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ABSTRACT 

Jackson, Cshenal, The Influence of International Baccalaureate Primary Years Programme on 

Economically Disadvantaged Student Performance in Title I Elementary Schools.  Doctor of 
Education (Executive Educational Leadership), December 18, 2021, Houston Baptist University, 
Houston, Texas.  
 
 Closing the achievement gap is critical to the future of the nation, but more importantly it 

provides economically disadvantaged students a learning experience equivalent to their peers. 

Many districts attempt to battle low performance in Title I schools through special programs or 

addressing issues such as class size instead of taking into consideration whole child approach 

programs (National Education Association, 2007). Few studies address the effectiveness of a 

comprehensive approach such as the International Baccalaureate Primary Years Programme on 

the academic performance of economically disadvantaged students. 

 The purpose of this study was to examine the influence of the International Baccalaureate 

(IB) Primary Years Programme (PYP) on economically disadvantaged student performance in 

Title I elementary schools.  

 This study utilized a hermeneutical qualitative research design to gain an understanding 

of a specific socioeconomic group of IB PYP students from the perceptions and experiences of 

administrators and teachers. A total of six administrators and 100 IB PYP teacher participants 

were selected to address questions on the surveys and return it to the researcher.   

Findings 

 Based on the participants’ responses themes were derived in the categories of (a) Teacher  

Self-Reflection, (b) Faculty Growth Mindset, (c) Cultural Awareness and Action, (d)  

Professional Learning About Equity, (e) Professional Learning, (f) School Leadership.  

Conclusion 
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 Traditional education provides foundational information for all students, but IB PYP may 

provide the framework to continue a successful journey for economically disadvantaged 

students.  The knowledge of self-reflection, growth mindset, cultural awareness and action, 

professional learning about equity, professional learning, and school leadership are powerful 

components to combating the achievement gap for economically disadvantaged students. 

Keywords: school performance, whole child programs, international baccalaureate primary years 
programme, economically disadvantaged 
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CHAPTER I 

Introduction 

 This study focuses on the influence of the International Baccalaureate (IB) Primary Years 

Programme (PYP) on economically disadvantaged student performance in Title I elementary 

schools. This programme was implemented in Texas in 1979, when the first high school was 

authorized to offer the Diploma Programme (Texas IB Schools, 2016). An IB incentive 

programme was established in 1993 by the 73rd Texas Legislature to emphasize the state’s 

commitment to high scholastic performance by acknowledging and rewarding scholars, 

educators, and schools that establish achievement in accomplishing the educational objectives of 

the state and increase the academic participation of low-income learners in accelerated learning 

programs (Texas Education Agency [TEA], 2019). IB education is a holistic learning approach 

that focuses on developing inquisitive, well-informed, and compassionate young individuals who 

assist to create a healthier and more serene world through multicultural appreciation and 

admiration (International Baccalaureate [IB], 2015).   

An IB education: a) focuses on learners in which the IB’s student-centered approach 

promotes healthy relationships, ethical responsibilities, and personal challenges; b) 

develops effective approaches to teaching and learning by developing the attitudes and 

skills they need for both academic and personal success; (c) works within global contexts 

to increase understanding of languages and cultures, and explore globally significant 

ideas and issues; (d) explores significant content through a curriculum that is broad and 

balanced, conceptual, and connected. (International Baccalaureate Organization [IBO],  

2019, p.2). 
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According to a report for the International Baccalaureate Organization (IBO) (2014), 

instructional practices in the PYP lead to 87% student engagement, which leads to higher 

academic achievement of learners in the programme. The IB PYP focuses on the growth of the 

whole child, specifically for ages three through twelve.  This transdisciplinary programme 

develops learners as inquirers in an academic setting and beyond the school environment and 

promotes a set of learning actions that aims to encourage, inspire, and center learners and the IB 

community (International Baccalaureate Organization, 2015). 

 The IB PYP is recommended for all schools, but certain conditions are recommended for 

different districts. The following criteria are given contemplation when selecting to implement 

IB PYP: (a) commit to the mission of the high-quality global education (b) eagerness to embrace 

the authorization process for one or more IB programmes, (c) engage and support the worldwide 

community of IB World Schools, (d) provide comprehension and understanding to the 

progression of IB programmes, and (e) commit to the development of teachers through education 

(IBO, 2015). In return, the participating schools: (a) must commit to attend training, (b) 

commitment to no less than one year of candidacy phase with a consultant, (c) commit to an 

implementation model, (d) promote the IBO and implement the process with fidelity (IBO, 

2016). Each participating school's development is monitored throughout the first years using the 

authorization process guide (IBO, 2016). In addition, each campus is assigned district personnel, 

who are knowledgeable of the IB process and the specific campus to assist with the 

implementation process (IBO, 2016). 

 Upon conclusion of a 2010 assessment of 43 PYP and Middle Years Programme (MYP) 

schools in comparison to non-IB schools in Texas, IB student performance indicated no 

significant difference between the schools when comparing Texas standardized assessments for 
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reading and mathematics (Table 1). Although no significance was indicated, the students had 

more opportunity to acquire thinking skills from an international perspective in the IB setting 

(Sillisano, 2010). The participating schools included matching demographic variables such as 

percentage of socioeconomic status, ethnicity, and percentage of limited English proficient 

students according to the 2007-2008 Comparable Improvement Report of the Academic 

Excellence Indicator System (AEIS) (Sillisano, 2010). In 2009, qualitative interviews and 

classroom observations were conducted with IB teachers and administrators to gain their 

perspective of IB Programmes to evaluate the IB programmes in Texas schools. Four PYP 

schools and four MYP schools met the criteria of the project (Sillisano, 2010). The demographics 

and geographical aspects of the IB participants allowed for literal replication and logical 

replication. The participants classified the following variables as major contributing factors for 

IB PYP:  a) instructional practice; (b) student learning behaviors; and (c) IB instructional 

features and themes (Sillisano, 2010). The survey discoveries indicated IB participants are 

committed to the quality of the IB programme and the benefit to student performance; however, 

they anticipated barriers such as staff recruitment and retention and cost of teacher training 

within the organization (Sillisano, 2010). According to Sillisano, the difficulty level of the 

programme and balancing of the IB philosophy with more extensive regulatory requirements 

were secondary barriers (2010). This data and other studies provided the International 

Baccalaureate Organization with information on how to modify training for IB participants for 

future implementations, including: provide IB coordinators for each campus, introductory 

training for all staff involved in the process, and development of other enhancements within the 

IB process (IBO, 2019). 
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 IB is part of the TEA efforts to emphasize the state's pledge to high educational 

performance by recognizing and rewarding students, teachers, and schools that demonstrate 

success in accomplishing the educational goals (TEA, 2018). As of July 2019, 575 elementary 

schools in Texas were authorized as IB PYP schools (IBO, 2019). Siva Kumari, Director General 

of IB, believes elite academic programs like IB that focus on critical thinking are so often treated 

as a luxury good, reserved for only the most "elite" students at our most "elite" schools" (Seale, 

2019). Kumari is combating this issue by partnering with high-poverty schools in the United 

States to improve their outcome by preparing today's learners for the future (Seale, 2019). This 

study explored the influence of the IB PYP on economically disadvantaged student performance 

in elementary schools.  

 IB aims to “develop inquiring, knowledgeable, caring young people who help create a 

better and more peaceful world through intercultural understanding and respect” throughout their 

four challenging programs providing a continuum of education for learners ranging from ages 3-

19 (IBO, 2019). The organization explains at the heart of all programmes is the Learner Profile, a 

long-term, holistic vision of education that emphasizes the IB continuum of education and puts 

the learners at the center of every aspect of the programme (IBO, 2019). More specifically, the 

PYP emphases the progress of the whole child as an inquirer, both in the classroom and in the 

outside world (IBO, 2019).  The PYP is transdisciplinary and allows students to make 

connections to the real world through the transcendence of subjects (IBO, 2019).  The current 

data collected includes school records, test scores, climate survey, classroom evaluation, parent 

survey, teacher survey, teacher interviews, parent interviews, and administrator interviews.   
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Background of the Study 

 Learners or inquirers, individual and collectively, have a history of social and historical 

context, views, morals, predispositions, blind spots, and ways of thinking which frame their own 

thought process (Montuori, 2013). Economically disadvantaged students have different 

predispositions and ways of processing information because of their history, social and historical 

context, views, morals, predispositions, and blind spots, which play a role in their primary years 

of education. In 2016, 24% of schools in the United States of America were considered high 

poverty schools, in which 40% of these were located in the city (National Center for Education 

Statistics, 2018).   

 According to the Texas Education Agency in 2018-2019, 2,377,051, 43.76%, students 

were eligible for free lunch, 243,358 or 4.48% students were eligible for reduced lunch, 669, 059 

or 12.32%, were considered economically advantaged from other factors compared to 2, 

142,442, 39 or 44%, students were not considered economically disadvantaged students (TEA, 

2018).  1, 691,426 or 51.41% of these students are enrolled in grades prekindergarten through 

fifth grades. The 60.6% of students identified as economically disadvantaged is higher than the 

percentage identified 50.6% in 2008-09 (Marek, Lee, & Wright, 2019). The percentage increase 

of 22.5% or 603,209 of economically disadvantaged students was higher than the increase in the 

total school population of 14.4% or 682,339 (Marek et al, 2019).  As the population of 

economically disadvantaged students is rising, so is the education gap in the United States, which 

presents an issue of concern (Rubin & Segal, 2015; Marek et al, 2019). 

 In 2000, one out of every five children in the United States were estimated to have a 

foreign-born parent, in which they were twice as likely to live in poverty as native-born children 

(Payne, 2013). Children who are born into poverty regardless of their race or ethnicity are more 
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likely to suffer developmental delay and damage, to drop out of high school, or give birth during 

their teen years (Miranda, 1991). This same group of children is more than likely to be born into 

single-parent households without the presence of a father. Within these households, discipline is 

a major factor for learning in the family. Discipline is not utilized as a tool to promote change, 

but is about penance and forgiveness (Payne, 2013). The children receive a consequence for an 

unacceptable behavior through a cycle of judgment, amount and price of penance, and 

forgiveness (Payne, 2013). 

 As a result, behaviors do not change; eventually, over time, children in poverty simply 

learn how to survive in their environment instead of learning how to problem solve in difficult 

situations. This behavior leads to difficulty at school and leads to the child becoming 

unsuccessful in school (Payne, 2013). Additionally, children in poverty are seven times as likely 

to become victims of child abuse and remain in the cycle of low parental employment, broken 

family structure, and low parental education attainment (Renchler, 1993; Einbinder, 1993; 

Payne, 2013). These aspects lead to emotional and social challenges, acute and chronic stressors, 

cognitive lags, and health and safety issues, which are four primary risk factors distressing 

children in poverty (Jensen, 2009).   

 Economically disadvantaged students typically attend schools that received a low rating, 

according to the Texas Education Agency accountability system (TEA, 2018). Ruby Payne 

(2005) believes the reason for education becoming so challenging from the past is because of the 

decline of presence of the middle-class culture in schools, which leaves the presence of poverty 

culture and the prevailing rules and policies to dominate the educational world. Generational 

poverty often affects students in school because specific characteristics may affect the education 

process, such as a) the inability to get organized, b) excuses for missing or lost assignments, 



7 
 

 

c)incomplete homework, d) physical aggression and unaware of middle-class courtesies, e) more 

focus on entertainment and telling stories in a casual register, f) partial focus on pen-paper 

assignment, g) partial completion of assignments, h) inability to initiate task and self-monitor, i) 

laughter as a coping method when disciplined, j) work effort is based on their perception of the 

teacher, and (k) dislike of authorities which fuels the need to talk back and become extremely 

participatory (Payne, 2013).   

