African American or Anglo). GLM is a general analytic 

framework that encompasses ANOVA, ANCOVA, and regression. ANCOVA must meet 

the assumption of homogeneity of regression, in other words that the regression lines for 

individual groups are parallel. "Failure to meet this assumption implies that there is an 

interaction between the covariate and the treatment" (Hinkle, Wiersma, & Jurs, 1988, 

p. 508). 

When the intervening variables of enrollment and homogeneity had a significant 

effect on the model, the interaction between these variables and the main effect was also 

tested. When they had no effect on the model, they were removed, and analysis of 

variance (ANOVA) was performed using weighted least squares regression. Weighted 

least squares was used to control for variations in sample sizes among the schools and 

downweight the effect of outliers on the analysis. Each factor was analyzed according to 

these procedures, and results were compared to stated research questions and hypotheses. 

The next section of this chapter describes the results of the teacher questionnaire data, 

categorized by the four major factors of challenging curriculum, teacher behaviors, 

instructional climate, and external forces. 
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Indicators of a Challenging Curriculum 

A summary of the research literature reveals that various indicators of a 

challenging curriculum include high expectations of teachers, high levels of homework, 

higher track classes required of students, and curriculum with a rich intellectual content. 

Some of these indicators were collected as data from the teacher questionnaire used in this 

study. 

The following section describes the analysis of the data gathered from the teacher 

questionnaire. The first question and hypothesis of this study relates to indicators of a 

challenging curriculum: 

RQ1 Do instructional programs of private, public choice, and public attendance-zone 

schools in the San Antonio area differ significantly in certain indicators of a 

challenging curriculum as perceived by teachers? 

HI Teachers at schools of choice, both private and public, perceive their curriculum 

content to be a more challenging than do attendance-zone school teachers in the 

San Antonio area. 

Those items from the teacher questionnaire that represented the concept of a 

challenging curriculum were (a) the level of influence teachers had over determining 

the amount of homework to be given; (b) the amount of homework the teachers 

actually gave; (c) and the percentage of students whom teachers expected to exceed 

grade level objectives. Factor 1 is a summative score of these correlated items 

regarding indicators of a challenging curriculum. Analysis of covariance using the 
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general linear model was performed on Factor 1, with school type as the main effect 

and enrollment and homogeneity of student population as intervening variables. Having 

no significant effect, the intervening variables were eliminated and the model run 

again. Weighted least squares were used to accommodate differences in sample sizes. 

Table 2 presents the descriptive statistics and significance of the indicators of a 

challenging curriculum, with school type as the main effect. 

Table 2 

Descriptive Statistics for Indicators of the Challenging Curriculum Factor bv School Type 

School type M SD N 

Private .1648 1.1176 278 

Multilingual -.1032 .9004 78 

Public attendance -.1666 1.0954 219 

Total 575 

Note, df = 2; mean squared = 8.664; f = 6.219; significance = .002; alpha = .05; 

R squared = .021; adjusted R squared = .018; weighted least squares regression -

weighted by WEIGHT 1. 

Table 2 presents the differences in the means of the factor scores across the 

three types of schools, with private school teachers reporting more positive scores on 

the indicators of a challenging curriculum than both kinds of public schools. A positive 

correlation exists between the questionnaire items and the factors scores. Higher factor 

scores indicate more positive responses to questionnaire items. 
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Post hoc tests, using the TUKEY HSD (honestly significant difference) 

procedure, were conducted to analyze where differences existed among the three types 

of schools. Table 3 displays the pairwise comparisons among private schools, 

multilingual schools, and public attendance-zone schools. 

Table 3 

Pairwise Comparisons Using Tukev HSD Test on the Challenging Curriculum Factor 

School type School type Mean difference Standard error Significance 

Private Multilingual .2679 .161 .113 
Public attendance .3314* .096 .001 

Multilingual Private -.2679 .161 .113 
Public attendance 6.342 .165 .950 

Public attendance Private -.3314* .096 .001 
Multilingual -6.342 .165 .950 

• £<.05 

Table 3 reveals significant differences in pairwise comparisons between the 

means of the three kinds of schools. Private school teachers' perceptions were 

significantly different from public attendance-zone teachers' perceptions that their 

school's curriculum is challenging. There are no significant differences between 

teachers' perceptions of their curriculum at private and multilingual schools. There 

were no significant differences between perceptions of teachers at multilingual and 

public attendance-zone schools. The only comparison that shows reliable differences is 

between private and public attendance-zone teachers. Multilingual school teachers' 
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responses fell somewhere in the middle between private and public attendance-zone 

schools. 

Further examination was done on the raw scales of individual questionnaire items 

to reveal more specific data. These individual questionnaire items were analyzed because 

they provided data related to the theoretical concepts of this study. Question 16 asked 

teachers to report how much homework they assigned during a typical class period. 

Table 4 delineates the percentages of teachers reporting designated minutes of homework 

assigned per class period. 

Table 4 

Percentages of Teachers Reporting the Amount of Homework Given to Students 

Per Class Period by School Type 

Amount of Private Multilingual Public attendance 
homework assigned 

None 107 \T9 6.8 

15 minutes 18.3 23.1 32.9 

16-30 minutes 49.0 34.6 39.6 

31-45 minutes 14.5 24.4 16.7 

46-60 minutes 5.2 — 2.7 

60+minutes 2.4 — 1.4 

The percentage of teachers who reported assigning 15 to 30 minutes of 

homework per class period was 67.3% for private school teachers, 57.7% for public 

choice (multilingual) teachers, and 72.5% for public attendance-zone teachers. The 
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percentage of teachers who reported assigning 30 minutes of homework or more was 

22.1% for private, 24.4% for public choice (multilingual), and 20.8% for public 

attendance-zone teachers. 

The general linear model was performed on this individual questionnaire item to 

determine differences in means by school type. Table 5 presents the descriptive 

statistics and the significance of this analysis. 

Table 5 

Descriptive Statistics for Homework Assigned bv School Type 

School type M SD N 

Private 2.92 1.09 290 

Multilingual 2.65 1.04 78 

Public attendance 2.80 .98 222 

Total 590 

Note, dfj= 2; mean squared = 2.580; f = 2.382; significance = .093; alpha = .05; 

R squared = .008; adjusted R squared = .005; weighted least squares regression -

weighted by WEIGHT 1. 

With a significance of .093, results of this test show that there are no significant 

differences in the amount of homework assigned across school type. Teachers at all three 

types of schools gave approximately the same amount of homework per class period. 

Further analysis of teacher expectations is described in the following section. 
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Teacher Characteristics and Behaviors 

A summary of the literature on teacher behaviors and characteristics presents 

several major findings. Some of the teacher behaviors and characteristics that are most 

prevalent throughout the research are high expectations for students, feedback and active 

instruction, possessing feelings of efficacy, and being knowledgeable and well 

prepared. Some of these indicators were collected as data from the teacher 

questionnaire. 

Factor 2 provides summative information regarding certain teacher characteristics. 

These correlated items from the questionnaire provide a scale on which to conduct 

regression analysis of the data. The factor of teacher characteristics is measured by the 

highest degree a teacher had earned, whether or not teachers were certified by the state 

of Texas, and the years teachers had worked full time at their school. Other individual 

items relating to teachers' expectations of students were also analyzed. Teacher 

characteristics and these individual items regarding teacher expectations provide data 

that respond to the following research question and hypothesis: 

RQ2 Do teachers at private, public choice, and public attendance-zone schools in the 

San Antonio area differ significantly in certain characteristics and levels of 

education as reported by teachers? 

H2 Teachers at both private and public choice schools have higher expectations for 

their students and higher levels of education than do teachers at public 

attendance-zone schools in the San Antonio area. 
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Analysis of covariance using the general linear model was performed on 

Factor 2, with school type as the main effect and enrollment and homogeneity of 

student population as intervening variables. Homogeneity of student population had no 

effect on the model, but the interaction of enrollment with school type was significant. 

This interaction was left in the model and the model was run again. Table 6 presents 

the descriptive statistics and significance of teacher characteristics with school type as 

the main effect and enrollment as an intervening variable. 

Table 6 

Descriptive Statistics for Teacher Characteristics bv School Type 

^ SD N ~~~ 

Private -.8341 1.5373 273 

Multilingual .8128 1.0648 73 

Public Attendance .8253 .9691 204 

Total 550 

Note. Weighted least squares regression - weighted by WEIGHT 1. 

The mean factor scores for private school teachers were lower than those of both 

multilingual and public attendance-zone teachers. Negative factor scores indicate lower 

responses on the scaled items. An interaction occurred between the variable of enrollment 

and the school type. Table 7 presents the data and significance of this interaction. 
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Table 7 

Analysis Using General Linear Model on Teacher Characteristics Factor With School 

Type as Main Effect and Enrollment as an Intervening Variable 

Source df M f Significance 

School type 2 36.227 12.282 .000 

School type*enrollment 3 30.204 10.240 .000 

Note. Alpha =.05;R squared = .274 ; adjusted R squared = .267; weighted least squares 

regression - weighted by WEIGHT 1. 

Enrollment had an interaction with school type that was significant. The 

interaction term of enrollment*school type is a predictor of the level of education of the 

teachers. Table 8 displays the slopes of the regression lines for the interaction term of 

enrollment*school type. 

Table 8 

Parameter Estimates of Interaction Between Homogeneity on the Main Effect 

of School Type 

Parameter B t Sig. Eta squared 

enrollment*school type (private) 1.723 5.424 .000 .051 

enrollment*school type (multilingual) -3.990 -1.124 .262 .002 

enrollment* school type (public attendance) -1.500 -.196 .845 .000 

Note. Alpha = .05; weighted least squares regression - weighted by WEIGHT1. 
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The slope of the regression line for private school was positive and significant. 

As enrollment in private schools went up, so did the level of education of the teachers. 

The effect was not significant in public schools. The effect size of this interaction is 

measured by Eta squared which accounted for 5% of the total variance. This is a 

relatively small effect size. 

Further examination was conducted using the raw Likert scales of individual 

questionnaire items regarding teachers' levels of education. Table 9 presents the 

percentages of teachers from the three types of schools describing their highest degree 

earned. 

Table 9 

Percentages of Teachers Reporting Their Highest Level of Education 

Highest degree Private Multilingual Public 
Attendance 

High school diploma 8.1 

Associate's 5.4 

Bachelor's 72.3 57.0 64.0 

Master's 13.2 41.8 36.0 

Doctorate 1.0 1.3 

The level of education of teachers at private schools differs from the levels of 

education of both types of public school teachers. The majority of teachers at private 

schools possess a bachelor's degree or lower, whereas the majority of both types of 
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public school teachers possess a bachelor's degree or higher. This finding is consistent 

with a recent study from the National Center for Education Statistics (1997) that found 

that public school teachers were more likely to have earned a master's degree than 

private school teachers. 

Further analysis was conducted on the raw Likert scale data from the individual 

questionnaire item where teachers reported their of years of full-time experience. Table 

10 presents the percentages of teachers in the three types of schools reporting their 

years of experience as a full-time teacher. 

Table 10 

Percentage of Teachers' Reporting Years of Full-time Experience by School Type 

Years of Private Multilingual Public 

0-5 44/7 
— _...... 

6-10 19.5 28.9 11.3 

11-15 15.7 15.8 22.2 

16-20 8.5 24.9 16.3 

21-25 4.8 9.1 19.1 

26+ 6.4 9.1 11.2 

The largest groups of teachers in the private schools reported having 10 years of 

experience or less. The largest groups of teachers in the multilingual schools reported 
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from 6 to 20 years. The largest groups in the public attendance-zone schools ranged 

from 11 to 25 years. 

The general linear model was performed on this individual questionnaire item of 

the number of years of fulltime experience that teachers reported at private, public 

choice, and public attendance-zone schools. Table 11 presents the descriptive statistics 

and significance of these results across the three school types. 

Table 11 

Descriptive Statistics for Teachers Reporting Full-time Teaching Experience 

by School Type 

School type M SD N 

Private 9.56 9.53 293 

Multilingual 16.89 15.62 76 

Public attendance 17.33 14.85 221 

Total 590 

Note, df = 2; mean squared = 4335.423; f = 27.274; significance = .000; alpha = .05; 

R squared = .085; adjusted R squared = .082. 

The mean number of years for private school teachers was 9.56. The mean number 

of years for multilingual teachers was 16.89 and 17.33 for public attendance-zone 

teachers. These results indicate that there are significant differences in the means among 

school types regarding the teachers' years of full-time teaching experience. Further 

analysis of these results was performed with pairwise comparisons among the three 
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types of schools, using the Tukey HSD (honestly significant difference) test to compare 

among the groups. Table 12 presents the findings of this analysis. 

Table 12 

Pairwise Comparison Using Tukev HSD Test on Teachers Reporting Full-time Teaching 

Experience by School Type 

School type 

Private 

Multilingual 

School type Mean difference Standard error Significance 

Multilingual -7.34* 1.623 .000 
Public attendance -7.78* 1.123 .000 

Private 7.34* 1.623 .000 
Public attendance -.44 1.677 .963 

Private 7.78* 1.123 .000 
Multilingual .44 1.677 .963 

* p< .05 

Results indicate that there are significant differences in the years of full-time 

experience among teachers across the three types of schools. Private school teachers 

have significantly fewer years of full-time teaching experience than both types of public 

school teachers. 

Teacher expectations are another indicator of effective teacher behaviors that 

promote student achievement. Data were collected through several items from the 

teacher questionnaire that examined teachers' expectations for their students that year. 

The general linear model was performed on the Likert scales of these individual items 

to determine differences among teachers at the three types of schools. Question 13 

asked teachers to respond to the percentage of students they expected to exceed grade-
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level objectives by the end of the year. Table 13 presents descriptive statistics and 

significance of the results. 