 According to Payne, “An education is the key to getting out of, and staying out, of 

generational poverty” (2013, p. 6).  In many cases, poverty is rarely the lack of intelligence or 

ability, but the lack of guidance to understand how to overcome particular situations (Payne, 

2013). Payne suggested that in these situations, the schools become the place where students 

learn these choices and the rules of the middle class (2013).  In most cases, individuals must 

possess a goal or vision, endure a painful situation, have a positive relationship with a mentor, or 

possess a talent or ability, which is one of four ways for individuals to propel out of poverty 

(Payne, 2013). Additionally, “performance gaps by social class take root in the earliest years of 

children’s lives and fail to narrow in the years that follow. That is, children who start behind stay 

behind—they are rarely able to make up the lost ground” (Garcia & Weiss, 2017). Primary 

education can supersede these situations by providing economically disadvantaged students with 

a firm foundation, equitable knowledge, and a comparable environment to partake in the 

opportunity to disrupt a progression of ineffective practices. 

Statement of the Problem 

 Considering the multifaceted problem regarding the low performance of economically 

disadvantaged students, what influence does IB PYP have on these students' achievement? 

Extensive research has been conducted regarding the low performance of economically 
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disadvantaged students and the individual components of whole-child approaches. While these 

studies examine the influence of individual components of whole-child approaches of 

economically disadvantaged students, the effectiveness of a comprehensive approach such IB 

PYP on economically disadvantaged students has yet to be assessed in a rigorously designed 

evaluation (Garcia & Weiss, 2017; Payne 2013; Jensen 2009; Oaks, Maier, and Daniel 2017; 

Sillisano et al, 2010). 

 Numerous researchers have studies regarding student performance and intervention 

programs in the United States for economically disadvantaged students. Programs such as the 

Communities In Schools made it their mission to support and empower students to stay in school 

providing homework assistance, food, positive role models, and moral support through afterschool 

support. Another resource is wraparound services which connect families with different supplies 

depending on the need of the family. Similarly, resources such as time parents spend with their 

children, time parents devote to education-enhancing activities, engagement in high-quality early 

childcare education, and involvement in programs that support students’ physical, mental, and 

nutritious health tend to enhance the academic journey of economically disadvantaged students 

(Morsy and Rothstein 2015; Van Voorhis et al, 2013; Chaudry et al, 2017; Rolnick and Grunewald 

2003). However, the number of economically disadvantaged students has increased since 2008-

2009 in every ESC region in Texas except for Region 20, San Antonio area. More specifically, 

Region 4, Greater Houston area, has seen an influx of 23.3% of economically disadvantaged 

students from 594,500 to 733,263 students (Marek et al, 2019). Enormous and increasing 

discrepancies in students’ overall development in the United States and widespread indication 

linking those discrepancies to widely diverging educational outcomes have provoked action in a 
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raising number of communities and school districts to combat the educational gap for economically 

disadvantaged students (Garcia & Weiss, 2017). 

Statement of the Purpose and Significance 

 The purpose of this study is to examine the influence of the International Baccalaureate 

Primary Years Programme on economically disadvantaged student performance from the 

perceptions of teachers and administrators who currently lead and teach at IB PYP Title I 

schools.  

 The significance of this study is vital as it provides awareness and understanding into the 

implementation of the IB PYP as a holistic learning framework to develop economically 

disadvantaged students’ performance, especially as student agency and varied expertise become 

increasingly important to the 21st-century learners (Morales, 2009; Seale, 2019). Knight, Roosa, 

and Umana-Taylor believe there is an acute need for targeted research of ethnic minority and 

economically disadvantaged populations because of the historical underrepresented in social 

science research and to gain an understanding of human behavior and outcome (2009). 

Additionally, Paul Tough believes it is important to change educational research’s trajectory to 

include the use of science tools to “steer an individual child or generation of children away from 

failure and toward success” (2012). This study’s results may contribute valuable insight into the 

implementation of the IB PYP as a holistic learning framework to promote improved student 

performance of economically disadvantaged students. 

 The IB PYP provides economically disadvantaged students access to one of the world’s 

elite academic programs, which will allow these students the opportunity to gain essential skills 

to prepare for the future world (Seale, 2019). Economically disadvantaged students will have 

access to an integrated education whose mission is to enhance students through critical thinking 
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skills, multilingualism, and open-mindedness without sacrificing the traditions of the local 

culture and community (Seale, 2019). When implemented with fidelity, this model of learning 

can prepare students to participate in the global economy intellectually and mindfully confident 

(Seale, 2019). It is important for educators to understand the possible influence of IB PYP on 

economically disadvantaged students. The results of this study will contribute valuable insight 

into the implementation of the IB PYP as a holistic learning framework to promote improved 

student performance of economically disadvantaged students. 

Research Questions 

 In this study, the researcher examined the influence of International Baccalaureate 

Primary Years Programme on economically disadvantaged students in Title I elementary 

schools. `  

1. What are the perceptions of administrators regarding factors that influence the 

performance of economically disadvantaged students participating in the International 

Baccalaureate Primary Years Programme? 

2.  What are the perceptions of teachers regarding factors that influence the 

performance of economically disadvantaged students participating in International 

Baccalaureate Primary Years Programme? 

Definition of terms 

Achievement gap. The difference in the performance between each Elementary and Secondary 

Education Act (ESEA) subgroup within a participating LEA or school and the statewide average 

performance of the LEA's or State's highest achieving subgroups in reading/language arts and 

mathematics as measured by the assessments required under the ESEA (Department of 

Education, 2019). 
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Authorization. In order for a school to become IB World School, it must be authorized by the 

IB to implement any one of its programmes. The authorization process has been designed to 

support schools in making the decision to become an IB World School, understanding the nature 

and requirements of the IB programme, defining their readiness to implement the programme, 

and planning to sustain the programme in the long term (IB, 2016). 

Candidacy. Primary Years Programme shows that the school has carried out a preliminary 

analysis of the programme and of the consequences of its implementation and that, as a result, an 

action plan has been developed reflecting the commitment of the school to make the necessary 

adjustments to become an IB World School. (IB, 2016) 

Economically Disadvantaged. An economically disadvantaged student is defined as one who is 

eligible for free or reduced-price meals under the National School Lunch and Child Nutrition 

Programme (TEA, 2019). 

Free and Reduced Lunch Programme. Children from families with incomes at or below 130 

% of the Federal poverty level are eligible for free meals. Those with incomes between 130 and 

185 % of the Federal poverty level are eligible for reduced-price meals (TEA, 2018). 

High-needs students. Students at risk of educational failure or otherwise in need of special 

assistance and support, such as students who are living in poverty, who attend high-minority 

schools, who are far below grade level, who have left school before receiving a regular high 

school diploma, who are at risk of not graduating with a diploma on time, who are homeless, 

who are in foster care, who have been incarcerated, who have disabilities, or who are English 

learners. (Department of Education, 2019). 

Income Gap. The income gap is viewed from the perspective of the whole economy; the 

commonest income gap is that between 'rich' and 'poor,' with the 'rich' usually being defined at 
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the top 20% of income earners (the top quintile), and the poor the bottom 20% (bottom quintile) 

(Economics Online, 2019) 

International Baccalaureate (IB),  A global network of schools, educators, students, and 

parents whose mission is to develop inquiring, knowledgeable, and caring young people who 

help create a better world through intercultural understanding and respect. (IBO, 2019). 

International Baccalaureate Organization (IBO). The International Baccalaureate (IB), 

formerly known as the International Baccalaureate Organization (IBO), is an international 

educational foundation headquartered in Geneva, Switzerland, and founded in 1968. It offers 

four educational programmes: the IB Diploma Programme and the IB Career-related Programme 

for students aged 16 to 19, the IB Middle Years Programme for students aged 11 to 16, and 

the IB Primary Years Programme for children aged 3 to 12. To teach these programmes, schools 

must be authorized by the International Baccalaureate. (IBO, 2019) 

Low-performing schools. Schools that are in the bottom 10 % of performance in the State, or 

who have significant achievement gaps, based on student academic performance in 

reading/language arts and mathematics on the assessments required under the ESEA or 

graduation rates (Department of Education, 2019). 

Primary Years Programme (PYP). A programme for children aged 3 - 12 that prepares 

students to become active, caring, lifelong learners who demonstrate respect for themselves and 

others and have the capacity to participate in the world around them. It focuses on the 

development of the whole child (IBO, 2019). 

Promotion rate. Proportion of students from a cohort enrolled in a given grade at a given school 

year who study in the next grade in the following school year. (UNESCO, 2019) 
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Poverty. The extent to which an individual does without financial resources, emotional 

resources, mental resources, spiritual resources, physical resources, support systems, 

relationships, role models, and understanding of various cultures (Payne, 2013).  

State of Texas Assessments of Academic Readiness (STAAR). An assessment programme 

designed to measure the extent to which students have learned and are able to apply the 

knowledge and skills defined in the state-mandated curriculum standards, the Texas Essential 

Knowledge and Skills (TEKS) (Texas Education Agency, 2019).  

Student performance data. Information about the academic progress of a single student, such 

as formative and summative assessment data, coursework, instructor observations, information 

about student engagement and time on task, and similar information (Department of Education, 

2019). 

Title I. The largest federal aid programme for elementary and secondary schools. The goal of 

Title I is to improve teaching and learning for students attending schools with high percentages 

of economically disadvantaged students, particularly those students most at risk of not meeting 

the state's academic achievement standards (Department of Education, 2019). 

Theoretical Framework 

 The theoretical framework of this study is based on research of the social and political 

philosophy of the Frankfurt School of the 1920s, in which the Marxist-inspired movement sought 

to maintain a philosophical goal to comprehend and to assist societal structures through which 

people are governed and oppressed (Gall, Gall, & Borg, 2007). Marx and Freud argued a 

reference to the goal of human liberation must be pursed in conjunction with scientific 

knowledge to provide proper education and freedom to all societal structures (Gall, Gall, & 

Borg, 2007).  Human beings need to be emboldened to exceed the limits place on specific groups 
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of people by race, class, and gender (Fay, 1987). The Critical Theory in education provides a 

lens to exam in what way our educational system can proposition élite learning to all people by 

understanding a distinctive perception of disadvantaged participants of society (Boyd & Chapel, 

2021; Madison 2011; Morrow and Brown, 1994; and Creswell & Poth, 2017). There is a plethora 

of research that demonstrates economically disadvantaged students typically attend schools that 

received a low rating along with poor personal physical health, low concentration ability, limited 

information retention, and lower parental educational attainment (Boyd & Chapel, 2014; TEA, 

2018; National Center for Education Statistics, 2020). This criterion intensifies the need to 

provide elite education to all societal structures to provide the opportunity for freedom for all. 

Madison (2011) argues researchers need to recognize their individual influence, participate in 

conversation, and utilize theoretical frameworks to understand or enlighten community action.  

 A transformative theoretical framework encompasses the perspectives of these 

researchers through the fundamental ideology of knowledge replicates the authority and societal 

relationships within cultures therefore it is not common amongst all; consequently, the drive of 

knowledge construction is to support individuals and humanities to improve society (Mertens, 

2009; Creswell & Poth, 2017). The transformative theoretical framework provides a voice to the 

oppressed, dominated, suppressed, alienated, hegemonized by fostering their awareness and 

improve their lives through participatory action research involving (a) inquiry based action to 

initiate change in practices, (b) educating individuals regarding limitations discovered in media, 

language, work practices, and the importance of correlation of dominance in educational 

environments;  (d) combat oppression by examining all social classifications used to isolated and 

repress by contemplating their common functions and consequences; and (e) collaborative 

inquiry to provide a voice to marginalized people (Fay, 1987, Heron and Reason, 1997; Gall et 
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al, 2007;  Job et al, 2013; Kemmis and Wilkinson, 1998; Brookfield, 2005; Creswell and Poth, 

2017). Research on oppressed societal structures in education can be enhanced by understanding 

“the context where learning takes place matters and it is important to relentlessly challenge the 

inequities of the learning context” (Merriam, 2018, p. 88).  