Table 13 

Percentages of Teacher Expectations for Students to Exceed Grade Level Objectives 

* ft-yr, ..n..* nvn.P1.A.. L.. n 

School type M SD N 

Private 3.42 i.3 i 302 
Multilingual 3.03 1.28 78 

Public attendance 2.52 1.48 220 

Total 600 

Note, df = 2; mean squared = 51.687; f = 27.488; significance = .000; alpha = .05; 

R squared = .084; adjusted R squared = .081. 

Results indicate that significant differences exist among teachers at the three 

types of schools. Further analysis was conducted with pairwise comparisons using the 

Tukey HSD test to compare the means of the three groups to see where differences 

existed. Table 14 presents the results of this analysis. 
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Table 14 

Pairwise Comparisons Using TUKEY HSD test on Teacher Expectations of Students 

Exceeding Grade-Level Objectives bv School Type 

School type School type Mean difference Standard error Significance 

Private Multilingual .40 .174 .058 
Public attendance .90* .122 .000 

Multilingual Private -.40 .174 .058 
Public attendance .50* .181 .015 

Public attendance Private -.90* .122 .000 
Multilingual -.50* .181 .015 

p < .05 

Results of these pairwise comparisons indicate that both private and multilingual 

teachers had significantly higher expectations that their students would exceed grade-level 

objectives than did public attendance-zone teachers. 

Further analysis of individual items regarding teacher expectations was 

conducted. Question 14a asked the teachers to respond to the percentage of students 

they expected to reach grade-level objectives by the end of the year. Table 15 reports 

the descriptive statistics and significance of the results. 
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Table 15 

Percentages of Teacher Expectations for Students to Reach Grade-Level Objectives 

School type M SD N 

Private 4.33 1.07 295 

Multilingual 3.14 1.18 78 

Public attendance 3.40 1.22 219 

Total 592 

Note, df = 2; mean squared = 76.219; f = 58.202; significance = .000; alpha = .05; 

R squared = .165; adjusted R squared = .162. 

These results indicate that there are significant differences in the means among 

teachers' expectations for their students at the three types of schools. Further analysis 

was performed with pairwise comparisons using the Tukey HSD test to compare means 

among the three groups to see where differences existed. Table 16 presents the findings 

from this analysis. 
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Table 16 

Pairwise Comparisons Using Tukev HSD Test on Teacher Expectations of Students to 

Reach Grade Level Objectives bv School Type 

School type School type Mean difference Standard error Significance 

Private Multilingual 1.19* .146 .000 
Public attendance .93* .102 .000 

Multilingual Private -1.19* .146 .000 
Public attendance -.26 .151 .206 

Public attendance Private -.93* .102 .000 
Multilingual .26 .151 .206 

* p < .05 

This analysis indicates that private school teachers differ significantly from 

both types of public school teachers and had higher expectations that their students 

would reach grade-level objectives by. the end of the year. Multilingual and public 

attendance-zone teachers' expectations do not vary significantly from each other. 

One other question from the teacher questionnaire regarding teacher 

expectations of students was analyzed. In question 14b, the teachers were asked to 

report what percentage of students they expected to meet the teacher's own objectives 

by the end of the year. Table 17 presents the descriptive statistics and significance of 

the results. 
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Tablel7 

Percentages of Teacher Expectations for Students to Meet Teacher's Objectives 

School type M SD N 

Private 4."37 .87 299 

Multilingual 3.53 1.34 72 

Public attendance 3.60 1.19 210 

Total 581 

Note, df = 2; mean squared = 44.622; f = 39.699; significance = .000; alpha = .05; 

R squared = . 121; adjusted R squared = .118. 

Results from this analysis indicate that there are significant differences across 

school type among the expectations teachers have that their students will meet teacher 

objectives. Further analysis was conducted through pairwise comparisons to see where 

differences existed among the groups. Table 18 presents these results. 
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Table 18 

Pairwise Comparisons Using Tukev HSD Test on Teacher Expectations of Students to 

Meet Teacher's Objectives 

School type School type Mean difference Standard error Significance 

Private Muitiiinguai .84* .139 .666 
Public attendance .76* .095 .000 

Multilingual Private -.84* .139 .000 
Public attendance -7.70 .145 .856 

Public attendance Private -.76* .095 .000 
Multilingual 7.70 .145 .856 

p < .05 

The results indicate that private school teachers' expectations that students will 

meet their own objectives differ significantly from expectations of both kinds of public 

school teachers. In summary, private school teachers held higher expectations that their 

students would meet grade level objectives and reach the teacher's own objectives. 

Private school teachers held higher expectations than did public attendance-zone 

teachers that their students would exceed grade-level objectives. 

Instructional Climate 

A summary of the research literature presents several indicators of an academic 

instructional climate that promotes student achievement. These indicators include the 

following: 
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1. The school has an academic mission or focus. 

2. Students and teachers have perceptions of a positive school climate. 

3. The principal is the leader in setting the instructional climate of a school. 

4. Teamwork, collaboration, and support exist among all school personnel. 

In order to measure instructional climate across school types, factor scores were 

constructed from several items on the teacher questionnaire that were highly correlated 

and loaded on the instructional climate factor. Items included in this factor are knowing 

the school mission, having clear goals, support for teachers, support from 

administration, agreement of teachers and administrators on discipline, a positive 

learning climate, teachers who work as a team, a principal who sets priorities, and a 

principal who is familiar with instruction. These factor scores were calculated using 

weighted linear combinations of the z scores of the designated questionnaire items, 

where the weights were the Pearson r correlation coefficients from the factor loading 

matrix. This factor provides data for the following research question and hypothesis: 

RQ3 Do private, public choice, and public attendance-zone schools in the San 

Antonio area differ significantly in instructional climates as perceived by 

teachers? 

H3 Teachers at schools of choice, both private and public, perceive their schools 

possess a more academic instructional climate than do attendance-zone school 

teachers in the San Antonio area. 
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Analysis of covariance using the general linear model was performed on the 

school climate factor, with school type as the main effect and enrollment and 

homogeneity of student population as intervening variables. Enrollment was measured 

by the total student population and homogeneity was measured by the percentage of the 

largest ethnic group (Hispanic, African American or Anglo). Having no significant 

effect, these variables were eliminated and the model run again. Weighted least squares 

were used to accommodate differences in sample sizes. Table 19 presents the 

descriptive statistics and significance of school climate across the three types of 

schools. 

Table 19 

Descriptive Statistics for Instructional Climate bv School Type 

School Type M SD N 

Private -1.8707 4.0045 229 

Multilingual 2.5596 4.7095 72 

Public 1.6072 5.5182 219 

Total 590 

Note, df = 2; mean squared = 20933.594; f= 39.170; significance = .000; alpha = .05; 

R squared = .118; adjusted R squared = .115; WLS regression - weighted by WEIGHT1. 

These items on the teacher questionnaire were coded from 1 (strongly agree) to 6 

(strongly disagree), therefore, groups with the most agreement have negative mean values. 
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The variance in means was significantly different among the three school types. Further 

analysis was conducted with pairwise comparisons using Tukey HSD test to compare 

means among the three types of schools. Table 20 presents the results of this analysis. 

Table 20 

Pairwise Comparison Using Tukev HSD Test on Instructional Climate 

School type School type Mean difference Standard error Significance 

Private Multilingual -4.4303* .668 .000 
Public attendance -3.4779* .438 .000 

Multilingual Private 4.4303* .668 .000 
Public attendance .9524 .644 .301 

Public attendance Private 3.4779* .438 .000 
Multilingual -.9524 .644 .301 

* p < .05 

This table shows that the climate of private schools differed from that of the public 

attendance-zone and the multilingual schools, but that the two kinds of public schools did 

not differ significantly from each other. Private school teachers reported a more positive 

view of their school climate that did multilingual and public attendance-zone teachers. 

External Forces 

A summary of the research literature presents several indicators of external 

support that benefit schools and promote student achievement. Those indicators include 

the following: 

1. Schools with higher parental support do better. 

2. Parental support is necessary to sustain curricular programs. 
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3. Schools exist in a larger context or community. 

4. Autonomy is necessary in order for schools to create innovative and unique 

programs. 

Some of these indicators were collected as data through the teacher questionnaire. 

Factor 4 provided data on support from external forces across school types as 

measured by whether parents had visited the classrooms, whether parents volunteered 

in the classroom, and whether teachers found it to be effective to have parents in the 

classroom. These data address the following research question and hypothesis: 

RQ4 Do private, public choice, and public attendance-zone schools in the San 

Antonio area differ significantly in the support they receive from external forces 

as perceived by teachers? 

H4 Teachers at schools of choice, both private and public, perceive their schools 

have more external support from parents than do attendance-zone school 

teachers in the San Antonio area. 

Factor scores were calculated using weighted linear combinations of the z scores 

of the designated questionnaire items, where the weights were the Pearson r correlation 

coefficients from the factor loading matrix. Analysis of covariance using the general 

linear model was performed on the external forces factor across school types with 

enrollment and homogeneity of student population as intervening variables. Neither 

homogeneity of the student population nor enrollment had an effect on the model, so 

these variables were removed and the model run again. Weighted least squares were 
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used to accommodate differences in sample sizes. Table 21 presents the descriptive 

statistics and significance of the external forces factor across school types. 

Table 21 

Descriptive Statistics for External Forces by School Type 

School type M SD N 

Private 1721 1.7931 261 

Multilingual -.6525 1.4431 62 

Public attendance -.3580 1.4274 191 

Total 
514 

Note, df= 2; mean squared = 165.643; f = 22.596; significance = .000; alpha = .05; 

R squared = .081; adjusted R squared = .078; weighted least squares regression -

weighted by WEIGHT 1. 

School type does have a significant difference on external forces at the three 

types of schools. Post hoc tests using Tukey HSD were performed to determine where 

the differences existed among the three school types. Table 22 presents the results of 

these pairwise comparisons. 
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Table 22 

Pairwise Comparison Using Tukev Test on External Forces bv School Type 

School type School type Mean difference Standard error Significance 

Private Multilingual 1.2247* .256 .000 
Public attendance .9302* .166 .000 

Multilingual Private -1.2247* .256 .000 
Public attendance -.2945 .275 .532 

Public attendance Private -.9302* .166 .000 
Multilingual .2945 .275 .532 

* p < .05 

The results indicate that private school differ significantly from public choice and 

public attendance-zone teachers perceptions of external support and that these perceptions 

were more positive. 

Summary 

This section reported the findings from the teacher questionnaire data that 

addressed the four major research questions and hypotheses. Teacher perceptions 

regarding the four major components of curricular programs differed significantly in 

several areas. Private school teachers perceived their curriculum to be more challenging 

than did multilingual or public attendance-zone teachers, although there was no significant 

difference in the amount of homework given among schools. Private school teachers 

differed significantly from multilingual or public attendance-zone teachers in that they held 

fewer higher degrees, fewer were certified by the state of Texas, and private school 

teachers had less full-time teaching experience than public school teachers. Enrollment and 



86 

school type had a significant effect on teacher's levels of education. Private school 

teachers perceived their school's climate to be more positive than did multilingual or 

public attendance-zone teachers. School type had a significant effect on parent support 

with private school teachers reporting more support than either types of public schools. 

Analysis of Student Questionnaire 

Certain items from the student questionnaire were used to determine factor scores 

as they related to the four major components of curricular programs. Factor analysis of the 

questionnaire items was done using principal component analysis with Varimax rotation. 

The items that were highly correlated and loaded on the four major factors were included 

in the factor structure matrix for data analysis. Table 23 displays the factor structure 

matrix which includes the specific questionnaire items which comprised the factor scores, 

and Pearson correlation values that indicate.how the items loaded on each factor. 
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Table 23 

Factor Structure Matrix Including Descriptors of Specific Questionnaire Items From the 

Student Questionnaire and the Factor Loading Scores 

Question Descriptor Factor loading 
score 

Factor 1--Challenging curriculum 
Q6 Classes are easy .789 
Q9 Teachers assign a lot of homework .730 
Factor 2--Teacher behaviors 
Q4 Teachers expect students to do their best .736 
Q10 Teachers help correct students mistakes .680 
Q14 Teachers are willing to help students with problems .559 
Factor 3--Instructional climate 
Q18 The principal does a good job .658 
Q1 The school gives a good education .640 
Q21 Teachers make a positive difference in the lives of students .555 
Factor 4--External forces 
Q19 School rules are fair .712 
Q20 Parents have talked with my teacher .674 

Factor scores were constructed using these items from the student 

questionnaires. These factor scores were calculated using weighted linear combinations 

of the z scores of the designated questionnaire items, where the weights were the 

Pearson r correlation coefficients from the factor structure matrix. 

Analysis of covariance (ANCOVA) using the general linear model approach was 

performed on each factor to determine the main effect of school type and the effects of the 

intervening variables of enrollment and homogeneity of student population. Enrollment 

was measured by the total student population and homogeneity of student population was 

measured by the percentage of the largest ethnic group (Hispanic, African American or 

Anglo). Where these intervening variables had a significant effect, interactions between 
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these variables and the main effect were tested. When they did not have an effect on the 

model, they were eliminated and analysis of variance (ANOVA) was performed using 

weighted least squares to control for differences in sample sizes. Weighted least squares 

was used to control for variations in sample sizes among the schools and downweight the 

effect of outliers on the analysis. Each factor was analyzed according to these procedures, 

and results were compared to stated research questions and hypotheses. This section of 

the chapter describes the results of the student questionnaire data, categorized by the four 

major factors of challenging curriculum, teacher behaviors, instructional climate, and 

external forces. 

Indicators of a Challenging Curriculum 

A summary of the research literature reveals various indicators of a challenging 

curriculum. Some of those indicators are high expectations of teachers, high levels of 

homework given, higher track classes required of students, and a curriculum with a rich 

intellectual content. Some of these indicators were collected as data from the student 

questionnaire. 

The following section describes the analysis of the data gathered from the student 

questionnaire. The first question and hypothesis of this study relate to indicators of a 

challenging curriculum: 

RQ1 Do instructional programs at private, public choice, and public attendance-zone 

schools in the San Antonio area differ significantly in indicators of a challenging 

curriculum as perceived by students? 
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HI Students at schools of choice, both private and public, perceive their 

instructional program to provide a more challenging curriculum content than do 

students at attendance-zone schools in the San Antonio area. 