Critical pedagogy in critical theoretical framework. As educators immerse economically 

disadvantaged students in a multitude of knowledge, they should understand teaching and 

learning should be a process of inquiry and a process of building a social imagination that works 

within a language of hope (McLaren, 1994). Teaching in relevance to a transformative of the 

future through present action provides a relevant, critical, and transformative connection to 

learning for students (McLaren, 1994). Education becomes significant when it bridges student 

experiences and culture to the curriculum to critically explore problematic areas. Bridging 

student experiences and culture allows students to transform their own cultures and communities 

through education and empowerment (McLaren, 1994). As educators transform their teaching; 

educators can strengthen and empower the learning of the students by (a) thinking critically and 

challenging social structure, (b) designing a discussion-based class with collaborative grouping, 

(c) allowing students to think and challenge alternative views, (d) allow students to convey 

knowledge attainment though different methods other than paper based assessments, (e) 

encourage students to contribute their knowledge and voice to their family and community 

(Freire, 1969; Lynch, 2019). Research showcases providing teachers and students with a 

dialogical method of teaching and learning allows for mutual engagement to improve life of the 

marginalized people and decrease their oppression through conscientization (Freire, 1969).   

  Critical theory research allows for the disturbing of traditional educational operations by 

questioning and exposing the assumptions that inspired commonly established but oppressive 
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cultural practices (Gall et al, 2007). Criticalist Kincheloe and McLaren (2005) outline seven 

basic assumptions to simulate critical reflection concerning established educational research and 

practices including: 

 (a) every society systematically give privileges to certain cultural groups and oppresses 

 other cultural, (b) the oppression experienced by an individual is an interactive 

 combination of the various oppressions generated in response to all that individuals 

 nonprivileged identities, (c) the cultural text (including but not limited to language) are 

 probably the most powerful means of expressing and maintaining differences and 

 privileges, (d) every human act, creation, or communication can be interpreted in relation 

 in cultural context of capitalist production and consumption, (e ) all thought is mediated 

 by socially and historically constructed power relations, (f) facts can never be isolated 

 from the domain of values and prevailing assumptions about what is valued, mainstream 

 research practices help reproduce systems of oppression that are based on class, race, 

 gender, and other cultural categories. Emphasis of theory to explain society and 

 emancipate its participants, Critical theory, provides the oppressed with educational 

 opportunities to empower their own communities (Gall et al, 2007).  

The previous data collected provided insights for the students had more opportunity to acquire 

thinking skills from an international perception in the IB setting through a) instructional practice; 

(b) student learning behaviors; and (c) IB instructional features and themes (Sillisano, 2010). The 

s still a need to investigate the outcome of the IB PYP as a holistic learning framework to 

promote improved student performance of economically disadvantaged students. 
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Limitations 

 Limitations in research are matters and occurrences that arise in the study, which are out 

of the researcher’s control (Lunenburg and Irby, 2008). The limitations of this study included the 

following: 

1. The survey used for self-reporting did not conclusively determine teachers and 

administrators perceptions of the influence of IB PYP on economically disadvantaged 

students in elementary schools. This limitation was a factor because the participants 

taught at a single elementary school in a specific geographic location. 

2. Teachers and administrators in other regions of the nation may have different 

perceptions of the influence of IB PYP on economically disadvantaged students in 

elementary schools based on their individual circumstances and life experiences.  

3. There is minimum research that focused specifically on special student populations, 

such as economically disadvantaged students, regarding IB PYP student performance 

in the United States (Sillisano et al, 2010; Frank, 2009; Hemelt, 2014).  

4. The researcher chose economically disadvantaged students in elementary schools, 

which is the only population subgroup included in this study, to fit into the special 

student population's description. 

5. Several variables external to the control of the researcher can influence student 

performance. These variables can include extracurricular programs and tutorial 

services. 

Delimitations  

 Delimitations of a study are self-imposed boundaries set by the researcher on the purpose 

and scope of the study (Lunenburg & Irby, 2008). The major delimitations in this study include: 
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1. The participants of the study were teachers and administrators involved in an authorized 

IB PYP public school. 

2. The population of economically disadvantaged students may not be representative of the 

general population of economically disadvantaged students enrolled in the selected 

school district. 

Assumptions 

 Three general assumptions of this study are: 

 1.  The survey in this study is valid for the intended purpose of the study. 

 2.  The participants understood the survey and responded impartially and truthfully. 

 3.  Interpretation of the data collection reflected what the participants intended. 

Organization of the Study 

 This study is organized into five chapters.  Chapter I includes introduction, background 

of the study, statement of the problem, statement of the purpose and significance, research 

questions, definition of terms, theoretical framework, limitations, delimitations, assumptions, and 

organization of the study.  In Chapter II, the researcher provides a review of the literature 

including: (a) introduction; (b) theories regarding economically disadvantaged students; (c) 

Social and Emotional Learning; (d) curriculum practices for economically disadvantaged 

students; (e) parents; and (f) history of IB PYP; (g) summary. In Chapter III, the researcher 

describes the methodology used in this study, which includes research design, participants, 

context and setting, instrumentation, data collection, and data analysis.  In Chapter IV, the 

researcher will describe the findings of the study.  In Chapter V, the researcher will provide 

discussions, implications, recommendations, and conclusions.
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CHAPTER II 

REVIEW OF LITERATURE 

 The academic achievement disparities in the United States of American continue to 

stagnant the success of economically disadvantaged students. In 2016, 24% of schools in the 

United States of America were considered high poverty schools, in which 40% of these were in 

the city (National Center for Education Statistics, 2018).  According to the TEA in 2018-2019, 

2,377,051, 43.76%, students were eligible for free meal count, 243, 358 or 4.48% students were 

eligible for reduced lunch, 669, 059, 12.32%, were considered economically advantaged from 

other factors compared to 2, 142,442, 39.44%, students were not considered economically 

disadvantaged students (TEA, 2018).  The students, 1, 691,426 or 51.41%, are enrolled in grades 

prekindergarten through fifth grades. The 60.6% of students identified as economically 

disadvantaged is higher than the percentage identified 50.6% in 2008-09 (Marek et al, 2019).  

 The percentage increase of 22.5% or 603,209 of economically disadvantaged students 

was higher than the increase in the total school population of 14.4% or 682,339 (Marek et al, 

2019).  The academic achievement gap is driven more by income disparities than racial 

segregation in schools (Samuels, 2019; Reardon, Weathers, Fahle, Jang, & Kalogrides, 2019). In 

2018 the median household incomes comprised of $41,361 for Blacks, Hispanic $51,450, White 

$70,642, and Asian $87,194 (United States Census Bureau, 2019).  The sufficient disparities in 

the household income are a key factor in the disparities in assessment scores, which leads to 

disparities in neighborhood schools, which correlates to the impact of Every Student Succeeds 

Act (ESSA) signed into law on December 10, 2015.  

 ESSA highlights specific areas to ensure success for students and schools including a) 

advancing equity by upholding critical protections for America's disadvantaged and high-need 
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students; b) requires—for the first time—that all students in America be taught to high academic 

standards that will prepare them to succeed in college and careers; c) ensuring that vital 

information is provided to educators, families, students, and communities through annual 

statewide assessments that measure students' progress toward those high standards; d) helping to 

support and grow local innovations—including evidence-based and place-based interventions 

developed by local leaders and educators—consistent with our Investing in Innovation and   

Promise Neighborhoods; e) sustaining and expands this administration's historic investments in 

increasing access to high-quality preschool; f) maintaining an expectation that there was 

accountability and action to effect positive change in our lowest-performing schools, where 

groups of students are not making progress, and where graduation rates are low over extended 

periods of time (U. S. Department of Education, 2019).  The Obama administration is advocating 

for equity, but our nation’s report card is showcasing limited results in the initial stages of 

implementation regarding primary education.  

 The Nation’s Report Card discloses lower-performing, middle-performing, and higher-

performing students at both grades made gains compared to the early 1990s and 2000, but no 

significant progress was made at both grades for lower-performing students compared to a 

decade ago regarding our nation’s mathematics performance of fourth grade and eighth-grade 

students in 2019 (NAEP, 2019). Scores lowered for the reading assessment for lower-performing 

students and middle-performing students compared to the 2017 report card, while less significant 

progress was made over the long term for the lowest-performing students (NAEP, 2019).  While 

this act provides a framework for nation schools, the commitment from the schools may be more 

challenging because every community and every school is different. Therefore, our schools must 
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focus on constructing and sustaining systems that develop the whole child with adequate 21st-

century skills while preserving the secrecy of the culture and community. 

 The purpose of this study is to examine the influence of the International Baccalaureate 

Primary Years Programme on economically disadvantaged student performance from the 

perceptions of teachers and administrators who currently lead and teach at IB PYP Title I 

schools.  

 The significance of this study is vital as it provides awareness and philosophy into the 

implementation of the International Baccalaureate Primary Years Programme (IB PYP) as a 

holistic learning framework to develop economically disadvantaged students’ performance, 

especially as student agency and varied expertise become increasingly important to the 21st-

century learners (Morales, 2009; Seale, 2019). Knight, Roosa, and Umana-Taylor believe there is 

an acute need for targeted research of ethnic minority and economically disadvantaged 

populations because of the historical underrepresented in social science research and to gain an 

understanding of human behavior and outcome (2009). Tough believe it is important to change 

the trajectory of educational research to include the use of science tools to navigate a single 

student or cohort of students away from failure and toward achievement (2012). The results of 

this study may contribute valuable insight into the implementation of the IB PYP as a holistic 

learning framework to promote improved student performance of economically disadvantaged 

students. 

 Furthermore, the researcher discusses literature regarding potential influencing factors 

implicating economically disadvantaged students' achievement disparities and their counterparts 

in elementary schools. Numerous topics are discussed in the following sections of this chapter 

regarding the research and theories and speak to the research questions and economically 
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disadvantaged student performance in elementary schools. The topics include: (a) disadvantaged 

student performance theoretical perspectives; (b) Factors impacting economically disadvantaged 

students’ primary education (c) The culture and Learning Environment; (d) social and emotional 

learning; (e) Whole Child Programs; and (f) The International Baccalaureate Primary Years 

Programme.  

Disadvantaged Student Performance Theoretical Perspectives  

 Theories provide foundational information for any impactful educational organization; 

accordingly, theories will provide a framework for a successful journey for economically 

disadvantaged students in education.  The additive model by Ruby Payne (2013), Eric Jensen’s 

Teaching with Poverty in Mind (2009), Ron Clark’s Rules for Discovering the Successful 

Student in every Child (2011), and the Hidden Power of Character explored by Paul Tough 

(2012) provide knowledge of learning theories that are powerful components to combating the 

achievement gap for economically disadvantaged students. These theories provide leverage for 

closing the academic achievement gap by generating equity in education for all students. The 

following paragraphs analyze the educational and psychological literature utilizing the 

researchers' theoretical perspectives regarding economically disadvantaged students. 

Additive Model 

 Payne’s theoretical perspective, additive model, “combines the value of accurate problem 

identification with a positive, strength-based, communitywide approach to change (Payne, 2013, 

p.173). This model provides a framework for utilizing one’s individual or economic 

characteristics as a foundation for developing assets to build relationships and generate better 

outcomes in any economic class (DeVol, 2005).  This model describes individuals as always 

having a “full glass” within their own rim of wealth through automaticity of life. However, the 
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glass is lowered to half once the individual embarks on the journey of a different economic class 

(DeVol, 2005). The additive models identify the problem, offers insight and awareness, create a 

path for relationships, which leads to a better outcome in either class by allocating the following 

resources financial, emotional, mental, spiritual, physical, support systems, relationships, role 

models, and knowledge of hidden rules (DeVol, 2005). The allocation of the resources is 

dependent on the need of the individual because everyone is different, and the consideration of 

one’s culture must be at the forefront of each approach (DeVol. 2005). The need of the 

community, families, and individuals to develop resources for all, build resources from one’s 

strengths instead of weaknesses, and create resource building strategies to include the four areas 

of poverty research (DeVol, 2005; Payne 2013). Payne (2013) emphasizes the importance of 

creating a common understanding across all economic classes to problem-solve to combat 

poverty for future generations (DeVol, 2005).     