Those items from the student questionnaire that represented the concept of a 

challenging curriculum were the perceptions that teachers assigned a great deal of 

homework and that classes were not easy. Factor 1 is the weighted summative score of 

these items that correlated to one another regarding indicators of a challenging 

curriculum. Analysis of covariance using the general linear model was performed on 

these indicators of a challenging curriculum across school type with enrollment and 

homogeneity of student population as intervening variables. These variables had no 

effect on the model, so they were eliminated and the model run again. Weighted least 

squares was used to accommodate differences in sample sizes. Table 24 presents the 

descriptive statistics and significance of the indicators of a challenging curriculum 

across school type. 
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Table 24 

Descriptive Statistics for Challenging Curriculum bv School Type 

School Type M — _ g 

"Private 225 1.1646 327 

Multilingual -3.290 1.1506 938 

Public Attendance -6.160 1.2209 577 

Total 1842 

Note, df = 2; mean squared = 13.306; f = 6.982; significance = .001; alpha = .05; 

R squared = .008; adjusted R squared = .006; weighted least squares regression -

weighted by WEIGHT 1. 

Table 24 presents the differences in the means of the factor scores across the 

three types of schools, with private school students reporting more positive scores on 

the indicators of a challenging curriculum than both kinds of public school students. A 

positive correlation exists between the questionnaire items and the factors scores. 

Higher factor scores indicate more positive responses to questionnaire items. 

The results from this analysis indicate that there are significant differences in the 

means across the three school types. Post hoc tests, using the TUKEY HSD (honestly 

significant difference) procedure, were conducted to analyze where differences existed 

among the three types of schools. Table 25 displays the pairwise comparisons of 

responses among student at private schools, multilingual schools, and public 

attendance-zone schools. 
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Table 25 

Pairwise Comparison Using Tukev HSD Test on Indicators of a Challenging Curriculum 

School type School type Mean difference Standard error Significance 

Private Multilingual .258* .077 .002 
Public attendance .287* .081 .001 

Multilingual Private -.258* .077 .002 
Public attendance 2.868 .061 .886 

Public attendance Private -.287* .081 .001 
Multilingual -2.870 .061 .886 

* p < .05 

The results indicate that perceptions of students at private schools are 

significantly different from both types of public school students and that private school 

students perceive their curriculum to be more challenging. 

Teacher Behaviors 

A summary of the research literature on teacher behaviors presents several major 

findings. Some of the indicators that are most prevalent throughout the research are high 

expectations for students, feedback and active instruction, possessing feelings of 

efficacy, and being knowledgeable and well prepared. Some of these indicators were 

collected as data from the student questionnaire. 

Factor 2 provides summative information regarding certain teacher behaviors. 

These items from the survey were highly correlated with each other and provide a scale on 

which to conduct regression analysis of the data. These factor scores were calculated 

using weighted linear combinations of the z scores of the designated questionnaire 
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items, where the weights were the Pearson r correlation coefficients from the factor 

structure matrix. The teacher behavior factor provides data that are measured by the 

students' perceptions of teacher expectations, the degree to which teachers help students 

correct mistakes, and the degree to which teachers help students solve problems. This 

teacher behavior factor provides data that respond to the following research question 

and hypothesis: 

RQ2 Do teachers at private, public choice, and public attendance-zone schools in the 

San Antonio area differ significantly in certain behaviors as perceived by 

students? 

H2 Students at both private and public choice schools perceive their teachers to 

have higher expectations for their students than do students at public attendance-

zone schools in the San Antonio area. 

Analysis of covariance (ANCOVA) using the general linear model was 

performed on the teacher behavior factor across school types with enrollment and 

homogeneity of student population as intervening variables. Having no significant 

effect, these variables were eliminated and the model run again. Weighted least squares 

was used to accommodate for differences in sample sizes. Table 26 presents the 

descriptive statistics and significance of teacher behaviors across school type. 
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Table 26 

Descriptive Statistics and Significance for Teacher Behaviors bv School Type 

School Type M SD N 

Private -7.020 1.0038 329 

Multilingual 1.347 1.2232 931 

Public Attendance -2.970 1.2960 571 

Total 1831 

Note, df = 2; mean squared = 1.006; f = .456; significance = .634; alpha = .05; 

R squared = .000; adjusted R squared = .001; weighted least squares regression -

weighted by WEIGHT 1. 

The results of this analysis show no significant difference between students' 

perceptions of teacher behaviors at the three types of schools. 

Instructional Climate 

A summary of the research literature presents several indicators of an academic 

instructional climate that promotes student achievement. These indicators include the 

following: 

1. The school has an academic mission or focus. 

2. The students and teachers have perceptions of a positive school climate. 

3. The principal is the leader in setting the instructional climate of a school. 

4. Teamwork, collaboration, and support exist among all school personnel. 
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In order to measure instructional climate across school types, factor scores were 

constructed from several items on the student questionnaire that were highly correlated. 

Items included in this factor are that the principal does a good job, the school gives a 

good education, and teachers have made a positive difference in the lives of the 

students. These factor scores were calculated using weighted linear combinations of the 

z scores of the designated questionnaire items, where the weights were the Pearson r 

correlation coefficients from the factor structure matrix. This factor provides data for 

the following research question and hypothesis: 

RQ3 Do private, public choice, and public attendance-zone schools in the San 

Antonio area differ significantly in instructional climates as perceived by 

students? 

H3 Students at schools of choice, both private and public, perceive their schools to 

possess a more academic instructional climate than do attendance-zone students 

in the San Antonio area. 

Analysis of covariance (ANCOVA) using the general linear model was 

performed on the school climate factor across school types with enrollment and 

homogeneity of student population as intervening variables. Enrollment was measured 

by the total student population and homogeneity was measured by the percentage of the 

largest ethnic group (Hispanic, African American, or Anglo). Having no significant 

effect, the intervening variables were eliminated and the model run again. Weighted 

least squares was used to accommodate for differences in sample sizes. Table 27 
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presents the descriptive statistics and significance of instructional climate across school 

type. 

Table 27 

Descriptive Statistics and Significance for Instructional Climate by School Type 

"School Type M SD N 

Private -7.020 1.0064 329 

Multilingual 1.357 1.2271 931 

Public Attendance -3.030 1.3018 571 

Total 1831 

Note, df = 2; mean squared = 1.023; f = .456; significance = .634; alpha = .05; 

R squared = .000; adjusted R squared = .001; weighted least squares regression -

weighted by WEIGHT 1. 

Results from this analysis indicate no significant difference in students' 

perceptions of the climate of their schools. Most students perceive that their school 

gives them a good education and that the teachers and principal do a good job. 

External Forces 

A summary of the research literature presents several indicators of external 

forces that benefit schools and promote student achievement. These indicators include 

the following: 
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1. Schools with higher parental support do better. 

2. Parental support is necessary to sustain curricular programs. 

3. Schools exist in a larger context or community. 

4. Autonomy is necessary in order for schools to create innovative and unique 

programs. 

Some of these indicators were collected as data through the student questionnaire. 

Factor 4 provided data on support from external forces across school types as 

measured by whether parents had met and talked with the teacher and whether the 

school rules were fair. Factor scores were calculated using weighted linear 

combinations of the z scores of the designated questionnaire items, where the weights 

were the Pearson r correlation coefficients from the factor structure matrix. This factor 

provided data to address the following research question and hypothesis: 

RQ4 Do private, public choice, and public attendance-zone schools in the San 

Antonio area differ significantly in support they receive from external forces as 

perceived by students? 

H4 Students at schools of choice, both private and public, perceive their schools 

have more external support than do attendance-zone students in the San Antonio 

area. 

Analysis of covariance (ANCOVA) using the general linear model was 

performed on this external forces factor with enrollment and homogeneity of student 

population as intervening variables. The variable of enrollment had no effect on the 
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model, but homogeneity did. The variable of enrollment was removed, and the model 

was run again to test the interaction between homogeneity and the main effect of school 

type. Weighted least squares was used to accommodate for differences in sample sizes. 

Table 28 presents the descriptive statistics and significance of external forces across 

school type with homogeneity as an intervening variable. 

Table 28 

Descriptive Statistics for External Forces bv School Type 

School type M SD N 

Private .1806 .8888 263 

Multilingual 3.5360 1.0264 934 

Public Attendance -.1779 1.1162 579 

Total 1776 

Note, f = 16.673; sig. = .000; Weighted least squares regression - weighted by 

WEIGHT 1. 

Table 28 presents the descriptive statistics of the means of the factor scores 

across the three types of schools. The results indicate significant differences between 

the means across the three types of schools. The variable of homogeneity had an 

interaction with the main effect of school type. Table 29 presents the significance of 

that interaction across the three school types. 
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Table 29 

Analysis Using General Linear Model of Support from External Forces With School Type 

as Main Effect and Homogeneity as an Intervening Variable 

Source df Mean squared F Significance 

School type 2 10.941 9.508 .000 

Homogeneity 1 1.536 1.335 .248 

School type*homogeneity 2 7.913 6.877 .001 

Note. Alpha = .05; R squared = .031; adjusted R squared = .028; weighted least squares 

regression - weighted by WEIGHT 1. 

The results show significant differences by school type, and that homogeneity of 

student population had an effect on each school type. Table 30 provides further 

explanation of the slopes of the regression lines. 

Table 30 

Parameter Estimates of Interaction Between Homogeneity on the Main Effect 

of School Type 

Parameter B t Sig. Eta squared 

Schooltype*homogeneity (private) 1.485 5.270 .000 .015 

Schooltype*homogeneity (multilingual) -2.260 -2.451 .014 .003 

Schooltype*homogeneity -1.120 -3.319 .001 .006 

(public attendance) 

Note. Alpha = .05; weighted least squares regression - weighted by WEIGHT 1. 



99 

The interaction term schooltype*homogeneity is a predictor of support from 

external forces. As homogeneity in private schools went up, so did the support from 

external forces. The slope of the regression lines for both types of public schools was 

negative and significant. The effect size of this interaction is measured by Eta squared 

which accounted for the percentage of the total variance attributed to this interaction. 

For private schools, this effect size was 1.5%, which is a relatively small effect size. 

For both types of public schools the effect size is less than . 1 % which is negligible and 

can be ignored. This analysis shows that as the homogeneity of the student population 

increased, so did support from external forces at private schools. As homogeneity 

increased at both types of public schools support from external forces decreased, though 

the variance accounted for due to this interaction is negligible. 

Summary 

This section reported the findings from the student questionnaire data that 

addressed the four major research questions and hypotheses. Significant differences were 

reported in several areas. Students at private schools reported that their curriculum was 

more challenging than did multilingual or public attendance-zone students. Homogeneity 

of the student population had a significant effect on support from external forces for 

private schools. There were no significant differences reported by students regarding 

teacher behaviors or the instructional climates of their schools. 
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Analysis of Structured Group Interviews 

Structured group interviews were conducted with teachers from nine schools that 

had been selected to represent a cross-section of middle schools for the case study. Five 

private schools, two public choice (multilingual) schools, and two public attendance-zone 

schools were selected from the San Antonio area. A total of 114 teachers were 

interviewed—41 private, 48 public choice, and 25 public attendance-zone teachers. 

The data from the structured group interview questions were analyzed according 

to qualitative analysis as prescribed by Miles and Huberman (1984). Data were 

clustered and analyzed for emerging themes. Responses that were analyzed were those 

that are supported by the literature relating to curriculum, teacher behaviors, 

instructional climate, and external support. Responses to a challenging curriculum 

should reflect that teachers would discuss items of quality that go beyond basic skills. 

Responses to questions regarding teacher behaviors should reflect that teachers felt 

efficacious and that they held high expectations for all of their students. Responses to 

whether or not the school had an academic instructional climate should reflect that the 

teachers knew and could articulate the mission of the school, that instructional 

objectives were clear, that they had support from the administration, and that they had 

a high degree of autonomy over decisions about the curriculum. 

Private Schools 

Three Catholic schools were included in the case study interviews. The Catholic 

school teachers were consistent in their opinions about the nature of their curricular 
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programs. The one indicator of a challenging curriculum noted most often was that there 

was close monitoring of the students by teachers and parents alike. They had mandatory 

conferences with parents twice a year to discuss student progress. One teacher said that an 

average week for her would be to talk to 15 parents. The average amount of homework 

assigned was 1 V2 hours of homework a night and 3 hours on the weekend. Several 

teachers reported that they came early or stayed late to help students with their work if 

they were behind. One school reported that even the principal would help students with 

their homework. 

The Catholic school teachers reported that they went by the Texas Essential 

Elements as the guide to their curriculum. The Texas Essential Elements are a list of 

objectives prescribed by the state Texas Education Agency for each grade level and 

content area. As methods of classroom instruction they reported that they used a 

combination of hands-on, group/team assignments, lecture, drill, text reading, and class 

discussions. They all reported that they were free to use whatever teaching methods and 

materials they wanted as long as they stayed within the diocesan curriculum. They 

evaluated and gave input on the selection of textbooks. Being in small schools, the 

teachers felt that the principal was more accessible and that the staff worked together as a 

team. It was frequently mentioned that their schools offered a personalized approach. 

They used faculty meetings and other spontaneous gatherings to discuss curricular issues 

as well as school goals and discipline. They felt free from excessive paperwork and 

regulations. 
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At Private School 26, interviews were conducted with 7 teachers. The teachers 

reported that their students were more closely monitored than in public schools because 

they used progress reports, called parents, and had regular conferences. One teacher 

reported that she kept parents informed so that the school would not lose parent support 

and financial resources. Homework amounted to about 30 minutes per night except on 

Fridays and Wednesdays, which were church nights. One teacher reported that she gave 1 

to 2 hours per night. Several teachers reported that they spent 20 to 30 minutes reviewing 

the previous lesson, then used lecture, discussion, projects, group work, games, and note 

taking as methods of classroom instruction. They reported that the small classes allowed 

more time for giving individual attention to slower learners. The school uses the A Beka 

curriculum, and all teachers felt it was challenging. The A Beka curriculum is a textbook 

series produced by a religiously affiliated publisher in Florida. It consists of teacher guides, 

student textbooks, and student workbooks for the major content areas. 

At Private School 66, all teachers felt that the academic standards were high. They 

reported close monitoring of students and teachers by the principal through the collection 

of lesson plans and grade distributions that showed the progress of the class. Homework 

was stressed at the school, and it was monitored closely. Detention and study hall were 

used for students who did not complete homework. Coaches did not allow students to 

play in athletic events if homework was not completed. Parents were sent letters or given 

phone calls if homework was not completed. The amount of homework varied, but it 

averaged about 2 hours per night. Most teachers reported that the typical lesson involved 

drill or review of previous lesson, teaching of the new lesson, and then a review of the 
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new material. One teacher identified this method as incremental learning, which involves 

repetition. Other instructional methods cited were review games, quizzes, board work, and 

tests. Teachers reported that they helped slower learners one-to-one during class or in 

after-school tutoring. 

Public Choice Schools (Multilingual) 

Two schools in the San Antonio ISD were included in the case study because they 

represented schools that had choice programs within the public school system. A total of 

48 teachers were interviewed from these two schools. Teachers at both schools cited 

many examples of the ways in which their school challenged students academically. The 

regular teachers at School 1043 stated some examples of their challenging curriculum 

were (a) the schoolwide enrichment model, (b) high expectations for all students, (c) 

variety of teaching strategies, (d) academic competitions, (e) homework almost eveiy day, 

(f) double block for foreign languages,(g) research skills taught, and (h) computer skills 

required of all students. 

The multilingual teachers interviewed at that school expressed the same ideas and 

added that their students were encouraged to set goals and take responsibility for their 

own learning. They also reported that the multilingual students were required to maintain 

an average of 75, whereas the regular students had to maintain only a 70 average to pass. 

Both Multilingual and regular teachers at School 1061 expressed the same ideas 

about challenging curriculum. They even called their school "The Harvard of Middle 

Schools." Examples of ways in which they made their curriculum challenging was to 

accept no excuses for failure, to target at- or above- grade-level work for all their 
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students, to administer difficult tests, and to participate in academic competitions. An 

interesting finding at both schools was that teachers adamantly did not want to call their 

curriculum "rigorous." They described it as flexible, innovative, and creative, but 

challenging. 

Most of the teachers at the multilingual schools felt that they had a great deal of 

control over what went on in their classrooms. They felt that their principal allowed 

freedom of choice and encouraged their input on a variety of issues. Some of the areas of 

control were curriculum, choice of materials, classroom management, and team decisions. 

The multilingual teachers shared the same views and added that they had a lot of input 

regarding the standards for the multilingual program and regarding students entering and 

exiting the program. The teachers said they had control over some campuswide issues 

through their campus site-based teams and other committees. They felt supported by their 

administration and were asked for input and delegated tasks. 

In School 1061 the teachers felt the same level of control over these issues except 

that many of the teachers were critical of the principal's style of leadership, stating that it 

was authoritarian. They wanted to have more control over classroom interruptions, 

placement of students in classes, and consequences for misbehavior. 

In School 1043, academic excellence was reported by most teachers as a part of 

the school's mission. There was a difference of opinion between the regular and 

multilingual teachers on the mission. The regular teachers felt that TAAS was a mission of 

the school and expressed negative feelings about the push for higher scores. The 

multilingual teachers saw TAAS as a part of the mission, but they also noted that 
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developing responsibility and cultural appreciation and building partnerships with the 

community were as equally important. They were proud that the Gifted and Talented 

program component was infused throughout the school program. Both the regular and 

multilingual teachers expressed views on the school's mission similar to School 1061. 

There seemed to be a unified purpose as to the mission of the multilingual school. 

Public Attendance-zone Schools 

Two public attendance-zone schools with student populations similar to the 

multilingual schools were chosen as a comparison group for the case study. Both of these 

schools had lost enrollment over the past few years due to changes in the neighborhood or 

because students wanted to attend the multilingual schools. The pervading attitude at both 

of these schools was fairly negative. The teachers reported that TAAS drove the 

curriculum, and many reported that Texas Assessment of Academic Skills (TAAS) was 

the central mission of the school. TAAS is a state mandated test for grades 3-10 that is 

used to assess student performance and hold school districts accountable for student 

achievement. The teachers did feel that there was close monitoring of students and 

teachers, with too much of an emphasis on TAAS and grade reporting. The failure rate 

was closely monitored by the principal at School 1055. Homework was not assigned 

frequently because, as one teacher reported, it was almost impossible to get students to do 

the homework. The teachers felt that there was no one at home to reinforce the 

importance of homework. Most teachers reported giving only about 30 minutes of 

homework per week. It was reported that during an accreditation visit from the Texas 
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Education Agency, the school was cited for using lecture as the main instructional strategy 

and for not having enough hands-on learning activities. 

Most teachers reported that TAAS seemed to be the mission of the school, 

although none could remember what the actual mission statement said. They reported that 

class periods were characterized by constant interruptions. One teacher reported that 

recently she had counted 37 interruptions in one day. There were mixed responses 

concerning whether or not teachers and administrators worked as a team, but all agreed 

that communication in the building was poor. The teachers did feel some autonomy in 

selecting teaching materials and teaching methods, and many reported that the state 

mandated what to teach through TAAS and the Texas Essential Elements. Several 

teachers reported feeling overwhelmed with everything they were supposed to teach, 

citing that they had to teach computer skills, learning styles, visual learning, TAAS, and 

team projects. Most felt overloaded by paperwork. 

The teachers in the group interviews were visibly frustrated, and a feeling of 

hopelessness was apparent during the interviews. One teacher became very emotional 

during the interview process and began crying when asked if she felt she made a difference 

in the lives of her students. She felt that she tried very hard but little progress was ever 

made with the students. 

At School 1056, the tone was even more negative. Group interviews consisted of 5 

eighth-grade teachers, 5 seventh-grade teachers and 4 sixth-grade teachers. The teachers 

complained of not being notified about the researchers' visit. There were a number of 

interruptions during the first interview session, and one teacher left the room three times 
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during the session. In terms of indicators of a challenging curriculum, all the teachers 

reported that none were present at the school, except that the teachers were monitored 

closely. One teacher reported, "Teaching is not practiced on this campus!" Teachers did 

not give homework because the students would not do it. Some said that giving 

homework was actually detrimental to the students. Several teachers reported that it was 

difficult to teach because electives drove the schedule and created overloaded classes at 

some periods. 

The teachers felt they had little input into school decisions. They were not allowed 

to be involved in determining school goals, and only the Instructional Leadership Team 

made those decisions, which were then passed down to the rest of the staff. They 

expressed a desire to have more input on discipline policies, hiring new staff members, and 

budget decisions. They did not feel that the teachers and administrators worked as a team 

and they wanted more time for communication with the principal. They did feel that the 

administration did not interfere with classroom teaching. They were allowed to select 

their own materials and methods as long as they met TAAS objectives. They all felt that 

they spent too much time on paperwork. One reported that they had no teacher workdays, 

that all the extra days were used for staff development. 

Of all the schools interviewed, the latter was the most demoralized. The research 

team was not allowed to observe in any classrooms at this school. In the previous three 

years before the study was conducted, the school had had four principals. The teachers felt 

it was hard to teach with the many frustrations created by socioeconomic problems. The 

principal viewed the site-based team as being fragmented and frustrated. He reported that 
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grade-level teams were implemented the year before with little planning so that the result 

was chaotic. He found that most of the teachers were reluctant to change and that they 

wanted him to tell them what to do. There was a bit of hope as one teacher reported that 

the teachers "keep coming back every year, which for here is significant in itself'. The 

principal agreed that most of the teachers wanted to be there. 

Summary 

The structured group interviews supported some of the findings from the teacher 

questionnaire. All of the private school teachers reported that their curriculum was 

challenging or rigorous. Responses from the public school teachers were mixed. Some of 

the multilingual teachers thought their curriculum was challenging, but regular teachers at 

the same schools felt there was too much emphasis placed on TAAS. Public attendance-

zone teachers did not report any indicators of a challenging curriculum except the close 

monitoring of teachers. These data support the findings from the teacher questionnaire 

that demonstrated significant differences in the indicators of challenging curriculum 

between private and public schools. 

All private and multilingual teachers reported high expectations of their students 

and felt that their work was effective. Public attendance-zone teachers expressed feelings 

of frustration and hopelessness in dealing with students from low socioeconomic 

backgrounds. This supports the data from the teacher questionnaire, which showed that 

both private and multilingual teachers expected students to exceed grade-level 

requirements, whereas public attendance-zone teachers had significantly lower 

expectations. 
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All private school teachers were able to articulate their schools mission and were 

consistent with one another. There were mixed results at multilingual schools and public 

attendance-zone schools. All private school teachers reported having support from their 

principals. Results were mixed at multilingual schools. Almost all the public attendance-

zone teachers reported receiving little support from their principals. Both of these reports 

were consistent with the data from the teacher questionnaire, which indicated that the 

instructional climate of the private schools was significantly different from both 

multilingual and public attendance-zone schools. 

Follow-up Interviews 

At the time of the original study, curriculum documents were not analyzed. A 

follow-up site visit was conducted in May 1997 at seven of the nine schools to analyze the 

schools' curriculum documents that were available during the time of the original study. 

Principals or Instructional Guides were also interviewed at this time. (An Instructional 

Guide is a San Antonio ISD staff member who is responsible for curriculum development 

and implementation at the campus level). This follow-up interview was to gather data 

missing from the original study relating to curricular issues and to provide longitudinal 

data regarding changes that had occurred at each school since the time of the original 

study. A copy of the interview guide is included in Appendix E. Because of scheduling 

conflicts, 2 interviews were conducted over the telephone. It was an interesting finding 

that after 3 years, personnel changes had been made at several of the schools. Both 

principals at the two attendance-zone schools had either retired or were moved to another 
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position in the district. The multilingual schools and private schools all had the same 

principals. 

Course Requirements at the Three Types of Schools 

In the followup interviews, administrators at each school were asked about course 

requirements for eighth grade students. Since two of the private schools had textbook 

series rather than formal curriculum guides, it was necessary to focus on one grade 

level curriculum in order to have comparable sources of data. Eighth grade curriculum 

was chosen as a focus because certain courses taught at that level are given credit 

toward high school graduation requirements. It was the intent of the researcher to 

examine whether the three types of middle schools offered comparable courses such as 

these. 

All schools had 50 to 55 minute periods for classes except for one of the 

multilingual schools (1061), which worked on a block schedule of 90-minute classes 

every other day. Table 31 summarizes the findings of course requirements. 
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Table 31 

Required Courses at the Case Study Schools 

Course units Private Private Private Multilingual Public 
school 26 school 66 Catholic schools schools 

schools 1043 & 1055 & 
56, 58, & 76 1061 1056 

Religion 2 2 2 
English, Iang. arts 2 2 2 2 2 
Mathematics 2 2 2 2 2 
Science / health 2 2 2 2 2 
Physical education 2 1 1 1 '/2 1 
History/ geography 2 2 1 2 2 
Computer literacy '/2 '/2 1/2 '/2 I/2 
Electives 2 2 2 V2 2 2V2 
Foreign language V4 4 
* Higher level math Algebra I, Algebra I, Algebra I, 
classes offered for Algebra II, Geometry Geometry 
above average Geometry, 
students Pre-calculus, 

Calculus 

Table 31 shows that schools basically required the same credits for courses across 

the board. Exceptions were that the Multilingual schools offered more foreign language 

courses than the other types of schools and that the Catholic schools offered more sections 

of higher-level math courses than the other types of schools. 

Length of School Day and School Year 

In the followup interviews, administrators were asked about the number of student 

days and teacher training days in their 1993-94 school calendars and the number of hours 

in the school day. Table 32 summarizes the findings reported by the administrators. 
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Table 32 

Comparison of School Hours. Days, and Teacher Training Days of the Case Study 

Schools 

School # Hours in school day Required student 
days in calendar 

Required teacher 
staff development 
days in calendar 

Private 26 7 hours, 10 minutes 175 0 
Private 66 7 hours, 20 minutes 175 8 
Private Catholic 56 7 hours, 5 minutes 175 8 
Private Catholic 58 7 hours, 15 minutes 175 8 
Private Catholic 76 7 hours 175 8 
Multilingual 1043 7 hours 175 8 
Multilingual 1061 7 hours 175 8 
Public 1055 7 hours 175 8 
Public 1056 7 hours 175 8 

Table 32 shows that all schools basically reported about 7 hours for their school 

day, varying only 20 minutes at the greatest difference. School calendars were also similar 

for most all the schools. During the 1993-94 school year, all schools had 175 student 

instructional days. All schools except for one private school, offered 8 extra days for 

teachers to use for staff development or preparation time. 

The Catholic schools have since lengthened their school calendar to 180 student 

days this current year (1996-97) with 10 staff development and teacher preparation days. 

At the time of the original study, the public schools (multilingual and attendance-zone) in 

San Antonio were on a calendar of 175 student days and 8 staff development/teacher 

preparation days. They have since increased to 180 days for student instruction, with 8 

days for teacher preparation and training. At the time of the original study, the Christian 

private schools reported a similar number of student days for their school year ~ 175. 
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School 66 has now added more days to have a total of 180 student days. The principal 

reported that they try to follow the same standards and calendar as the public schools. 

School 26 still has 175 student days. 

Summary 

A follow-up interview was conducted in May 1997 to collect certain data 

regarding curriculum at each of the nine case study schools that had not been previously 

gathered at the time of the original study. Administrators at each of the nine schools were 

asked a series of questions from the follow-up interview guide (See Appendix D). Similar 

results were found across all schools for the number of school days in the schools' 

calendar and the number of hours within a school day. Only one private school reported a 

fewer number of school days. Course requirements were also very similar, with 

Multilingual schools requiring more courses in foreign language and Catholic schools 

requiring more higher level math courses. Further data collected from the follow-up 

interviews are presented in the next section regarding the schools' curriculum documents. 