 The purpose of Payne’s (2013) theory is to improve the performance of students from 

poverty not only through understanding poverty; but enhancing the teaching and learning 

environment, applying appropriate discipline techniques, providing role models and emotional 

resources, structuring support systems, all while building relationships with each individual 

student (Payne, 2013).  Payne (2013) believes “true discrimination that comes out of poverty is 

the lack of cognitive strategies. The lack of these unseen attributes handicap in every aspect of 

life the individual who does not have them” (Payne, 2013, P. 107).  

 Cognitive strategies are one of the four basic components of the learning structure, which 

include concepts, skills, and content that students are no longer prepared with prior to entering 

education. Therefore, educators must build a learning structure instead of relying on a special 

education diagnosis (Payne, 2013). Schools must concentrate on the learning, incorporate 
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cognitive strategies, incorporate the diagnostic approach in staff development, build from the 

student’s knowledge, and provide insistence, expectations, and support needed to guide the 

teaching and learning to enhance student performance in poverty, Payne (2013) states. If a child 

does not witness those responses or agree with them, they create their own “normal” or create a 

level of dependence on others.  

 Role models are an imperative part of the development of a child to reach full 

independence in the spectrum of life. Role models illustrate the appropriate responses from 

children to move through the developmental stages of life and build emotional resources (Payne, 

2005). “Emotional resources and stamina allow the individual to live with feelings other than 

those in the emotional memory bank, which allows the opportunity to seek options and examine 

other possibilities” (Payne, 2013, P. 66).  Payne suggests schools create schedules and 

instructional arrangements that allow students to loop with their teacher for at least two years; 

understand the importance of being a role model; and develop emotional resources through 

support systems, including coping strategies, options during problem-solving, information and 

know-how, temporary relief from emotional, mental financial, and time constraints, connections 

to other people and resources, positive self-talk, and procedural self-talk, appropriate discipline 

strategies and approaches, mentorships and apprenticeships, teaching the hidden rules, 

identifying options, individualized achievement instruction, and teaching goal-setting to provide 

appropriate emotional resources for those who do not have appropriate role models (Payne, 

2005).  

 It is important to provide students with effective discipline programs that allow students 

to self-govern through structure and choice, suggests Payne (2013). Economically disadvantaged 

students are disciplined through penance and forgiveness at home and school instead of 
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providing tools to self-regulate concerning behavior (Payne, 2013). Certain behaviors are 

associated with students who live in poverty; therefore, educators must learn the proper 

interventions to guide students to develop self-control (Payne, 2003) (Table 1).  Teaching 

students hidden rules of economic systems allows students to determine the most appropriate 

response to become successful in different situations, including inappropriate conduct (Payne, 

2013). Payne (2013) suggest schools provide students with at least two sets of behavior from 

which to choose from depending if the students are engaging in activities in the streets or 

schools. Teaching through discipline should have the purpose of promoting successful behaviors, 

teaching students the language of negotiation as an alternative to physical aggression, provide 

structure and choice, and discipline should be seen and used as a form of instruction (Payne, 

2013). 
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Table 1 
Understanding and Working with Students and Adults from Poverty 

Behaviors Related to Poverty Intervention 
Laughs when disciplined. A way to save face in 
matriarchal poverty. 

Understand the reason for the behavior. Tell the 
student three or four other behaviors that would be 
more appropriate. 

Argues loudly with the teacher. Poverty is 
participatory, and the culture has a distrust of 
authority. Sees the system as inherently dishonest 
and unfair. 

Don't argue with the student. Have them complete 
the four-part questionnaire on page 1. Model respect 
for students. 

Angry response. Anger is based on fear. The 
question is what the fear is – loss of face? 

Respond in the adult voice. When the student cools 
down, discuss other responses that could be used. 

Inappropriate or vulgar comments. They rely on 
casual register, may not know formal register. 

Make students generate or teach students other 
phrases that could be used to say the same thing. 

Physically fights. Necessary to survive in poverty. 
Only knows the language of survival. Does not have 
language or belief system to use conflict resolution. 
Sees himself as less than a man if does not fight. 

Stress that fighting is unacceptable in school. 
Examine other options the student could live with at 
school. One option is not to settle the business at 
school. 

Hands always on someone else. Poverty has a heavy 
reliance on nonverbal data and touch. 

 

Allow them to draw or doodle. Have them hold their 
hands behind their backs when in line or standing. 
Give them as much to do with their hands as 
possible in a constructive way. 

Cannot follow directions. Little procedural memory 
used in poverty. Sequence not used or valued. 

Write steps on the board. Have them write at the top 
of the paper the steps needed to finish the task. Have 
them practice procedural self-talk. 

Extremely disorganized. Lack of planning, 
scheduling, or prioritizing skills. Not taught in 
poverty. Also, probably does not have a place to put 
things at home so they can be found. 

Teach a simple color-coded method of organization 
in the classroom. Use the five-finger method for 
memory at the end of the day. Make students give a 
plan for their own organization. 

Only completed part of a task. No procedural self-
talk. Does not "see" the whole task. 

Write on the board all the parts of the task. Make 
students check off each part when finished. 

Disrespectful to teacher. Has lack of respect for 
authority and the system. May not know any adults 
worthy of respect. 
 

Tell students that approach is not a choice. Identify 
for students the correct voice tone and word choice 
that is acceptable. Make them practice. 

Harms other students, verbally or physically. This 
may be a way of life. Probably a way to buy space 
or distance. May have become a habitual response. 
Poverty tends to address issues in the negative. 

Tell the students that approach is not a choice. Have 
the students generated other options? Give students 
alternative verbal phrases. 

Cheats or steals. Indicative of weak support system, 
weak role models/emotional resources. May 
indicate extreme financial need. May indicate no 
instruction/guidance during formative years. 

Use metaphor story to find the reason or need the 
cheating and stealing met. Address the reason or 
need. Stress that the behavior is illegal and not a 
choice at school. 

Constantly talks. Poverty is very participatory. Make students write all questions and responses on 
a note card two days a week. Tell students they get 
five comments a day. Build participatory activities 
into the lesson. 

Note. Adapted from "Understanding and working with Students and Adults from Poverty" by 
Payne, R. K., 2003, Poverty Series. Part III, p. 2. 
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 “The key to achievement for students from poverty is in creating relationships with them. 

Because poverty is about relationships as well as entertainment, the most significant motivator 

for these students is relationship” (Payne, 2013, p. 109).  Relationships are a major factor to 

success for all students, especially those in poverty, to build a connection to the next class, but 

the trajectory of education is moving teachers and administrators from relationships to 

“achievement” and “effective teaching strategies” (Payne, 2013).  Payne suggested the support of 

Stephen Covey’s, The Seven Habits of Highly Effective People; seek first to understand, keeping 

promises, kindnesses, courtesies, clarifying expectations, loyalty to the absent, apologies, and be 

open to feedback to develop relationships with students and “enable the vital resource to take 

root and grow” (Payne, 2013, p. 112). The choice for many of the poor to move from one 

economic situation to the next does not exist; therefore, educators and others who work with 

people who are economically disadvantaged must teach different skills and rules to allow the 

person to make a choice (Payne, 2013).  

Teaching with Poverty in Mind 

 Similar to Payne’s additive model, Jensen (2009) provided extensive research regarding 

how schools can improve the academic accomplishment and life readiness of economically 

disadvantaged students.  Jensen explains the primary risk factors contributing to the lifestyle of 

economically disadvantaged families are emotional and social changes, acute and chronic 

stressors, cognitive lags, and health and safety issues which lead to students acting out, 

impatience and impulsivity, gaps in politeness and social graces, a more limited range of 

behavioral responses, inappropriate emotional responses, and less empathy for others’ misfortune 

(2009). Schools can combat the effects of poverty by deepening their understanding of factors 

that play a role in students’ classroom actions, changing the school climate from pity to empathy, 
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and embracing a new mission to help all students fulfill their potential recommends Jenson 

(2009).  

 “Schools will not hit a test score ceiling until they include students’ emotional and social 

lives in their school “makeover” (Jensen, 2009).  Jensen referred to the emotional keyboard as a 

representation of students who come from poverty who obtain fewer emotional responses than 

children of different economic status (Jensen, 2009).  Children of poverty are hardwired with 

emotions of sadness, joy, disgust, anger, surprise, and fear through human DNA.  Economically 

disadvantaged students must be taught humility, forgiveness, empathy, optimism, compassion, 

sympathy, patience, shame, cooperation, and gratitude by the school when the caregiver is 

unable to provide models of these emotions outside of school (Jensen, 2009). Although 

economically disadvantaged students do not display all emotional responses, they bring strong 

relational forces to school that drive their school behavior (Jensen, 2009). Schools must take into 

consideration that all students have three relational forces that drive their school behaviors. 

These include the drive for reliable relationships, the strengthening of peer socialization, and the 

quest for importance and social status to impact student performance (Harris, 2006; Jensen, 

2009). “We must stop using low IQ as an excuse for giving up on children and instead provide 

positive, enriching experiences that build their academic operating systems” because brains are 

designed to change (Jensen, 2009, P.65).  

 According to Jensen, through the notation of previous researchers, physical activity, 

chess, the arts, music, and tasks administered by computer aides can train and improve the brain 

because of its malleable structure (2005). Often, schools stagnant student progress by a) focusing 

only on the basics (drill and kill), b) maintaining order through a show of forces, c) eliminating 

or reducing time for arts, sports, and physical education, d) increasing and intensifying classroom 
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discipline, e) decreasing interaction among students, f) installing metal detectors, g) and 

delivering more heavy-handed top-down lectures (Jensen, 2005). Instead, schools should support 

the whole child through embodying respect, embedding social skills, being inclusive, 

recognizing the signs of chronic stress, altering the environment, empowering students, building 

core skills, pinpointing assessments to provide hard data, recruiting and training the best staff, 

increasing health-related services, holding everyone accountable and developing an enrichment 

counterattack (Jensen, 2005).  

 Jensen (2009) provided research regarding the best way to improve effort is through the 

classroom or ground zero because it is the place where SHARE factors converge to create 

achievement or construct disaster. SHARE factors include standard-based curriculum and 

instruction, hope building, arts, athletics, advanced placement, retooling of the operating system, 

and engaging instruction. Elementary schools have increased student performance by more than 

35% in reading and math by applying techniques of different programs that embrace SHARE 

factors (Jensen, 2009). Jensen (2005) notated he success of several turn-around schools in the 

nation to programs such as Path Programs, Conscious Discipline, Love and Logic, Advancement 

Via Individual Determination (AVID), Chicago Arts Partnership Education (CAPE), and 

CHAMPS that embedded these research-based components in the campus or classroom 

framework.  

 Jensen (2009) explained enriching minds and changing lives begins with providing 

emotional support while appealing to students' curiosity and developing their knowledge 

aptitude, alleviating the effects of poverty and low resources through effective teaching and 

adequate use of time. Successful schools have enhanced student performance: 
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 a) by fostering caring relationships that build students’ resilience and self-esteem,  

b) by setting high academic standards in the belief that all students can learn, and  

c) by initiating a focused and collaborative effort among staff members, parents, and the 

community to engage and challenge students to learn the things they need to learn according to 

Jensen (2005).  

Rules for Discovering the Successful Student in Every Child   

 Clark's perspective of education is derived from a model of groundbreaking education 

that encourages student achievement, confidence, and realization through 24 principles and 

values while placing emphasis on climate and culture, parental partnership, and community 

engagement (Crammer & Clark, 2010; Clark, 2011). Educators need to teach to the top by setting 

classroom standards based on higher expectations because students have the ability to raise to the 

high expectations (Crammer & Clark, 2010; Clark 2011). Educators should set the tone in the 

classroom by modeling the appropriate enthusiasm and energy to ignite the quest for knowledge 

in students (Crammer & Clark, 2010; Clark, 2011).  Clark (2011) explained teachers who are full 

of imagination, desire and drive create the best possible learning community where every student 

will enjoy obtaining knowledge and create a passion for learning.  Educators should engage 

parents to show what is expected of the students, including visiting each child's home to structure 

volunteer hours for the school (Crammer & Clark, 2010).  

 Parents are the most important person in the life of a child, especially when it comes to 

educating young students (Clark, 2011).  Ron Clark Academy (RCA) staff discovered the more 

explicit expectations are, the better the outcomes (Crammer & Clark, 2010). Clark places 

manners and structure in the school setting, including how students treat their teachers, how to be 

organized, and how to be the best students they can be at all times (Crammer & Clark, 2010). 
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Clark creates a family within his school system in which his RCA staff work tremendously hard 

to display to the students what it means to be a family, to have consideration and to elevate each 

other (Crammer & Clark, 2010). Every teacher may not have the monetary means to contribute 

to the success of students financially. However, each teacher can educate with passion, devotion, 

innovation, and a technique of discipline and expectations to guide students regardless of their 

socioeconomic status to achieve excellent student success (Crammer & Clark, 2010).  

The Hidden Power of Character 

 Tough described in his book How Children Succeed that grit, curiosity and the hidden 

power of character equip students with the best for life instead of emphasizing “intelligence” as 

the main factor to success (2013).  Intervention to educate children about character is most 

imperative at two stages in life; early childhood, when the brain is so malleable, and adolescence, 

because of phenomena called metacognition (Tough, 2014). According to Tough, “the 

intervention allows for students to change their patterns, habits, and tendencies to change their 

character” (Tough, 2014). Through research, Tough discovered students in both low economic 

schools and upper-class schools were graduating with phenomenal test taking skills, but little 

skill to face life's challenges (2014). Similar to Jensen's research and the emotional keyboard, the 

research provided information notating how students need to be taught curiosity, gratitude, zest, 

optimism, self-control, and grit to be success through the longevity of life (Tough, 2014). Tough 

(2014) refers to Carol Dweck's work, whose research shows that students who have a growth 

mindset work harder, try more, and deal much better with failure. These characteristics are 

imperative to teach students how to manage failure in order to reach the path of success.  

Students have a difficult time receiving feedback from their teachers in lower SES 

neighborhoods because of the lack of trust. Therefore, students need honest feedback and high 
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expectations to trust their educators believe in their ability to reach success. Tough (2014) stated 

the secret of success is to learn how to manage failure through knowledge, skill, and confidence 

with support and encouragement from educators to develop a growth mindset .  

Culturally Relevant Pedagogy Theory 

 Aligning to the factors which directly impact the outcome of student performance, 

especially economically disadvantaged students, is the connection to one’s culture and 

community within the campus and the curriculum. Educators can enhance the instructional 

process by truly learning who their students are culturally and linguistically through validation, 

affirmation, and connection of community and school (Hollie, 2018). “A culturally relevant 

pedagogy builds on the premise that learning may differ across cultures and teachers can enhance 

students’ success by acquiring knowledge of their cultural backgrounds and translating this 

knowledge into instructional practice that empowers students intellectually, socially, 

emotionally, and politically,” according to Irvine (2010) and Gloria Ladson-Billings (1995). 

Culturally relevant pedagogy requires educators to acquire an extensive comprehension of the 

curriculum and implement multiple representations of knowledge utilizing students’ lived 

experiences to connect new knowledge to family, society, and universal settings (Irvine, 2010).  

When teachers are equipped with this multitude of knowledge, it can decrease certain negative 

outcomes in schools, such as miscommunication; conflicts among the students, the educator, and 

the family; aggression; isolation; weakened self-confidence; and conceivably, school failure 

(Irvine, 2010). These outcomes occur when there is a cultural incompatibility or disparity 

between students and their schools, often because schools’ cultural norms and behaviors are 

based on mainstream expectations (Irvine, 2010; Hollie, 2018). 
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 Most economically disadvantaged students are seen as lacking something in comparison 

to other students in different economic statuses and often are seen as different, disobedient, 

disorderly, and discourteous instead of highlighting their assets to lead the students to success 

(Hollie, 2018). Culturally relevant pedagogy prevents this cycle by providing strong, effective 

instruction through a cultural perspective to make sense of new concepts and ideas and create 

learning experiences in which students' voices develop, and the construction of knowledge and 

meaning is from the perspectives of the students (Irvine, 2010).  In addition, Ladson-Billing 

notated in her research that educators who positively impacted student performance believed that 

all the students could accomplish academic success, saw their instruction as unpredictable art 

that was always in the process of becoming, saw them as part of the community, saw teaching as 

a way to give back to the community (1995). Culturally relevant educators motivated a 

community of success by demanding a higher level of academic success for the entire class 

without obstructing individual success through the maintenance of effortless student-teacher 

relationships, established a connectedness with all the students, developed a community of 

students, and encouraged students to be responsible for each other and engage in collaborative 

learning experiences (Ladson-Billings, 1995). Particular conceptions of knowledge emerged 

from Ladson-Billings research noting a) knowledge is not static; it is shared, recycled, and 

constructed, b) knowledge must be viewed critically, c) teachers must be passionate about 

knowledge and learning, d) teachers must scaffold, or build bridges, to facilitate learning, e) 

assessment must be multifaceted, incorporating multiple forms of excellence (Ladson-Billings 

1995). Irvine (1995) found as teachers construct their knowledge and understanding of 

education, they must: Reflect on their classroom experiences, which enables them to examine 

their actions, instructional goals, methods, and materials in reference to their students' cultural 
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experiences and preferred learning environments. Reflection assists teachers in confronting their 

misunderstandings, prejudices, and beliefs about race that impede the development of caring 

classroom climates, positive relationships with students and families, and ultimately their 

students' academic success and the ability to  change society (Ladson-Billings 1995).  

 Additionally, teachers can extend the reflection process through action research, which 

will assist in higher attainment for each student through a process of problem identification, 

designing a plan for improvement, implementation of the plan, observation, and reflection of the 

outcome (Irvine, 2010). Culturally relevant pedagogy increases the academic performance of 

economically disadvantaged students from the “mind shift” of educators, in which “shift of 

beliefs, attitudes, and knowledge to a stance that sees what the students bring culturally and 

linguistically as an asset, a capability, and an element that can be built up (Hollie, 2018, p. 35).  

The disadvantaged student performance theoretical perspectives discussed in this section of the 

literature review support evidence that many elements significantly directly and indirectly impact 

economically disadvantaged students, which hinders their student performance in elementary 

schools (Payne, 2013; Tough 2014, Clark 2011). The factors that directly and indirectly impact 

economically disadvantaged student include the teaching and learning environment, applying 

appropriate discipline techniques, providing role models and emotional resources, structuring 

support systems with parents and the community, relationships with educators, emotional and 

social changes, acute and chronic stressors, cognitive lags, and health and safety issues, 

determination and dedication of the educators to build the joy factor in students, and the 

development of character and pedagogy at critical stages in life to formulate a cycle of success 

(Payne, 2013; Tough 2014; Clark 2011).    
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 These factors connect and interact with all aspects of a student’s life; thus, optimal 

function cannot be reached without connecting all the aspects of life. The factors discussed in 

these theories support the theoretical framework of this study based on the research of Piaget 

1936 theory of constructivism. It is then enhanced by the social learning theory, multiple 

intelligence theory, inquiry-based instructional model, concept-based instructional model, and 

the transdisciplinary learning model in which it is notated that a variety of educational tools are 

needed to address the whole child in order to impact student performance in Title I schools. 

Factors impacting Economically Disadvantaged Students Elementary Education 

 According to Emma and Wiess (2017), students who start behind stay behind stay 

behind, and it takes a significant amount of effort to improve student performance once valuable 

time is ineffectively utilized in academic settings. There are numerous variables that impact the 

performance of the student, but one of the most significant variables is social class; which delays 

the education process beginning in the primary stages of education and continues to manifest 

along a student’s educational journey (Duncan, Morris, and Rodrigues 2011; Emma & Wiess, 

2017).  It is important for educators to understand and recognize the effect of social class on 

cognitive and noncognitive skills because of the significant impact on economically advantaged 

students' student performance. Research has found that large performance gaps exist between the 

lowest and highest socioeconomic statuses, which leads to low educational achievement and 

possibly lifelong success (Emma & Wiess, 2017; Payne, 2013; Jensen, 2009). Consequently, the 

ultimate failure lies with the educators who failed to tap into children’s talents by gaining a 

greater understanding of their present situation to enhance their future. Factors impacting 

economically disadvantaged students in elementary education is discussed in the next section of 

the study. 
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Income Gap 

 The income gap is viewed from the perspective of the whole economy; the commonest 

income gap is that between 'rich' and 'poor', with the 'rich' usually being defined at the top 20% 

of income earners (the top quintile), and the poor the bottom 20% (bottom quintile) (Economics 

Online, 2019) in which the disparity among the groups and other variable related to contribute to 

an income achievement gap, the disparity in academic achievement between students from high-

income families and their less-affluent peers (Economics Online, 2019). The United States of 

American has reached the greatest income gap in more than five decades, with the greatest 

differences in income occurring in Alabama, Arkansas, California, Kansas, Nebraska, New 

Hampshire, New Mexico, Texas, and Virginia from 2017 to 2018 (Telford, 2019). The income 

deficit for families in poverty (the difference in dollars between a family's income and its poverty 

threshold) averaged $10,452 for the average family, $11,138 for female householders, and 

$9,789 for married-couple families in 2018 (U.S. Census Bureau, 2019). From 2013 to 2014, 

27.5 % of the population had at least one stint of poverty lasting two or more months, 6.4 % of 

the population lived in chronic poverty, 42 % of the population were only in poverty for one 

year, while the remaining 6.2 % of individuals did not reside in poverty at any point of this two-

year period (U.S. Census Bureau, 2019). Although America is in the middle of its longest 

economic expansion, several variables contribute to the income inequities, including the stagnant 

minimum wage at $7.25, a thriving economy provides more income and higher returns for the 

wealthy, and the number of families earning $15,000 or less has decreased, but the number 

families earning $250,000 a year has increased by more than 15 % placing 38.1 million people in 

poverty (Telford, 2019; U.S. Census Bureau, 2019).  
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 According to the National Center for Children in Poverty, 41 % 29, 842, 412 million, of 

children under the age of 18 are low-income children and 19 % 14,047,290 million or 1of 5, live 

in low-income families, and 6, 193,661 million in deep poverty representing 32 % of the 

population living in poverty, but only 23 % of the total population in (2016). According to 

Koball and Jiang (2018), younger children are more likely to live in poverty than older children 

and Hispanic children comprising 36 %, 10.5 million, of low-income children and 36 % age, 5 

million, of poor children (Figures 1-3).  Additionally, the National Center for Children in 

Poverty notated the Black, American Indian, and Hispanic children low income and poor and 

children on immigrant families comprised 51%, 9.3 million, of low-income families compared to 

38%, 20.3 million, children of native parents live in low-income families (2016). These statistics 

are in accordance with the 2016 federal poverty threshold of 24,339 for a family of four with two 

children, $19,318 for a family of three with one child, $16,543 for a family of two with one 

child, 48,678 for a family of four with two children, $38,636 for a family of three with one child, 

and $33,086 for a family of two with one child are considered low-income families (Koball and 

Jiang, 2018). Within a six-year time frame from 2010 to 2016, children living in low-income 

families decreased from 45 %, 74.1 million, to 41%, 72.4 million, including a decrease of 33.2 

million to 29.8 million in low-income families, a decrease from 16.8 million to 14 million living 

in poverty, and a decrease of 8.1 million to 6.2 million living in deep poverty.  
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Figure 1. Note: Reprinted from Basic Facts about Low-Income: Children under 18 Years, 2016, 
by H. Koball and Y. Jiang, 2018, National Center for Children in Poverty, p. 3. Copyright 2018 
by Columbia University Mailman School of Public Health.  