Document Analysis of Curriculum Guides 

At the time of the original study, curriculum documents were not analyzed. A 

follow-up site visit was conducted in May 1997 to analyze each of the case study schools' 

curriculum documents that were available at the time of the original study. Curriculum 

guides, when available, were evaluated with a checklist developed by Glatthorn (1994). 

See Appendix E for a copy of this checklist. Comparisons were difficult to do because the 

Catholic schools had prescribed curriculum documents, the Christian private schools had a 

purchased series they used as their prescribed curriculum, and both the public choice and 
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public attendance-zone schools had no curriculum documents at all. The following 

discussion presents the findings of this follow-up research. 

Private Schools 

The private schools included in this study were three Catholic, one Baptist, and 

one Christian school. The three Catholic schools possessed similar curriculum since it was 

developed and provided by the archdiocese that encompassed all of the schools in the 

study. At the time of the original study, all the Catholic schools had curriculum guides for 

Language Arts, Social Studies, Physical Education, Computer Science, Religion, Early 

Childhood, Writing Across the Curriculum, Guidance, and Human Sexuality. A 

mathematics guide was completed in 1996, and they are currently working on a science 

curriculum guide. All Catholic schools kept copies of the guides in the principal's office as 

well as in another location for teachers. All schools reported that teachers had copies of 

the curriculum for their grade level in their rooms as well as copies of the Texas Essential 

Elements for their grade level. 

The curriculum documents were examined in close detail, using a checklist 

developed by Glatthorn (1994) regarding the elements that should be included in a quality 

curriculum guide. Glatthorn has recommended the first four elements in the list as being 

essential (indicated by •). The others in the list are optional. He also recommends that a 

shorter guide is a more effective, user-friendly guide. Table 33 summarizes the analysis of 

the elements that were present in the guides of the four major content areas. The asterisk 

indicates that this element was present in the curriculum guide. 
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Table 33 

Catholic School Curriculum Guides 

Elements of quality curriculum guides 
(Allan Glatthorn's checklist) 

Math 
K-8 

(1996) 

Language 
Arts K-8 

(1987) 

Social 
Studies 

K-8 
(1989) 

Science 
(not 

available) 

•Subject mastery goals * * * 

• Scope and sequence chart * * 

•Grade level objectives * * * 

•Hallmarks of Excellence * 

Philosophy about the curriculum * * * 

The vision of the curriculum * 

The knowledge base for that subject 
District's/school's educational goals 
Curriculum framework for that subject 
Recommended time allocations 
Recommended sequence for teaching 
objectives 
Recommended means for assessment * 

Textbooks and resources * * * 

Recommendations for fostering organic 
outcomes 

* 

Recommendations for enriching the 
curriculum 

* 

Analysis of the documents showed that the most current document was 4 years 

old. The oldest document was 6 years old. The curriculum of the Catholic schools is based 

on the same state requirements as those for public schools. Principals at each of the 

Catholic schools reported that the archdiocese regularly examines the curriculum for 

needed improvements and solicits teacher and administrator volunteers to serve on 

curriculum writing committees. This usually happens when new textbooks are being 

adopted. The Catholic schools adopt the same textbooks that the public schools adopt. 
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This process is a general adoption by the archdiocese, with individual schools selecting 

books from an approved list. Catholic schools have the autonomy to select which 

textbooks they prefer from the approved list. 

Teachers are required to use the curriculum documents to guide them in their 

teaching. All principals reported that they asked teachers to document the use of the 

curriculum and the Texas Essential Elements in their lesson plans. They observed teachers 

in the classroom to verify that the teachers used the curriculum. Some schools reported 

that the teachers planned together as teams to make sure that the curriculum was taught. 

Teachers were also allowed to supplement the curriculum with other materials. Principals 

reported that the teachers were encouraged to supplement the curriculum by using old 

textbooks, manipulatives, outside readings, and materials purchased from teacher supply 

stores. 

All Catholic schools reported that they used some of their staff development days 

to discuss curricular issues. One staff development day was planned as a diocese-wide day 

when teachers from all schools met to learn about the curriculum in their particular 

content area. All campuses reported that they had 5 campus days at the beginning of each 

year on which to work with their staff and plan for the year. They typically had 2 other 

days during the year to use for training on various topics. Some of the topics mentioned 

were reading strategies, math manipulatives, learning styles, CPR, computer skills, and 

Bible instruction. All campuses reported using one of their days for spiritual retreats. In 

addition to the regular staff development days, all campuses reported having an early 
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dismissal day the first Friday of every month so that the teachers and principals could 

work together and plan during this monthly faculty meeting. 

All the Catholic school principals reported accessing services from the public 

Educational Service Center, Region XX in San Antonio. The state of Texas is divided into 

20 regions, each housing a regional center to assist public school districts within that 

region. Private schools within the region may also receive services from the center. The 

Regional Service Center provided the Catholic schools with training, materials, and 

consultant services. Two schools had Region XX training rooms housed in portable 

buildings on their campuses, which were used to provide training for Catholic school 

teachers as well as other public school teachers in the area. All Catholic schools reported 

that they received federal Title I funds to assist low achieving students in math and 

reading. These monies went to purchase computer labs that were used to assist these low 

performing students. All three schools reported that technology was greatly lacking at 

their schools. None had a connection to the Internet at their school. 

All the Catholic schools used TEA guidelines and the Texas Essential Elements as 

standards for their curriculum and were accredited by the State of Texas. The Catholic 

schools go through a rigorous accreditation process every 10 years. Also noted in the 

new math curriculum guide, were standards set by the National Council of Teachers of 

Mathematics. As the curriculum-writing committees develop the guides, they align the 

curriculum to national standards set by content area teachers' associations. The principals 

reported that religious standards in the religion curriculum guide were set by the 

archbishop and the Texas Catholic Conference for Education. 
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The other two private schools included in the case study were Baptist and 

Christian. They both used curricula purchased from the A Beka Company, a publisher in 

Florida that produces curricula for Christian schools. This was a textbook series that came 

with accompanying teachers' guides and student workbooks. At the time of the original 

study, both Christian schools were using the A Beka curriculum. One school reported that 

they used a Texas state adopted textbook for seventh grade Texas history because the 

A Beka Company did not provide that text because it is a Florida publisher. 

Neither school had general curriculum guides but used instead the textbook series 

as their prescribed curriculum and required teachers to follow the curriculum as written. 

Even though these were not general curriculum guides, for this study the A Beka teacher's 

guides were analyzed using Glatthorn's (1994) checklist in an effort to have comparable 

data. Table 34 summarizes those findings. 
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Table 34 

Elements of A Beka Teachers' Guides 

Elements of quality curriculum guides 
(Allan Glatthorn's checklist) 

Math 
8th 

(1983) 

English 
8th 

(1987) 

Social 
studies 

8th 
(1988) 

Science 
8th 

(1981) 

• Subject mastery goals 
• Scope and sequence chart 
• Grade level objectives * * * * 

• Hallmarks of Excellence 
Philosophy about the curriculum 
The vision of the curriculum 
The knowledge base for that subject 
District's/school's educational goals 
Curriculum framework for that subject 
Recommended time allocations * * * * 

Recommended sequence for teaching 
objectives 
Recommended means for assessment * * * * 

Textbooks and resources 
Recommendations for fostering organic 
outcomes 
Recommendations for enriching the 
curriculum 

In this curriculum series, the most current book was 5 years old at the time of the 

original study. The oldest text was 12 years old. These schools reported that they changed 

curriculum when the publishers came out with new books. One school had recently 

changed to another publishing series, but was considering switching back to 

A Beka since they had not been pleased with student outcomes. Both schools reported 

that the decision to change curricula was an administrative decision, but that teachers had 

input into those decisions. Both principals reported that they required teachers to 
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document the use of the curriculum in their lesson plans and that they did spot checks in 

the classrooms to see that teachers were teaching the lessons according to the curriculum 

sequence. They reported that teachers were allowed to supplement the curriculum with 

materials such as worksheets, review games, artifacts, and old readers. 

In terms of staff development, there were some differences between the schools. 

Both schools reported that they paired up new teachers with veteran teachers to help the 

new ones understand the curriculum and teaching strategies. The principal of School 66 

reported that they had 8 days for staff development for their teachers, 5 at the beginning of 

the year, 2 more in the fall, and 1 more in the spring. They allowed new teachers to 

observe veterans and slowly let them take over classroom duties. They had videos about 

the philosophy and foundation of Christian education that they gave to new teachers to 

inform them of the curriculum. The teachers at School 66 participated in local workshops 

at Trinity University and the Association of Christian Schools, and had been sent to 

conferences presented by the A Beka publishers. The principal reported that the school 

held weekly faculty meetings and biweekly department meetings. The principal at School 

26 reported no staff development days. Teachers had been sent to the A Beka Convention 

in the past, but had not been for several years due to lack of funds. 

Neither of these private schools was accredited by the state of Texas, nor did they 

want to be because of the requirements attached to accreditation. Both schools reported 

that their church boards approved their curriculum, but decisions were left up to the 

school as to the textbooks they preferred. The principal at School 66 reported that they 

kept the same minimum credits as the public schools and used the Texas Essential 
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Elements as a guide. That principal reported that the "school's curriculum standards were 

based on the Word of God". 

The content of the curriculum at the Catholic schools and the Christian schools is 

strikingly different. The Catholic schools follow the Texas Essential Elements and the 

standards prescribed for public schools. They have developed explicit curriculum 

documents that include subject mastery goals, scope and sequence for teaching the content 

and grade level objectives. Some of their guides also include assessment tools, correlations 

to textbooks and other teaching resources, recommendations for authentic student 

products, and ways to enrich the curriculum and extend student learning. Teachers are 

given the freedom to supplement the standard curriculum with other teaching materials 

besides the adopted textbooks. The Catholic diocese has provided time for teachers to 

work together on the development of the curriculum documents and has a process in place 

to update their curriculum on a regular basis. Their oldest guide was 10 years old. 

The A Beka curriculum of the private Christian schools is also a very prescribed 

curriculum, but in a different way. The textbooks are the main resource of information, 

and contain specific grade level objectives, time allocations for each lesson, and prescribed 

tests that are given. Both Christian private schools mandated that all teachers use the texts 

as their main source, but could supplement with games or out of adoption readers. Time 

allocations for each lesson were very prescribed, giving the day each lesson should be 

taught within a unit. Assessments were prescribed in the form of questions at the end of 

each lesson, worksheet activities, and unit tests. This kind of curriculum is prescribed by 

the publisher of the textbooks, and adopted by the local schools. The way the schools 
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updated their curriculum was to purchase new textbooks when the publisher provided 

them. One of the textbooks the schools were currently using was 16 years old at the time 

of the followup study. 

Public Choice Schools and Attendance-zone Schools 

All of the public schools, both multilingual and attendance-zone, reported having 

no curriculum guides for any subject area. All schools had used the Texas Essential 

Elements as their curriculum objectives, but teachers had been able to teach however they 

wanted. There were no documents to review at any of the public schools. 

At the time of the original study, the curriculum did not change except for the 

change in textbooks. Lesson plans and classroom observations were used as ways to 

document that teachers were using the essential elements. Teachers could use any 

materials they wanted since a curriculum was not prescribed beyond the Texas Essential 

Elements. 

All the public schools reported that the standards were set by the Texas Education 

Agency (TEA) and that the Texas Essential Elements and TAAS drove the curriculum. 

The principal at one multilingual school reported that they followed other standards such 

as the Carnegie School standards, Mentor Schools, and Partnership Schools since they 

were members of all of these. The multilingual schools did not have curriculum guides for 

the multilingual program, although they reported that the teachers met by departments to 

plan their curriculum. There was also a Multilingual Advisory Council that met monthly 

with members from both middle schools and the feeder high school to discuss 

programmatic issues. 
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It was reported that ever since San Antonio Independent School District hired a 

new superintendent 2 years ago, major curriculum initiatives have taken place. The district 

saw the need to standardize the curriculum and improve test scores. Districtwide 

curriculum-writing committees are now working to develop guides for the major content 

areas. A process is now in place to change the curriculum. One Instructional Guide 

reported that the district had been static for so long that the low-performing schools were 

in need of major changes. Another Instructional Guide reported that a reason for 

curriculum change was that they wanted their teachers to break away from just teaching 

the textbook. All schools reported that in the past two years the initiation of the curricular 

change has come from the top down, but that teachers have had a great deal of input. 

Writing teams have been formed for each content area, and teacher teams have been given 

about 10 days during the year to plan and write curriculum for their content area. All 

public school administrators reported being positive about the need for curricular 

standardization and improvement, although some reported that some teachers were 

resistant to the changes. 

Summary 

Differences between the prescribed curricula among the three types of schools 

were evident. None of the public schools had written curriculum documents for their 

teachers to follow except for the Texas Essential Elements. Two of the private schools 

used a purchased textbook series, A Beka, as their prescribed curriculum. The Catholic 

schools had curriculum documents for all subject areas except science. 
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The Catholic school curriculum documents contained three out of the four 

required elements from Glatthorn's (1994) checklist, where the A Beka curriculum only 

contained one. The Catholic schools' curriculum documents contain subject mastery goals, 

scope and sequence for teaching the content and grade level objectives. Some of their 

guides also include assessment tools, correlations to textbooks and other teaching 

resources, recommendations for authentic student products, and ways to enrich the 

curriculum and extend student learning. The Christian private schools' use the A Beka 

textbooks are the main resource of information. These contain specific grade level 

objectives, time allocations for each lesson, and prescribed tests that are given 

periodically. Out of all the types of schools in this study, the Catholic schools had the most 

consistent curriculum across schools and a process in place for curricular improvement. 