Figure 2.  Reprinted from Basic Facts about Low-Income: Children under 18 Years, 2016, by H. 
Koball and Y. Jiang, 2018, National Center for Children in Poverty, p. 3. Copyright 2018 by 
Columbia University Mailman School of Public Health. 
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Figure 3.  Reprinted from Basic Facts about Low-Income: Children under 18 Years, 2016, by H. 
Koball and Y. Jiang, 2018, National Center for Children in Poverty, p. 3. Copyright 2018 by 
Columbia University Mailman School of Public Health.  
 
 Koball and Jiang state the contributing factors to the state of poverty include parental 

education and employment, race/ethnicity, family structure, region within the United States, 

residential instability and homeownership, energy and housing insecurity, and health insurance 

insecurity (2018). In 2016, many low-income or poverty-stricken families have a parent or 

parents who work part-time or part of the year, although 53.5 % of low-income children and 32 

% of poor children live with at least one parent who is employed full time. In comparison, 28 % 

of low-income children and 11 % in low-income families live with parents who have some 

college or additional education, 82 % of low-income families, and 50 % of live-in poor families 

whose parents have less than a high school degree (Koball & Jiang, 2018). According to Koball 

and Jiang (2018), children who live with two parents are much less likely to be poor or low 

income compared to children who live with one parent or neither parent, but 55 %, 16.3 million, 
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children of low-income families and 47 %, 6.6 million, of children in poor families with two-

parent households.  

 The number of low-income children varies by region: 45%,12.5 million live in the South, 

4 %, 7.2 million, live in the West, 39 %, 5.8 million, live in the Midwest, and 35 %, 4.1 million, 

live in the Northeast (Koball & Jiang, 2018). Among these families, more than likely, 50 % have 

moved in the past year and are three times as likely to live in a rental home (Koball & Jiang, 

2018). Thirty-five percent of low income compared to 1% of above-average income experiences 

energy insecurity, and 47 % of how low income compared to 6 % of above income families 

experienced housing insecurity leading to extra stress because the families do not have enough 

income to pay for expenses each month (Koball & Jiang, 2018). In addition, 18.6 % of low-

income children and 6 % of poor children were uninsured during the year, and 66 % of poor and 

49 % of low-income families received Supplemental Nutrition Assistance 2016 (Koball & Jiang, 

2018).  

 According to the Texas Education Agency in 2018-2019, 2,377,051, 43.76%, students 

were eligible for free meal count, 243, 358 or 4.48% students were eligible for reduced lunch, 

669, 059, 12.32%, were considered economically advantaged from other factors compared to 2, 

142,442, 39.44%, students were not considered economically disadvantaged students (TEA, 

2018). The students, 1, 691,000 or 51.4%, are enrolled in prekindergarten through fifth grades. 

The 60.6% of students identified as economically disadvantaged is higher than the percentage 

identified 50.6% in 2008-09 (Marek et al, 2019). The percentage increase of 22.5% or 603,209 of 

economically disadvantaged students was higher than the increase in the total school population 

of 14.4% or 682,339 (Marek et al, 2019).   
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Knowledge Gap 

 People exert attention most intensely to build their knowledge when foundational 

learning was previously obtained, but people display an unwillingness to begin building when 

there is no prior knowledge to bridge the connection (Hattie & Yates, 2009).  Furthermore, 

Hattie and Yates (2009) suggested people become engaged when they understand a knowledge 

gap is obtainable, relevant to their situation, and gained with minimal effort. Like adults, children 

have gaps in knowledge because of various factors, including income as a contributing factor 

(Wiess and Garcia, 2017). Children’s development is a multifaceted process that involves the 

growth of both cognitive and noncognitive skills such as critical thinking, creativity, problem-

solving, persistence, and self-control beginning prior to the primary years of education through 

adulthood (Wiess and Garcia, 2017).  Wiess and Garcia (2017) research study showcased a 

major connection between social class and relative position in performance distribution when 

entering kindergarten as a socioeconomically disadvantaged student lag in reading, math, self-

control, and approaches to learning. 

The Achievement Gap 

 The achievement gap is the difference in the performance between each Elementary and 

Secondary Education Act (ESEA) subgroup within a participating Local Education Agency 

(LEA) or school and the statewide average performance of the LEA's or State's highest achieving 

subgroups in reading/language arts and mathematics as measured by the assessments required 

under the ESEA (Department of Education, 2019). American gaps in academic achievement are 

a function of a host of factors, such as income and wealth inequality, which affect access to 

childcare and preschool programs, nutrition, physical and emotional health, environmental 

factors, community and family structures, differences in the quality of instruction and school, 
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and educational attainment (Department of Education, 2019). Figure 4 displays achievement gap 

results of fourth-grade students in the Nation and state of Texas ranging from 2003 to 2019 for 

mathematics and reading from 2009 to 2015 for science regarding economically disadvantaged 

students and non-economically disadvantaged students. The results showcase a consistent 27 

point or more gap in reading, a consistent 22 point or more gap in mathematics, and a 28 point or 

more gap in the nation between social classes over a span of 16 years. Furthermore, in the state 

of Texas, results reflect those of the nation with a 21 point or more gap in reading, 17 point or 

more gap in mathematics, and a 30 point or more gap in science over a span of 16 years (NAEP, 

2020). The state of Texas appears to have a smaller gap in comparison to the nation, but the gap 

is concerning because there appears to be no significant impact on the academic achievement of 

economically disadvantaged students.  
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Figure 4. Reprinted from The Nation's Report Card, by National Assessment of Educational 
Progress (NAEP). Copyright 2020 by National Center for Education Statistics (NCES). 
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Figure 5. Reprinted from The Nation's Report Card, by National Assessment of 
Educational Progress (NAEP). Copyright 2020 by National Center for Education 
Statistics (NCES). 
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 According to the Center for American Progress and OCED closing the racial and ethnic 

educational achievement gap will promote growth and strengthen the nation by improving (a) the 

gross domestic product and tax revenues; (b) current generation of students will have enhanced 

quality of life because of higher earnings and material standards of living; (c) increase middle 

class leading to enriching opportunities afforded in a middle-class lifestyle, and (d) contribution 

to sustain public retirement programs (f) fewer individuals dependent on public aid and 

vulnerability during economic downturns; and (g) more skilled individuals lead to greater 

response during current and future crises (2014; 2012). Closing the achievement gap 

significantly improves the lives of economically disadvantaged students and the nation by 

flourishing human capability and opportunity (Lynch & Oakford, 2014). 

 Investing in students early, especially in disadvantaged schools, because of the greater 

risk of low performance due to the lack of quality learning experience in these schools will 

improve the education system (OCED, 2012).  OCED (2012) recommends economically 

disadvantaged school improvement by strengthening and supporting school leadership, 

stimulating a supportive school climate and environment for learning, attracting, supporting, and 

retaining high-quality teachers, ensuring effective classroom learning strategies, and prioritizing 

linking schools with parents and communities. Furthermore, social and emotional learning 

enhance school transformation by providing students with the necessary emotions and skills to 

become productive students, develop reliable relationships, create an environment of acceptance, 

and form a bond with the school and prosocial teachers (Covey, Covey, Summers, Hatch, 2014; 

Jenson, 2009).  

 Parent and community impact contributes greatly to the improvement of disadvantaged 

schools. As outlined in ESSA, the goal of Title I, Part A, Parent and Family Engagement 
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provisions is to actively involve parents of participating children in decisions relating to how 

Title I, Part A Programme funds are used on the campus. Parent Family Engagement funds are to 

be used as a reasonable expense to enable parents to participate in school-related meetings and 

trainings. Utilizing these funds in Title I schools to bring schools, families, and community 

together to support teaching and learning leads to higher grades, consistent attendance, 

prevention of dropouts, and enrollment in higher-level programs (National Education 

Association [NEA], 2016).  The aforementioned strategies lead to a society of actively engaged 

lifelong learners contributing to the greater good of society. 

Social and Emotional Learning 

Economically disadvantaged schools consist primarily of majority-minority students who 

perform sufficiently below the average learner in schools. These students are often capable of 

learning at the rate of the average scholar but eventually are misplaced in the education system 

because of the lack of resources provided to the student and the school (Fenning & Rose, 2007) 

Over a span of 30 years, research regarding performance gaps between social classes has 

provided knowledge, but resolutions for this topic have not been sufficient (Fenning & Rose, 

2007). As continuous research is conducted regarding this issue, the underlying reason for this 

problem varies; without a consistent cause, there cannot be a consistent answer. As with any 

problem, there are several causes to debate, but case studies often cannot be generalized 

regarding the specific reason why economically disadvantaged students are singled out in the 

American education system. A significant factor is economically disadvantaged students 

continue to be suspended or placed in special education at an alarming rate of 1.75 times more 

likely than their peers (Barrett, McEachin, Mills, & Valant, 2017). 
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 According to Graves and Howes (2011), when African American and Hispanic students 

enter prekindergarten, they are adequately capable and on the same level as their peers when it 

comes to social skills, frustration tolerance, and conduct problems.  Although they enter the 

education system on the same level, these ethnic groups do not exit the education system at the 

same level. Many of these African American males are disproportionally diagnosed with 

Emotional Behavioral Disorder (EBD), which places these students in separated classrooms from 

the average student. The students do not receive adequate resources to serve their social, 

emotional, or educational needs. Fifty percent of African American males with EBD drop out of 

school, only 28% graduate, and 53% are arrested 3 to 5 years after leaving school (Hayling, 

Kern, Serpell, & Steven, 2011).  In Texas, Black and Hispanic students are more likely to 

experience barriers to entry-level jobs and methods to meet their basic needs because they are 

less likely to complete high school in comparison to their Asian and White peers (Tingle, 2018). 

 Effectively meeting these students' needs through intervention such as emotional support 

can be a solution to providing these students with a productive future, or at least gaining a 

satisfactory education. There are programs that exist to implement interventions such as 

emotional support through improving self-esteem, sociopolitical-consciousness, racial/ethnic 

identity, and anger and aggression reduction (Hayling et al, 2011).  After implementing research-

based strategies, existing programs such as the “Check and Connect” intervention and PLAAY 

greatly improve the outcome of students by providing daily emotional support to students with 

learning, emotional, and or behavioral disabilities, but these programs are not incorporated in a 

majority of schools throughout America (Institute on Community Integration, 2020; Stevenson, 

2017). These programs demonstrate positive outcomes with an increase in attendance, 

persistence in school, accrual of credits, school completion rates, and implementation and 
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sustained self-regulation while decreasing truancy, tardy, behavioral referrals, and dropout rates 

(Stevenson, 2017) 

 The significant suspension rate of African American Males Students Graves and Howes 

(2011) observed the differences of social-emotional development of preschool students by 

analyzing the differences in peer social skills, peer frustration tolerance, and peer conduct 

problems in relation to teacher-student relationships and student-teacher ethnic match by 

conducting a quantitative study. This quantitative study included a sample size of 4,000 

preschool students from 40 states in the United States. African Americans were expelled from 

school twice the rate of other ethnic groups at a rate of 10.0 per 1,000 African American 

students, and 91% of this figure was African American males. African American and Hispanic 

students are hardly ethnically matched with their teacher because the teaching workforce is 

comprised of 84% European Americans and 7% African Americans and Latinos. Teachers rated 

African American students as less competent than their peers when there was a difference in 

ethnicities between students and teachers.  When teacher and teacher ethnic match was taken into 

consideration, there was no significant difference regarding peer social skills, frustration 

tolerance, or conduct problems.  Frustration tolerance was not significant among any ethnic 

group, but directly correlated to student-teacher closeness. Problems of conduct among African 

males were slightly more by a small percentage, but not significant enough to explain African 

American males' overrepresentation in the Emotional and Behavioral Disorders Special 

Education category. According to Graves and Howe (2011) teacher-ethnic match and cultural 

competence play a significant role in the emotional development, misconduct, and suspension 

rate of African American and Latino students. 
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 According to Fenning and Rose (2010), the teacher's fear of losing control of the 

classroom results in the removal of African American male students for nonviolent infractions 

rather than actual dangerous activity. Students of color heighten the sense of fear and anxiety for 

teachers and often receive more punitive discipline consequences. A content analysis of 64 

secondary schools' discipline codes resulted in 33% of the discipline policies involving 

suspension for an infraction such as tardy behavior, and no proactive measures were offered. 

They also stated at particular schools, African American males received more referrals than any 

of their counterparts.  “Race seems to play a central role in teachers’ appraisals of student and 

related expectations” (Hayling et al, 2011, p.322). A study conducted of 136 middle schools 

revealed that even the simplest gestures such as culture-related movement patterns can cause 

teachers to rate students as lower-achieving, more aggressive, and more likely to require special 

education services than the students who engaged in standard moving patterns. Also, African 

American males are referred for intimidating or disrespectful behavior rather than bringing 

weapons to school or smoking on school premises, unlike their Caucasian counterparts. Once 

rated by the teacher and identified with a disability, African American students were most 

isolated from general education settings; 60% of these students did not receive additional 

services and their suspension rate doubles.  Several underlying causes lead to the suspension rate 

of African American and Hispanic students, including racial tension, overrepresentation of EBD, 

emotional dissociation, and inability to comprehend material because of the number of times the 

student is removed from class (Hayling et al, 2011). With each of these underlying causes, can 

daily emotional support be the solution or the foundation of the pyramid of solutions to reduce 

the suspension rate and increase teaching and learning regarding economically disadvantaged 

students? 
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Intervention Techniques 

 Fenning and Rose studied the effects of the Positive Behavior Support (PBS) model and 

African American males in contrast to suspension. The PBS model utilizes proactive teaching of 

expected behaviors and the development of positive student-teacher interactions through 

methods such as conflict-resolution skills training, development of teacher cultural competence, 

and diverse discipline teams. 

 Baskins, Russell, Stevenson, and Ward (2015) examined the model of forgiveness as an 

intervention technique for students displaying social and emotional needs. African Americans 

and especially African males do not utilize counselors because they relate this counseling 

intervention to weakness, diminished pride, and family weakness. This leads to emotional 

disconnect situations, particularly at school. The school counselor model includes four phrases 

uncovering anger, deciding whether to forgive, working on forgiveness, and discovering and 

releasing. This method provides African American males with emotional support and a way to 

release anger and emotional development skills the students can use in the future to process 

through other situations. Instead of suspending the student, this model possibly helps provide 

future reoccurring issues because of the same underlying problem manifesting within the student. 

Hayling et al (2011) recommend capitalizing on a set of cultural themes, associated values, and 

repertoires through movement expressiveness, orality, and communalism to improve academic 

competencies, underlying intellectual skills, and emotional and behavioral development. 

According to Fenning and Rose (2007), the students who attended school that implemented PBS 

Model and experienced the conflict-resolution skills training programme rather than punitive 

consequence were less likely to receive suspension or expulsion compared to a non-treatment 

group consequently. 
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 Baskins et al (2015) initial case study involving the implementation of the forgiveness 

model for school counseling was for students who had not been suspended but were identified as 

having anger issues through an initial anger screening evaluation. This model allows the schools 

to become proactive instead of reactive by screening students. After the evaluation, the student 

processed through the steps, in which the student was able to release covered up hurt and other 

sensitive information, build a trusting relationship within the school system; and then gain self-

worth, a positive sense of self-esteem, and cultural identity. This model truly exemplifies the 

proactive measures that school systems should implement to become proactive and reduce 

African American male students' suspension rate. 

 Hayling et al (2009) examined the results of a study conducted targeting African 

American Males through an intervention programme titled The Preventing Long-Term Anger 

and Aggression in (PLAAY) programme. This programme focuses on reducing anger and 

aggression in African American males by targeting the interaction between student and teacher 

by providing students with tools such as the dynamic use of language and other coping skills to 

reduce conflict. This intervention significantly reduced the anger and aggression of students who 

had a previous history of aggressive behavior. They also discovered the programme reduced 

sensitivity to rejection, which at times can initiate aggressive outbursts. Each intervention studied 

by various experts contained emotional support in some aspect, but the evidence-based 

interventions are limited and confined to students' particular subpopulation. 

 Seeking successful interventions for economically disadvantaged students is a tedious 

and challenging task. However, the solution will significantly and positively affect all students, 

parents, and faculty involved with a school with a high number of suspensions for economically 
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disadvantaged students. Teaching practices must change and focus on assisting this group of 

students rather than isolating, separating, and suspending students. 

 Active involvement from parents, teachers, and students is necessary to prevent 

economically disadvantaged students’ suspension. Teacher-student relationships must improve 

among these students; this includes providing the teachers with cultural competency training, and 

the daily emotional support will assist the students in how to interact respectfully with their 

teachers. Mentor programs should also be implemented as a source for students to receive 

emotional support (Graves & Howes, 2011).  Interventions in the classroom should be 

researched-based practices that focus on positive reinforcement and emotional development.  If 

suspension must occur as a final resort, in-school suspension and alternative campuses should 

provide students with academically aligned and as rigorous instruction as their peers in the 

classroom. These placements should have teachers who are able to teach content and provide 

emotional support, so they are more likely to succeed when returning to the classroom, instead of 

resulting in more disruptions in the classroom. Also, discipline policies should be reviewed to 

provide clearer definitions of infractions and consequences to ensure all criteria are met by both 

the student and administration before suspending students (Cartledge & Simmons-Reed, 2014). 

Districts should support the actions of the teachers and schools by providing compensation for 

programs to support economically disadvantaged students and annually review discipline 

techniques to make adjustments to ensure all students are receiving a “free and appropriate 

education (FAPE).” 

 Providing emotional support for African American males can reduce the suspension rate, 

but further research needs to be conducted and focus on providing emotional support prior to 

several issues developing among economically disadvantaged students, such as anxiety, 
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depression, and negativity from the educational system. Emotional support needs to be received 

prior to punitive consequences to accurately state how effective emotional support can change an 

entire socioeconomic group’s outlook. The earlier a student can receive intervention, the more 

effective intervention techniques are on student performance (Graves and Howes, 2011). The 

more ingrained a behavior becomes in a student, the harder and longer the reversal process 

becomes, which amplifies the need for earlier intervention. Furthermore, as the students are 

being monitored, the teachers’ cultural competence will need to be examined throughout the 

process simultaneously. Lastly, the need to study precursor behavior and environmental factors is 

significant because this will assist in identifying students who fit the criteria for the need of 

emotional support. By immediately implementing these prevention interventions upon entering 

Pre-kindergarten or Kindergarten the school system becomes proactive instead of reactive 

(Graves and Howes, 2011).  

The Culture and Learning Environment 

 School culture is more of the mitigating factors that cause skills to thrive or fail in any 

culture or community. According to Muhammad and Hollie (2012), frustration is a root cause in 

many underperforming schools because frustrated staff leads to ineffective staff, which disrupts 

the school culture and professional practice. Frustration entails lack of preparation, 

overwhelming conditions, the cycle of blame, a culture of complaint, and negative outcomes 

toward the students. These conditions lead students from lower socio-economic backgrounds to a 

higher risk of low performance and reinforcement of low socio-economic background (OECD, 

2012).  

 An optimistic culture, which includes norms, values, attitudes, expectations, rituals, and 

behaviors of a school, is tremendously significant when constructing a learning environment, 
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stated Schrum and Levin (2015).  Leading and teaching in 21st Century schools required the 

teachers and leaders to have an expectation of cultural shifts in relation to technology, 

curriculum, and instructional practices while incorporating steps to advance the vision and 

improve schools (Schrum & Levin, 2015).  School culture shifts when leaders focus their 

attention on school culture, leaders have a sense of responsibility for establishing the school 

culture, leaders understand each school is distinctive and multifaceted, leaders the climate and 

culture is shaped by the impact of the leader, leaders have a notion of distributed leadership, and 

existing school culture can influence the outcome of accomplishment of the campus (Schrum and 

Levin (2015).  Schools can enhance culture through contextualization by linking teaching and 

learning to the students and community experiences, values, knowledge, and needs of students 

(National Education Association, 2007) As well as allowing students to learn through 

observation-modeling of the home language and culture, student-directed activities, researched-

based teaching strategies, and parent and community engagement (National Education 

Association, 2007).  

Effective Leadership Capacity 

Prolific leaders build self-confidence and performance by educating the members of their 

organization.  The district leaders must provide the district with a plan for teaching and leading 

that aligns with the vision of the district. The plan must include resources, assessments, and the 

growth of the staff. Professional development centers around refining the learning of all students 

by increasing the understanding of what is explained and the influential ways of teaching it. This 

affects educators' beliefs about instruction and knowledge and creates a comprehensible stream 

of activities that constantly advance instruction, knowledge, and guidance (Spark, 2005). 
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Professional development is self-development for every educator that aligns with the 

mission and vision of the campus as well as board-adopted policies. Leaders must intertwine 

professional development with the goals and objectives of the district improvement plan and the 

teacher evaluation process (Vornberg & Hickey, 2018).  Vornberg stated personal development 

includes several techniques and approaches, including "mentoring, peer coaching, assessment 

centers, learning walks, study groups, clinical supervision, lesson study, action research, 

individual professional development plans, teacher centers, job rotation, and peer-assisted 

leadership" (Vornberg & Hickey, p. 219, 2018). Leaders should utilize these techniques to 

advocate, promote, and sustain an instructional programme of the district. More importantly, 

superintendents should provide in-service training because in-service serves as a skill-enhancer 

to complement professional development, which encompasses more in-depth knowledge and 

training over an extended period of time (Vornberg & Hickey, 2018). Professionally developing 

staff is one of the most important components of improving student performance (Vornberg & 

Hickey, 2018). Unfortunately, professional development in the education field is seen as 

unconstructive because it is often inadequately planned and implemented at the district and 

campus level (Vornberg & Hickey, 2018). District leaders can combat this misconception by 

implementing research-based initiatives, such as the teacher residency model.  Teacher residency 

models, which are similar to medical residency models, enhance the educational field, but are not 

required prior to entering the classroom. This method provides teacher candidates with an 

experienced mentor to guide lesson delivery and provide support for a set period of time prior to 

leading their own classrooms (Partelow, 2018). This residency is similar to other professions and 

more extensive than student teaching because the process is more in-depth and provides an 

extended learning programme. Leaders build crucial components of an organization through 
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education and providing vital information to support the confidence of the staff and 

manifestation of the vision. 

Theories for Educational Leadership 

 
 Educational leaders may consider different motivational theories to support personnel, 

impact climate, and build a thriving culture (Vornberg & Hickey, 2018). Three different types of 

theories to take into consideration are needs theory, reinforcement theory, and cognitive theory. 

The needs theory addresses the basic needs of personnel and provides a strategy for addressing 

those needs. Reinforcement theory addresses how to obtain the desired performance through 

behavior reinforcement or reward and punishment. Finally, cognitive theory combines 

philosophies and standards of personnel with their decision-making methods and the significance 

they give to results (Webb & Norton, 2013). Furthermore, leaders in the education field must 

provide opportunities for shared leadership to build staff efficacy and provide clear guidelines 

and expectations (Henderson, 2008). Motivation and support are major components for the 

success of professionals; hence, it is key to build and retain successful educators to increase 

student performance. 