. Summary 

This chapter has presented the findings from this study that addressed the four 

major research questions and hypotheses. Teacher perceptions regarding the four major 

components of curricular programs differed significantly in several areas. Private school 

teachers perceived their curriculum to be more challenging than did multilingual or public 

attendance-zone teachers, although there was no significant difference in the amount of 

homework given among schools. Private school teachers differed significantly from 

multilingual or public attendance-zone teachers in that they held fewer higher degrees, 

fewer were certified by the state of Texas, and private school teachers had less full-time 

teaching experience than public school teachers. Private school teachers perceived their 



125 

school's climate to be more positive and reported more support from parents than did 

multilingual or public attendance-zone teachers. 

Students at private schools reported that their curriculum was more challenging 

than did multilingual or public attendance-zone students. Homogeneity of the student 

population had a significant effect on parent support across all types of schools. There 

were no significant differences reported by students regarding teacher behaviors or the 

instructional climates of their schools. 

In the structured group interviews, all of the private school teachers reported that 

their curriculum was challenging or rigorous. Responses from the public school teachers 

were mixed. Some of the multilingual teachers thought their curriculum was challenging, 

but regular teachers at the same schools felt there was too much emphasis placed on 

TAAS. Public attendance-zone teachers did not report any indicators of a challenging 

curriculum except the close monitoring of teachers. Teachers from all the schools reported 

they felt they had considerable control over what they taught in the classroom. All private 

and multilingual teachers reported high expectations of their students and felt that their 

work was effective. Public attendance-zone teachers expressed feelings of frustration and 

hopelessness in dealing with students from low socioeconomic backgrounds. All private 

school teachers were able to articulate their schools mission and were consistent with one 

another. There were mixed results at multilingual schools and public attendance-zone 

schools. All private school teachers reported having support from their principals. Results 

were mixed at multilingual schools. Almost all the public attendance-zone teachers 

reported receiving little support from their principals. 
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Differences between written curriculum documents among the three types of 

schools were evident. None of the public schools had written curriculum documents for 

their teachers to follow except for the Texas Essential Elements. Two of the private 

schools used a purchased textbook series, A Beka, as their prescribed curriculum. The 

Catholic schools had curriculum documents for all subject areas except science. Out of all 

the types of schools in this study, the Catholic schools had the most consistent curriculum 

across schools and a process in place for curricular improvement. 

Chapter 5 is a review of the study and the findings in three areas: teachers' 

perceptions of their school's curricular program, students' perceptions of their school's 

curricular program, and findings from the analysis of curriculum documents. Chapter 5 

also includes the implications of these findings and recommendations for future research. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Summary of the Study 

This study analyzed and compared the components of curricular programs at 

private, public choice, and public attendance-zone schools in San Antonio, Texas. The 

purpose of the study was to investigate whether or not differences existed between 

curricular programs at the three types of schools. Past research on the differences between 

curriculum at public and private schools has been limited to the counting of courses and 

the time students spend in academic areas. Little has been done to discover exactly what is 

happening in the classroom. The focus of this research was to analyze curricular programs 

at the three types of schools based on perceptions of the students, teachers, and 

administrators, and through document analysis. 

The theoretical framework for the study was based on the belief that curriculum is 

more than just content. A challenging content is only as good as the teachers who deliver 

it and must be supported through an academically focused school climate and external 

forces such as parents and educational agencies. The literature review was conducted in 

four major areas: indicators of a challenging curriculum, teacher behaviors and 

characteristics, school climate, and external forces that support curricular innovations. 

The curriculum in public schools has been criticized for its low expectations and 

the watering down of requirements so that knowledge is made simple enough for the 
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average student to comprehend. Many studies have observed that private schools offer a 

more challenging curriculum that promotes student achievement. Proponents of .choice 

have argued that choice of schools would allow parents and students to be the 

consumers of educational systems, choosing schools that best meet their needs. Schools 

that offer the best educational programs would succeed, and the others would go out of 

business. Many states have enacted legislation to create a competitive marketplace and 

"supply-side" educational options. Supply-side options mean that schools would be 

supplying a variety of curricular and instructional options from which parents could 

make choices based on "program characteristics that hold direct benefits for their 

children" (Elmore & Fuller, 1996, p. 197 ). 

More parents are now demanding those programs that they believe will have an 

impact on their children's lives. Many parents are looking at schools to provide moral 

and educational values because of the erosion of the American family and the absence 

of parental support at home. School choice has been seen as a way to offer these 

options to parents. But choice does not exist unless schools truly differ and offer a 

variety of curricular program options from which parents can choose (Esposito, 1995). 

This study sought to provide further insight into whether private, public choice, and 

public attendance-zone schools were providing different options for parents in the San 

Antonio area. 
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This research addressed the four research questions and related hypotheses: 

RQ1 Do the instructional programs of private, public choice, and public attendance-

zone schools in the San Antonio area differ significantly in certain indicators of 

a challenging curriculum? 

HI Schools of choice, both private and public, provide a more challenging 

curriculum content than do attendance-zone schools in the San Antonio area. 

RQ2 Do teachers at private, public choice, and public attendance-zone schools in the 

San Antonio area differ significantly in certain behaviors and levels of 

education? 

H2 Teachers at both private and public choice schools have higher expectations for 

their students and higher levels of education than do teachers at public 

attendance-zone schools in the San Antonio area. 

RQ3 Do private, public choice, and public attendance-zone schools in the San 

Antonio area differ significantly in instructional climates? 

H3 Schools of choice, both private and public, possess a more academic 

instructional climate than do attendance-zone schools in the San Antonio area. 

RQ4 Do private, public choice, and public attendance-zone schools in the San 

Antonio area differ significantly in support they receive from external forces? 

H4 Schools of choice, both private and public, have more external support from 

parents than do attendance-zone schools in the San Antonio area. 
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Research Methodology 

The design of this study included both quantitative and qualitative methods and 

included a random sample of teachers from private, public choice, and public attendance-

zone schools in San Antonio, resulting in 608 usable surveys. All sixth, seventh, and eighth 

grade students of nine case study schools were surveyed, with a sample of 1,866 surveys 

collected. Selected groups of teachers, totaling 114, and administrators from the nine case 

study schools were also interviewed. Document analysis was conducted on curriculum 

documents when available. Validity and reliability were addressed by the triangulation of 

multiple data sources—questionnaires, structured group interviews, document analysis, 

and administrator interviews. 

Factor analysis was conducted on items that related to the four major research 

concepts. Factor scores were created from the z score of each item included in that factor, 

weighted by the Pearson r value from the factor loading matrix. Analysis of variance was 

conducted on dependent measures of both teacher and student questionnaires across the 

three types of schools to determine significant differences in means. Weighted least 

squares regression was used to control for difference in sample sizes obtained from the 

schools. Significance level was established at the .05 level. 

Summary of the Findings 

The research findings were divided into five main sections—teacher data, student 

data, qualitative data from structured group interviews with teachers, document analysis, 

and administrator follow-up interviews. 



131 

Teacher Survey Data 

The teacher questionnaire data addressed all four research questions and 

hypotheses. The research questions and hypotheses investigated the differences across 

school type regarding indicators of a challenging curriculum, teacher behaviors and 

characteristics, the instructional climate of the school, and support from external forces as 

perceived by teachers in the sample. Factor scores were created using summative scores of 

the z scores of certain items that correlated to that factor, weighted by the Pearson r value 

from the factor loading matrix. Analysis of variance was used to determine differences in 

the means across school type. 

Research Question 1. The first question sought to find differences in indicators of a 

challenging curriculum. Items used to measure this factor were the amount of homework 

teachers assigned, the autonomy to make decisions about homework, and teachers' 

expectations that students would exceed grade-level requirements. 

Factor scores of private school teachers were significantly higher than those of 

both public choice and public attendance-zone teachers in their responses measuring 

indicators of a challenging curriculum. Analysis of individual items such as the amount of 

homework actually given to students, did not vary significantly across school type. It was 

hypothesized that both private schools and public choice schools would have more 

challenging curricula, but that hypothesis was rejected. Multilingual school teachers 

responses were not significantly different from either private or attendance-zone teachers' 

responses. The only comparison that shows reliable differences is between private and 

attendance-zone teachers. Private school teachers had significantly more positive 
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responses then attendance-zone school teachers. In summary, private school teachers 

reported indicators of a challenging curriculum more often than public attendance-zone 

teachers. 

Research Question 2. The second research question investigated the differences 

between certain teacher behaviors and characteristics across the three types of schools. 

Factor scores were measured by the highest degree the teacher earned, whether the 

teacher was certified by the state, and the length of full-time teaching experience at their 

school. Private school teachers differed significantly from both types of public school 

teachers in that they had lower degrees and less full-time teaching experience and that 

fewer were certified by the state of Texas. There was an interaction with the covariate of 

enrollment on the main effect of school type. As enrollment increased in private schools, 

so did the levels of education. This interaction was negligible for both types of public 

schools. 

Several items not included in the factor scores were analyzed individually. On three 

questions relating to student expectations, private school teachers had significantly higher 

scores than did both public choice and public attendance-zone teachers on two of the three 

questions. It was hypothesized that both private and public choice teachers would have 

higher expectations than public attendance-zone teachers, which was true for only one of 

the three questions related to expectations of students. Both private and public choice 

school teachers reported significantly higher scores in their expectations of students to 

exceed grade level objectives than did attendance-zone teachers. Private school teachers 

reported significantly higher scores than both public choice and attendance-zone teachers 
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on two questions that asked if students would meet grade level objectives and meet 

teacher objectives. In summary, private school teachers possessed characteristics and 

behaviors significantly different from both public choice and public attendance-zone 

teachers. 

Research Question 3. The third question investigated whether there were 

differences in the academic instructional climate of the schools. Factor scores were 

measured by the articulation of the school's mission, having clear goals, support from the 

principal, teachers and principal agreeing on discipline, a positive learning environment, 

teachers working as a team, the principal setting priorities, and the principal knowing 

instruction. 

Analysis of these factor scores revealed that private school teachers' perceptions 

of their school's academic climate were significantly higher than those of both public 

choice and public attendance-zone teachers. It was hypothesized that both private and 

public choice teachers would have more positive perceptions about their school's climate, 

but this hypothesis was rejected. Both public choice and public attendance-zone school 

teachers reported significantly lower climate scores than did private school teachers. In 

summary, private school teachers reported more positive school climates than did both 

types of public school teachers. 

Research Question 4. The fourth research question investigated the differences that 

external forces had on schools. This factor was measured by summative scores of parents 

visiting the classroom, having parent volunteers in class, and teachers' perceptions that 

parents were helpful. School type did make a difference in the amount of parental support. 
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It was hypothesized that private schools and public choice schools would have higher 

parental support, but this hypothesis was rejected. Private school teachers reported higher 

levels of support from parents that did both multilingual and attendance-zone school 

teachers. In summary, private school teachers reported higher support from external 

forces. 

Student Survey Data 

The student questionnaire data addressed all four research questions and 

hypotheses. The research questions and hypotheses investigated the differences across 

school type regarding indicators of a challenging curriculum, teacher behaviors and 

characteristics, the instructional climate of the school, and support from external forces as 

perceived by students in the sample. Factor scores were created using summative scores of 

the z score of certain items that correlated to that factor, weighted by the Pearson r value 

from the factor loading matrix. Analysis of variance was used to determine differences in 

the means across school type. 

Research Question 1. The first question sought to find differences in indicators of a 

challenging curriculum. This factor was measured by whether classes were difficult and 

whether teachers assigned a great deal of homework. Private school students reported 

significantly higher indicators of a challenging curriculum than did both public choice and 

public attendance-zone students. It was hypothesized that both private and public choice 

schools would report this, but this hypothesis was rejected. In summary, private school 

students reported their curriculum to be more challenging than students at both types of 

public schools. 
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Research Question 2. The second research question investigated the differences 

between certain teacher behaviors among the three school types. This factor was measured 

by perceptions that teachers expected a great deal from their students, that teachers 

provided feedback to students, and that teachers were willing to help their students. The 

data revealed no significant differences among the three types of schools in the students' 

perceptions of their teachers. 

Research Question 3. The third question investigated whether there were 

differences in the academic instructional climate of the schools. This factor was measured 

by whether students felt that the school did a good job, whether the principal did a good 

job, and whether teachers had made a positive difference in the students' lives. The data 

revealed no significant differences in students' perceptions across the three types of 

schools. 

Research Question 4. The fourth question investigated the differences in support 

from external forces on the three types of schools. This factor was measured by whether 

parents had talked with the teachers and whether school rules were perceived as fair. 

There was an interaction with the covariate of homogeneity of student population on the 

main effect of school type across all three types of schools. Homogeneity of student 

population was measured by the percentage of the largest ethnic group (Hispanic, African 

American, or Anglo). Homogeneity had a positive effect on external support in private 

schools and a negative effect in both multilingual and public attendance-zone schools. The 

more homogeneous the private schools became, the more parent support was reported. 
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Homogeneity had a negative effect on both types of public schools, though this 

relationship was negligible. 

Structured Group Interviews with Teachers 

Selected groups of teachers from the nine case study schools were interviewed to 

provide a more in-depth look at actual classroom practices. The data were coded and 

organized by themes as recommended by Miles and Huberman (1984). In the collection of 

written responses from teachers on sticky notes, individual teacher's responses were not 

identified. Since multiple teacher responses were produced in the collection of this 

qualitative data, counting of the data could not be done without distortion of results. 

Parameters of "all", "most", "some" and "none" were used to describe the data. Some 

qualitative data from the structured group interviews support the quantitative findings 

from the teacher surveys. 

Challenging curriculum. Private school teachers reported their curriculum to be 

challenging or rigorous. Responses from public school teachers were mixed. Some 

multilingual teachers felt that their curriculum was strong and challenging, but others felt 

that there was too much emphasis on the state mandated test, Texas Assessment of 

Academic Skills (TAAS). This supports the findings from the teacher survey that private 

school teachers rated their curriculum more challenging than both public choice and public 

attendance-zone school teachers. 

Teacher behaviors and characteristics. Most private and multilingual teachers 

reported high expectations for their students and felt efficacious in their work Public 

attendance-zone teachers were frustrated and demoralized. The multilingual teachers 
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responses were more positive in the group interviews than the findings of the 

questionnaire. This is most likely due to the fact that the questionnaire did not distinguish 

between multilingual teachers and regular teachers at the multilingual schools, whereas the 

structured group interviews distinguished between the two types of teachers at the 

multilingual schools. All teachers reported that they had a great deal of control over what 

they taught in their classrooms. 

School climate. Private school teachers were able to articulate the mission of their 

school. Public choice school teachers had mixed views of what their mission was. The 

teachers in the choice schools who taught the multilingual classes knew clearly that their 

mission was to impart a challenging curriculum. The regular education teachers within the 

same schools felt their mission was focused more on basic levels of TAAS. This finding 

may be a result of the school-within-a-school structure of the multilingual schools. The 

students in the multilingual program had, at one time, taken classes separate from all of the 

regular education students. Multilingual teachers were grouped in teams that were 

separate from other teachers who taught the regular education courses. The multilingual 

teachers planned together and had regular meetings to discuss their program. This school-

within-school concept may have given rise to separate missions between the multilingual 

and regular education programs. All public attendance-zone school teachers reported that 

their mission was TAAS and getting students to master basic skills. 

All private school teachers reported support from their principal. Results were 

mixed at multilingual schools, and public attendance-zone teachers reported little or no 
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support from their principal. Teachers at all schools reported that they had a great deal of 

decision-making over areas related to curriculum and what to teach. 

Curriculum Documents 

Curriculum guides were analyzed using a checklist developed by Glatthorn (1994) 

that identified elements of a quality curriculum. No curriculum documents were available 

at any of the public schools. Administrators reported that the district had not had guides in 

about 20 years and that teachers had been left to decide what to teach as long as they 

followed the Texas Essential Elements. The Texas Essential Elements are the content area 

objectives mandated by the state that students at each grade level are expected to master. 

San Antonio Independent School District is now currently in the process of writing 

curriculum guides for the major content areas in order to have a consistent curriculum 

districtwide. 

The three Catholic schools had curriculum guides that were developed by the 

diocese. At the time of the original study, the schools had guides for Language Arts, 

Social Studies, Religion, Physical Education, Early Childhood, Writing Across the 

Curriculum, Guidance, Human Sexuality, and Computer Science. In 1996 they developed 

a guide for math and are currently working on a guide for science. All guides possessed at 

least three of the four elements that Glatthorn (1994) says should be included in a 

curriculum document. Those elements present in the Catholic schools' curriculum 

documents were subject mastery goals, scope and sequence chart, and grade-level 

objectives. No curriculum guides, except the 1996 math guide, included Hallmarks of 
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Excellence, as Glatthorn recommends, which are standards by which excellence can be 

judged. 

The two Christian private schools used the A Beka textbook series as their 

prescribed curriculum. The A Beka curriculum is a purchased textbook series that is 

printed by a religiously affiliated publisher in Florida. No formal curriculum documents 

were available, so the teacher's guide from the series was analyzed according to 

Glatthorn's (1994) list to have a comparable source of data. All of the teachers' guides 

possessed only one element that Glatthorn recommends, which was grade-level objectives. 

These manuals also included recommended time allocations for teaching lessons and 

means of assessment. 

Administrator Follow-up Interviews 

Follow-up interviews were conducted in May 1997 (a) to gather data missing from 

the original study relating to curricular issues and (b) to provide longitudinal data 

regarding changes that had occurred at each school since the original study. It was 

reported that all schools required basically the same credits for coursework. Exceptions 

were that the multilingual schools offered more foreign language courses than the other 

types of schools and that the Catholic schools offered more sections of higher-level math 

courses than the other types of schools. 

All schools reported about 7 hours for their school day, varying only 20 minutes at 

the greatest difference. School calendars were also similar for almost all the schools. 

During the 1993-94 school year, all schools had 175 student instructional days. All 
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schools except one private school offered 8 extra days for teachers to use for staff 

development or preparation time. 

The Catholic schools have since lengthened their school calendar to 180 student 

days this current year (1996-97), with 10 staff development and teacher preparation days. 

Some of these days were used to train teachers in the use of the curriculum. At the time of 

the original study, the public schools (multilingual and attendance-zone) in San Antonio 

were on a calendar of 175 student days and 8 staff development/teacher preparation days. 

They have since increased to 180 days for student instruction, with 8 days for teacher 

preparation and training. At the time of the original study, the other Christian private 

schools reported similar number of student days for their school year~175. School 66 has 

now added more days to have a total of 180 student days. The principal reported that they 

try to follow the same standards and calendar as the public schools. School 26 still has 

175 student days in their school calendar. 

All administrators indicated that teachers had input on decisions regarding 

curriculum. Teachers at Catholic schools served on curriculum writing committees to 

write and update curriculum. Other private school teachers help in recommending which 

textbooks to use with their students. Administrators at the public schools reported that the 

public school teachers are now involved on curriculum writing committees for the district. 

They hope to have drafts of all major content areas ready for the 1997-98 school year. 

Implications of the Findings 

This study was to determine if differences existed in curricular programs between 

private, public choice, and public attendance-zone schools in San Antonio, Texas. The 
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evidence from all data sources is clear in some areas but mixed in others. Data from 

teacher surveys, student surveys, and teacher group interviews revealed that private 

schools reported more indicators of a challenging curriculum than did both types of public 

schools. Coleman (1988) found that religiously grounded schools had an academic college 

preparatory curriculum and that students at these schools took more academic courses, 

did more homework, and learned more than public school students. Bryk, Lee and Holland 

(1993) also found that Catholic school students achieved more because the schools 

offered a much narrower curriculum that placed 72% of the students into academic tracks. 

Public schools could most likely improve student achievement by offering a more focused 

curriculum and encouraging students to take higher track courses. 

Some aspects of the schools in this study were fairly similar. Differences in the 

structuring of instructional time at all three types of schools was minimal. The number of 

days in the school year and hours in the school day were similar across school types. Only 

one private school in this study differed dramatically in the number of student instruction 

days and teacher training days. The structure of time is a characteristic that did not vary 

among the three types of schools. 

Other aspects of the schools were found to be fairly similar. The amount of 

homework given was very similar across all three school types. Both teacher and student 

surveys and structured group interviews from this study support this finding. These 

findings differ from other research that has indicated that private schools, especially 

Catholic schools, require more homework (Camerena, 1990; Kilgore, 1982; Valli, 

1990). 
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Coursework requirements were also very similar across schools types, only varying 

in the number of foreign language courses required at the Multilingual schools and the 

number of higher level math course at the Catholic schools. Again the structure of the 

schools were not found to be very different in this study. All the private schools tried to 

keep up with most of the public school standards in terms of these structures in order to 

stay competitive with each other and with the public schools. Bryk, Lee and Holland 

(1993) also found from their research that the teaching in Catholic high schools could be 

described as "ordinary" and that the Catholic schools were very similar to public schools. 

These are areas where all schools, public and private, could be innovative in the 

structure of instructional time, the amount of homework required, and the kinds of 

courses required so as to enhance their instructional program and offer distinct choices to 

parents and students as consumers in the marketplace. Design of the school can be very 

important to the success of a new school of choice. Raywid (1992) suggests that the 

broader the innovation range the greater the chances for the success of a choice school 

within a system. "Thus, in envisioning a new magnet school, or a system of such schools, 

its got to be a lot more substantial than taking on a set of new electives" (p. 8) 

Newmann and Wehlage (1995) reported from their findings that the most 

promising examples of organizational capacity aimed at high intellectual standards were 

schools of choice or specialty schools. These schools had well-defined missions, the 

authority to hire staff who believed in the mission, and effective leaders who maintained 

that mission. These schools were freed from conventional constraints and had the 

autonomy to create and sustain their academic program. As Metz (1986) discovered the 
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most innovative magnet program lost a great deal of its autonomy when district policies 

steadily undermined its distinctiveness. If schools are to provide auricular options for 

parents and students, then deregulation helps provide autonomy for school personnel to 

work together to create and sustain their unique programs (Newmann & Wehlage, 1995) 

Significant differences existed between the written curriculum found at each type 

of school. Catholic schools had the most organized, consistent curriculum, which 

possessed more of the essential elements of a quality curriculum than did the other private 

schools' curriculum guides. None of the public schools had any written curriculum guides, 

even though the same standards for curriculum were mandated for accreditation for both 

Catholic and public schools. It was surprising to learn that the Catholic schools were held 

to such high levels of scrutiny to maintain their accreditation but that no sanctions were 

levied against the public schools for not having curriculum documents. Current efforts are 

underway in San Antonio Independent School District to get the public schools in 

compliance with these guidelines. 

These findings have implications for policy makers in both public and private 

schools. In order for a high-quality, consistent program to exist in a school, that program 

must be clearly written and communicated to teachers. The written curriculum provides 

the framework and standards set by the educational institution that its teachers should 

follow. This framework holds tightly the basic tenets that a school or district deems 

essential to the education of its students. It reinforces learning within and across grade 

levels and provides for a cohesive scope and sequence of learning objectives. Without that 

framework, teachers are left to their own desires to decide what is important to teach. 
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As English (1987) states, "We need a solution that preserves some measure of teacher 

autonomy while avoiding the excesses of curricular anarchy (p. 78). Without an explicitly 

written curriculum, inconsistencies in student performance and dissatisfaction from parents 

may arise in schools, both public and private. 

Raywid (1995) sees the major challenge of schools of choice lies within two 

conditions of success--that they have enough separateness to sustain a distinct climate and 

enough autonomy so they can develop and implement their own curriculum and 

instructional methods. "It appears that most schools of choice develop their own 

curricula" (p. 319). Lessons can be learned from the schools of choice in this study in that 

their teachers shared common values about their curriculum. School climates were more 

positive because teachers worked more closely with the principal and with their teams. 

They were aware of their school's mission and worked collaboratively to further the goals 

of that mission. Policy makers dealing with public choice programs must sustain their 

commitment to the distinctiveness of these schools. "It makes no sense to urge school 

people to innovate—to invent distinctive new programs—and then tell them they will all 

have to teach the same curriculum and/or that their kids will all have to pass the same 

tests" (Raywid, 1992, p. 8) This has implications for new state laws governing the 

development of Charter Schools. 

Time should be provided for teachers to learn the curriculum and implement it in 

their classrooms. Staff development days should be set aside to inform teachers of the 

design and delivery of the written curriculum. Teachers should be aware of the standards 

that their institution has set and be familiar with teaching strategies that effectively deliver 
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They were aware of their school's mission and worked collaboratively to further the goals 

of that mission. Policy makers dealing with public choice programs must sustain their 

commitment to the distinctiveness of these schools. "It makes no sense to urge school 

people to innovate—to invent distinctive new programs—and then tell them they will all 

have to teach the same curriculum and/or that their kids will all have to pass the same 

tests" (Raywid, 1992, p. 8) This has implications for new state laws governing the 

development of Charter Schools. 

Time should be provided for teachers to learn the curriculum and implement it in 

their classrooms. Staff development days should be set aside to inform teachers of the 

design and delivery of the written curriculum. Teachers should be aware of the standards 

that their institution has set and be familiar with teaching strategies that effectively deliver 

the curriculum. As Glatthorn (1995) recommends, the knowledge base that the written 

curriculum provides should be the basis for staff development provided to teachers so that 

their teaching is based on recommended standards and researched practices. If time is not 

devoted to understanding the written curriculum, guides will sit on the shelf gathering dust 

and teachers will continue to teach according to their own desires. 

Implications for schools, both private and public, are that curriculum should be 

written, taught, and tested in a congruent manner. The written curriculum should be 

clearly delineated and should include benchmarks of quality for each subject area in order 

to promote a challenging curriculum. The written curriculum should be clearly 

communicated to teachers so that the taught curriculum would be consistent from teacher 
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curriculum up to date and relevant to the students in the classroom. Teacher input is vital 

to the development of curricular programs, so that teachers are aware of the curricular 

standards and have ownership of the methods and teaching practices specified in the 

documents. The Catholic schools in this study had a well developed process of curricular 

revision that included teacher input. For schools of choice this revision process is vital to 

the maintenance of a challenging curriculum that keeps up with the standards of the time 

and the needs and desires of the school's clientele. 

Findings from this study have implications for teachers and parents in examining 

the curricular programs of their own schools for quality, depth, and breadth. As evidenced 

by the data in this study, private, public choice, and public attendance-zone schools 

required basically the same courses but the content of these courses was very different. 

When selecting a school, parents should take a closer look at exactly what is offered and 

the quality of the total program. This has implications for schools to communicate clearly 

with parents regarding their curriculum. If parents knew more about what they were 

choosing, there would most likely be less of an attrition rate from schools of choice. 

Different students have different needs and choice programs can provide real 

alternatives for learning. "Choice creates different kinds of schools to serve our diverse 

student population and to accommodate the range of parent and professional beliefs about 

what public education should be" (Young & Clinchy, 1992, p. 18). Choice programs allow 

for a more focused program which helps schools concentrate their resources on their 

particular mission and maximize their effectiveness. 
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Recommendations for Further Research 

This study has provided a closer investigation of the actual curricular practices at 

schools in San Antonio, Texas. It has analyzed the curricular programs at three types of 

schools in the San Antonio area to investigate whether programs differ significantly so as 

to provide real alternatives to parents as they exercise their options. 

The findings from this study indicate a need to provide a closer examination of the 

written curriculum at both public and private schools. More in-depth analysis should be 

done on curriculum documents at public and private schools and the content of the 

curriculum. The comparison of course requirements alone does not provide data of actual 

classroom content. More research should be done to investigate whether schools have 

developed curriculum documents and how the curriculum is being implemented and 

assessed in the classroom. A written document alone does not ensure that the curriculum 

is being delivered consistently in the classroom. Classroom observations, teacher 

interviews or document analysis of lesson plans could be used to verify that the school's 

written, taught, and tested curriculum are aligned. Because of the differences in the 

content of the curriculum between the private schools, differentiation between Catholic 

and non-Catholic private schools should be included in future studies. 

Another study of the effects of choice on curriculum suggests that matching on the 

basis of school district or city should be done in future research. "One must look within a 

particular district or geographic region to see if schools of choice offer curricular content 

or teaching styles that are clear alternatives to the available non-choice schools" (Schiller, 

Plank, & Schneider, 1993, p. 102). This study attempted to do that. 
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This study did not attempt to measure the effectiveness of the different programs 

at the three types of schools, so future research could be done to measure the impact of 

these curricular options on student achievement. When analyzing student achievement 

data, there is a need to control for preexisting differences among students, such as 

ethnicity and economic status. Numerous studies have documented that private and public 

choice schools have higher achievement, but there is little evidence to suggest that the 

schools themselves caused this. Schools of choice may simply attract students with these 

characteristics. (Rosell, 1985). 

Summary 

This study has enhanced the literature on school choice and the curricular options 

provided by choice programs, both in the private and public sectors. Catholic schools 

appear to have a more consistent, challenging curriculum than other private and public 

schools in this study, although Catholic schools follow the same curricular guidelines as 

the public schools. School calendars, hours in the school day, and types of courses 

required are remarkably similar among the three types of schools in this study. Private 

school teachers seemed to have higher expectations for students and more parental 

support than do public schools. Future research is needed to examine in more detail the 

content of the curriculum at more public and private schools. The question of whether 

schools of choice provide real alternatives to the standard public school curriculum has not 

been fully investigated. 
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SAN ANTONIO 
TEACHER QUESTIONNAIRE 

Please take a few minutes to complete this survey and then return it in the envelope provided. 
The purpose of this survey is to obtain descriptive information about schools. All responses will 
remain strictly confidential and will not be released to anyone. We are interested in aggregate 
data, not individual responses. If you have any questions or concerns in completing this survey, 
please call us toll-free at 1-800-382-0975. Thank you for your help! 

1. What is the name of your school? 

Strongly Weakly Weakly Strongly 
Agree Agree Agree Disagree Disagree Disagree 

2. The principal is committed to the school's 
mission and has communicated this to 
the staff. Q, • 2 • 3 O 4 Q $ a e 

3. Goals and priorities for the school are clear. • 2 • 3 O 4 • 5 Q6 

4. Teachers are not supported when they 
enforce the school's discipline rules. Q 6 • $ • 4 • 3 • 2 Q, 

5. The school administration's behavior toward 
the stafFis supportive and encouraging. • , 0 2 Q 3 Q4 Q s Qe 

6. In this school, the teachers and the 
prindpal(s) are in close agreement on school 
disciplinary policy. Q t Q 2 Oa 0 4 Q$ Q« 

7. The learning environment in this school is 
not conducive to school achievement for most 
students. Q e • 5 • 4 O 3 Q2 • 1 

8. All personnel in our building work closely 
together as a team. • 1 Q 2 ^ 3 0 4 Qs 0 6 

9. The principal sees that priorities are set and 
that plans are made and carried out. Q t Q2 Q 3 Q4 Q s Q6 

10. My principal is not familiar with the 
instruction that takes place in my classroom. Q e • 5 • 4 • 3 • 2 Q1 

11. I am familiar with the content of the classes 
taught by other teachers in my department 
or grade level. 0 , 0 2 0 3 0 5 Q 6 
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12. When a child is not learning well in the classroom, who is primarily responsible for 
improving the situation? Please rank-order your choices 1 (most responsible) through 6 
Geast responsible). 

G teacher O parent 

CD counselor Q principal 

Q student 

Q other (please specify L 

Less than More than More than More than More than 

13. What is the percentage of students in 
your class(es) that you expect to exceed 
grade level or course objectives by 
the end of the year? 

14. What is the percentage of students in 
your class(es) that you expect to 
a. reach grade level by the end of 
the year? 
b. meet your objectives by the end of 
the year? 

25% 

• 1 

• 1 

• , 

25% 

• 2 

• 2 

50% 

• 3 
• 3 

75% 

• 4 

• 4 

• 4 

90% 

• 5 
• 5 

15. What strategies do you recommend for students who neither reach grade level nor meet 
your objectives by the end of the year? 

16. How much homework do you assign your 
students for the typical class period 
during the current year? Q, • ; 

17. How much influence do teachers have 
over your school building policy in each of 
the areas below? None 

Up to 16 to 31 to 
None 15 min 30 min 45 min 

• 4 

46 to More than 
60 min 60 min 

•« 

A Great 
Deal 

a. Determining student discipline rules 1 2 3 4 5 6 

b. Determining the content of inservice/ 
staff development programs 1 2 3 4 5 6 

c. Establishing the school curriculum 1 2 3 4 5 6 

d. Setting performance goals for the school 1 2 3 4 5 6 

e. Determining the school budget 1 2 3 4 5 6 

f. Establishing staffing patterns for school 1 2 3 4 5 6 



153 

18. How much influence do you have in your 
classroom over each of the following areas 
of your planning and teaching? 

a. Selecting textbooks and other 
instructional material 

b. Selecting content, topics and skills 
taught 

c. Disciplining students 

d. Determining amount of homework 
assigned 

e. Controlling the pull-outs from my 
classroom 

None 

1 

1 

1 

1 

1 

2 

2 

2 

2 

3 

3 

3 

3 

5 

5 

5 

5 

A Great 
Deal 

6 

6 

6 

6 

19. Check the option below which best represents your approach to values instruction in your 
classroom. 

• i I stick to teaching basic skills and facts and avoid values instruction. 

• 2 I teach the values my school represents. 

• 3 I encourage students to express their values and to develop an appreciation that others 
have different values. 

Never 
How often do you discuss controversial subjects in your classroom? • , 

Sometimes 
• 2 

Often 
• a 

How often do you have contacts with parents? 

Weekly Monthly 
2-4 Times 

a Year 
Not 

At All 

a. Parents visit and observe my students' 
performance • 4 • 3 •, 

b. I meet the majority of my students* parents • 4 • 3 • 2 • , 
c. I have parent volunteers in my classroom • 4 • 3 • . 
d. I participate in activities of parent organizations • 4 • 3 • 2 • , 
e. I communicate to parents in writing my 

academic expectations for their child • 4 • 3 • 2 • , 
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22. What is your response to this contact? 
Usually 

a. I find it effective to have parent volunteers in my 
classroom • 4 

b. Parents respond when I request a conference • « 

c. I find it effective to involve parents when children 
are not achieving. • 4 • 3 • 2 • , 

23. What is the average number of students in your dass(es)? 

Sometimes Seldom Never 

• 3 • 2 • , 

• 3 • 2 • , 

24. Check the level(s) at which you 25. What is the highest level of education you 
teach. have completed? 

PreK - K • , High School diploma • 1 
1 - 2 • 2 Associate (2-year) degree • 2 
3 - 5 • 3 Bachelor's degree • 3 
6 - 8 • « Master's degree • 4 

Doctor's degree • $ 

26. Are you TEA certified as a teacher in your subject area? 

• ,Yes Q j No 
27. How many years of experience have 28. How many years have you taught in this 

you had school? 
a. As a full-time teacher? 
b. As a part-time teacher? 

29. What is your age? 30. What is your gender? 

Less than 25 • i • , Male • 2 Female 
25 - 30 Q 2 
31-40 • 3 
41-50 • « 
51-60 • s 
More than 60 • e 

31. What is your ethnicity? 

• , Black • 2 Native American • 3 Hispanic 
• 4 Anglo Q s Other 

Comments: 

THANKS FOR COMPLETING THIS QUESTIONNAIRE 
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Student Questionnaire 
(Grades 6 - 8) 

For each statement, please check the box to show if you Strongly Agree, Agree, Disagree, Strongly 
Disagree, or Don't Know. 

Strongly 
Agree Agree Disagree 

Strongly 
Disagree 

Don't 
Know 

1 . My school gives students a good education. • 4 • 3 • 2 o , • a 

2. I like most of the students at my school. • 4 • 3 • 2 • , • a 

3. Fighting is a problem at my school. • 4 • 3 • a • , • a 

4. In my school, teachers expect students to do 
their best all the time. • 4 • 3 • 2 • 1 • a 

5. My teachers encourage students to express their 
views in class. • 4 • 3 • 2 • , • e 

6. My classes are pretty easy. • 4 • 3 • 2 • , • a 

7. Many teachers at my school don't care about the 
students. • 4 • 3 • 2 • 1 • a 

8. I like my teachers. • 4 • 3 0 2 • 1 • a 

9. My teachers assign a lot of homework. • 4 • 3 • 2 • 1 • a 

10. My teachers usually tell me how to correct the 
mistakes in my work. • 4 • 3 • 2 • 1 • a 

11. I feel I can disagree with the opinions of other 
students in class discussions. • 4 • 3 • 2 • 1 • a 

12. Students in my school usually do their homework. • 4 • 3 • 2 • , • a 

13. Most of the work I do in school is interesting. • 4 • 3 • a • , • a 

14. My teachers are willing to help me when 
I have a problem. 

• 4 • 3 • a • , • a 

15. The principal has visited my classroom. • 4 • 3 • 2 • , • a 

16. We often argue about ideas in class. • 4 • 3 • a • 1 • a 

17. My parent expect me to get good grades in school. • 4 • 3 • a • , • a 

18. Our principal does a good job of running the 
school. • 4 • 3 • a • 1 • a 

19. The school rules are fair. • 4 • 3 • 2 • 1 • a 

(PLEASE COMPLETE REVERSE SIDE) 
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Strongly Strongly Don't 
Agree Agree Disagree Disagree Know 

20. My parents have met and talked with my teacher. Q4 • 3 ^2 Q i 

21. My teachers have made a positive difference 
in my life. Q 4 Q3 ^2 Qi G s 

Please check the box to show how often each of the following is discussed in your classes: 

Often Sometimes Never 

Community pride • 3 • 2 • 1 

Knowing right from wrong • 3 • 2 • 1 

Responsibilities of being a citizen • 3 • 2 • 1 

Cultural/ethnic pride • 3 • 2 • , 

Religious beliefs • 3 • 2 • 1 

Knowing the importance of learning • 3 • 2 • 1 

How to get along with people • 3 • 2 • t 

Developing pride in yourself • 3 • 2 • t 

Living in a democracy • 3 • 2 • 1 

Family pride • 3 • 2 • , 

What is the one thing you like best about your school? 

What is the one thing you would change about your school? 

Please circle the items that describe yourself; 

I applied for the Multilingual Program. • ,yes 
I was accepted for the Multilingual Program. • tyes 
I was enrolled in the Multilingual Program. • tyes 

I am a 

I am in grade 

I am • , Hispanic 

• iboy 

• T sixth 

• 2African-
American 

f • 2no 
• 2no 
• 2no 

• 2girl 

• 2seventh 

• 3Anglo 

• 3eighth 

• 4Other 
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STRUCTURED GROUP INTERVIEW QUESTIONS 

A. Values have been defined as internal guides or standards by which people 
make decisions and organize their lives publicly and privately. Values can 
be classified into the following categories: 

Moral values — knowing right from wrong 
Social values ~ family pride, community pride, cultural/ethnic pride, and knowing how 

to get along with people 
Spiritual values ~ religious beliefs 
Educational values ~ knowing the importance of learning 
Personal values ~ developing pride in oneself 
Civic values — living in a democracy 

1. Which of these values are stressed at this school? 

2. How do administrators reflect the school's value system in their 
activities? 

3. In what manner and to what extent do school values get addressed in the 
classroom? 

4. Do students attitudes and behavior reflect the school's value system? 

B. An academically challenging instructional program is characterized by the 
following indicators: 

* pervasive attitude that all students can and will master a demanding curriculum 
* close monitoring of student and teacher performance 
* more time spent on homework 
* comparability of academic standards and demands between tracks; and 
* best teachers assigned to lower track classes as well as regular and honors 

classes 

1. Which of these indicators are present at this school? 

2. What is the usual approach to classroom instruction? 

3. How much time are students expected to spend on homework? 

4. How do teachers address the needs of slow learners? 
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C. To what extent do school administrators support teacher influence in school 
policymaking and autonomy in the classroom? 

1. To what extent do administrators involve teachers in determining school 
goals and objectives, discipline rules, and policies concerning 
curriculum, personnel, and budget? 

2. To what extent do teachers and administrators work together as a team? 

3. To what extent do teachers determine their own classroom instructional 
objectives, methodology, and teaching materials? 

4. To what extent are teachers free from bureaucratic controls and 
paperwork? 

D. To what extent is the school mission clearly stated and infused through the 
school program? 

1. What is the school's mission? 

2. Are there specific objectives that define the mission? 

3. To what extent do administrators support the mission in their activities? 

4. To what extent do teachers support the mission in the classroom? 
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handbook 

% free lunch students 

school year # of days 

school day # of hours 

Questions: 

1. Do you have curriculum guides/documents? 

2. For what subject areas? L.A.? Math? 
other? 

Science? S.S.? 

3. Who helped develop the guides? Teachers? Adm.? purchased from company? 

4. Who set the standards for your curriculum? Church? TEA? 

5. Are the teachers required to use the guides? 

6. Do they use other resources besides the guides? Examples? 

7. How do you know they are using the curriculum? 

8. What kinds of tests/assessments are given to determine mastery of the curriculum? 

9. When does the curriculum change? Who makes those decisions? 

10. What training is provided to make staff members knowledgeable of the curriculum? 
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School 

Grade Level Subject 

Checklist for Curriculum Guides 

philosophy about the curriculum 

the vision of the curriculum 

the knowledge base for that subject 

the Hallmarks of Excellence * 

the district's / school's educational goals 

the subject mastery goals * 

the curriculum framework for that subject 

the scope and sequence chart * 

the grade level objectives * 

recommended time allocations 

recommended sequence for teaching objectives 

recommended means for assessing student learning 

textbooks and resources 

recommendations for fostering organic outcomes 

recommendations for enriching the curriculum 

from Allan Glatthom's Developing a Quality Curriculum, p. 44 
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