Effective Teacher Capacity 

 Research shows that a teacher’s contribution matters more than anything else within a 

school. More than class size. More than school funding. More than technology (Gates 

Foundation, 2020). The mindset of turnaround teachers goes beyond academics to a growth 

mindset to help economically disadvantaged student uncover their true learning potential 

(Thompson, 2015).  Thompson stated, “When teachers effectively impart the virtues of resiliency 

and personal empowerment to foster learning achievement, then the seeds have been planted for 
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a future of a success story in the making” (2015). Effective turnaround teachers who helped 

transform low performing schools by improving at-risk student learning incomes demonstrated 

particular characteristics, including a) strong determination: turnaround teachers have an 

exceptional desire and persistence to drive student learning success; b) lofty expectations: 

turnaround teachers do not settle for anything less than the best effort each student has to offer, 

c) respected leadership: turnaround teachers develop relationships built on mutual respect, 

serving as positive role models for their students, d) collaborative approach: turnaround teachers 

foster student participation and create classroom environments that empower students to take 

control of learning; f) genuine care: turnaround teachers demonstrate concern for both their 

students’ academic and personal well-being, displaying kindness and compassion (Thompson, 

2015).  

Family Engagement 

 To better comprehend the complexities our learners face, leaders must advance the 

presence of our communities and families into our schools. Schools should be purposeful in 

learning about the relatives in schools to provide the students with encouragement, structure, and 

make choices for the benefit of student achievement and parent empowerment (Poth, 2018). 

Research indicates several factors mitigating the lack of parental involvement in schools 

including childcare needs, preferential treatment of students, time, staff interaction, and lack of 

school communication (Breese, 2017; Poth, 2018). Fostering a resilient and collaborative school 

to home connection involves various modes of communication with the family, community 

involvement, and family activities (Breese, 2017; Poth, 2018). Family engagement is a 

fundamental element in students’ achievement (Breese, 2017; Poth, 2018). 
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Whole Child Programs 

 
 School districts embracing what was referred to as a “whole child” approach to education 

are seeing better outcomes for students, from improved readiness for kindergarten to high test 

scores and graduation rates and narrower achievement gaps (Garcia & Wiess, 2017). The 

International Baccalaureate Primary Years Programme is a whole child approach that has made a 

significant impact on students worldwide, but the impact of this programme on economically 

disadvantaged students is limited in research. The researcher will discuss the fundamental 

components of the IB PYP in the next section of this study.  

The International Baccalaureate Programme 

Learning is a process that occurs throughout life regardless of one’s environment or 

circumstances. Humans learn in a variety of methods and at different levels. Learning how 

humans learn is a multifaceted concept that has intrigued people for ages. Modern-day theorists 

have created and analyzed several different approaches to learning to create new concepts and 

insights of contemporary learning theories (Illeris, 2018). As technology advances, students 

become more global, and “understanding” becomes the key to education; it is essential for 

educators to understand how this influences learning, creates opportunities in learning, and 

structures the future of learning. The IB framework is based on research by Jean Piaget's theory 

of constructivism, which is then enhanced by the social learning theory, multiple intelligence 

theory, inquiry based instructional model, concept-based instructional model, and 

transdisciplinary learning model. The integration of these learning theories addresses diverse 

student needs in similar approaches and delineates factors of learning to provide a greater 

understanding of education and create a culture of learning that is engaging, relevant, 

challenging, and significant (IB, 2009). 
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 Hein (1991) described constructivism theory explains how people construct knowledge 

from their experiences within their environment and social and historical context. “Learners or 

inquirers, individual and collectively, have a history, a social and historical context, views, 

morals, predispositions, blind spots, ways of thinking, and so on” which frame their own thought 

process (Montuori, 2013). Piaget (1936) explained that students should see learning as a natural 

part of their life instead of just earning grades. This process is often disruptive in formal 

education because students are expected to learn and accept information without questions, 

which goes against humans' natural curiosity to find something out (Mcleod, 1998).  

Constructivism allows students to develop thinking skills to become lifelong learners through 

individual and social learning experiences (Piaget, 1936). The principles of constructivist 

learning include: 

  a) learning is an active process in which the learner uses sensory input and constructs 

 meaning out of it;  

 b) people learn to learn as they learn: learning consists both of constructing meaning and 

constructing systems of meaning;  

 c) the crucial action of constructing meaning is mental: it happens in the mind, physical 

actions, hands-on experience may be necessary for learning;  

 d) learning involves language: the language we use influences learning;  

 e) learning is a social activity: our learning is intimately associated with our connection 

with other human beings;  

 f) learning is contextual: we do not learn isolated facts and theories in some abstract, 

ethereal land of the mind separate from the rest of our lives;  

 g) one needs knowledge to learn: the more we know, the more we can learn;  
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 h) it takes time to learn: learning is not instantaneous; 

 i) motivation is a key component in learning (Hein, 1991). 

Theory of Multiple Intelligences 

 Piaget’s constructivist theory of knowledge principle, the crucial action of constructing 

meaning is mental outlines how construction happens in the mind, physical actions, and hands-

on experience may be necessary for learning. While learning involves language: the language we 

use influences learning which is further enhanced by the theory of multiple intelligences. 

Intelligence is described as the ability to obtain and apply understanding and abilities, in which 

many early theorists suggested knowledge was obtained in one main process. Howard Gardner’s 

theory of multiple intelligences debates this early perception of obtaining intelligence by 

proposing intelligence is gained through multiple opportunities (Cherry, 2019). Gardner (1983; 

2011) suggested the human brain has multiple dimensions of abilities and talents; therefore, 

intelligence is increased in eight different magnitudes: (a) visual-spatial, (b) linguistic-verbal, (c) 

interpersonal, (d) intrapersonal, (e)logical-mathematical, (f) musical, (g) bodily-kinesthetic, and 

(h) naturalistic. Gardner provides a framework for understanding a person who possesses 

different abilities within these eight kinds of comprehensive intelligence. 

 Spatial intelligence is the ability to observe the visual-spatial world precisely and to 

perform changes upon those observations (Armstrong, 2018). Learners possess the ability to 

distinguish between the relationship of color, line, shape, form, and space, then graphically 

represent spatial ideas in one’s one capacity. Linguistic intelligence is the ability to use 

effectively use written or oral language to express a learner’s ideas, thoughts, or knowledge 

(Armstrong, 2018). Learners showcase linguistic intelligence in different outlets such as 

storytelling, explanation, and mnemonics. Interpersonal intelligence is the ability to understand 
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other people, such as their moods, motivations, and feelings using facial expressions, voices, and 

gestures (Armstrong, 2018). Intrapersonal intelligence is the self-knowledge and the capacity to 

adapt based on that knowledge (Armstrong, 2018). Learners possess the capacity for self-

discipline, self-understanding, and self-esteem (Armstrong, 2018).  Logical-mathematical 

intelligence is the ability to use numbers effectively and reason well in areas such as 

classification, calculations, and hypothesis testing (Armstrong, 2018).  Musical intelligence is the 

capacity to recognize, convert, express, and differentiate among musical forms to develop a deep 

understanding of music. Learners express bodily-kinesthetic intelligence through the whole-body 

expression of ideas and feelings. The eighth intelligence is naturalistic, which involves expertise 

in the recognition and classification of an individual’s environment (Armstrong, 2018).  .  

 Gardner (1983) theoretical foundation states each component aforementioned has to meet 

the following criteria to be considered a full-fledged intelligence: (a) potential isolation by the 

brain damage; (b) the existence of savants, prodigies, and other exceptional individuals; (c) a 

distinctive development history and a definable set of expert “end state” performances: (d) an 

evolution history and evolutionary plausibility; (e) support from psychometric findings; (f) 

support from experimental psychologist tasks; (h) an identifiable core operation or set of 

operations; and (i) susceptibility to encoding in a symbol system. These characteristics 

differentiate intelligence from simply abilities or talents. 

 Learners are multifaceted and possess all eight intelligences, but most learners are highly, 

modest, or relatively develop in different areas. Some learners may have developed extremely 

high function in some areas, while others have extremely low function because of a 

developmental disability. Furthermore, learners possess gifts within and between intelligences, 

such as having a large vocabulary while unable to read (Armstrong, 2018). Gardner (2011) 
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suggested that learners are capable of developing each intelligence to high levels of functionality 

with motivation, dedications, and teaching. Although intelligences are unique, they are complex 

in which they all work together in daily aspects of life. 

Developing Multiple Intelligences. Learners have the ability to develop any or all areas of 

intelligence to a particular level of mastery (Armstrong, 2018). There are three main factors that 

determine the growth of intelligences, including biological endowment, personal life history, and 

cultural and historical background (Gardner, 2011). Hereditary factors, genetic factors, insults to 

the brain, and injuries to the brain are biological endowments that can greatly affect the 

development of one or more intelligences (Gardner, 2011).  Gardner (2011) stated experiences 

with parents, teachers, peers, friends, and others who stimulate intelligences can keep biological 

endowments from evolving; but they can also forcefully suppress intelligences because of a 

learner’s life history.  

 Experiences can spark the interest of learners and activate the desired practice, learn, and 

grow. On the opposite end of the spectrum, experiences can paralyze intelligence (Armstrong, 

2018).   Some influences include experiences associated with negative emotions such as anger, 

resentment, fear, or shame (Armstrong, 2018). Environmental influences such as access to 

resources or mentors, historical-cultural factors, geographical factors, familial factors, and 

situational factors can promote or suppress the development of intelligences (Armstrong, 2018). 

Cultural and historical background such as the time and place learners are born and raised, their 

cultural experiences, and historical perspective plays a factor in the development of intelligence 

(Armstrong, 2018). Nature and nurture are fundamental aspects of the development of 

intelligence that allow learners to thrive or halt their personal growth. The theory of multiple 

intelligence allows learners to understand and develop their own profiles (Armstrong, 2018).  
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Intelligence is developed through several methods but understanding the level of development in 

each area is the key to unlocking one’s potential.  

Social Theory of Learning 

 Piaget’s constructivist theory principle of learning is a social activity: our learning is 

intimately associated with our connection with other human beings, which is further enhanced in 

the social learning theory (1936). Learning is a concept in which the individual determines their 

own faith, but learning encompassed the world around each individual. Therefore, learning 

becomes a social engagement where each individual learns from observing others (Piaget, 1936). 

Bandura (1977) explains a great volume of human behavior is learned observationally through 

demonstration from witnessing others, one forms an impression of how new behaviors are 

performed, and in later circumstances, this coded intelligence functions as a guide for action. 

Bandura’s theory of social learning promotes the concept that human beings are active 

information processors who think about the relationships between their behavior and its 

consequences (1977). Observational learning occurs in three different models: a) a live model, an 

individual exhibiting or acting or a behavior; b) a verbal instruction model, which involves 

descriptions and explanations of behavior; (c) a symbolic model, which involves real or fictional 

characters displaying behaviors in books, films, television programs, or online media (Cherry, 

2019). Learners would mimic their environment, regardless of whether the model was 

intentionally teaching a lesson. Additionally, internal reinforcement and intrinsic reinforcement 

influence learning and behaviors (Bandura, 1977). A sense of pride or an external reward can 

reinforce positive or negative behaviors. Finally, observational learning showcases an 

understanding of material, but learning does not always lead to a change in behavior (Cherry, 

2019).  
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 Cognitive processes must be in work in order for observational learning to occur in a 

situation, and these processes include observation, retention, reproduction, and motivation to 

stimulate learning (Bandura, 1977). In order for learning to occur, the learner must focus or pay 

attention because any distraction will lead to an adverse effect on the observation (Bandura, 

2019). Secondly, the learner must retain the information and be able to recall the information at a 

later time (Bandura, 1977). Subsequently, the learner should perform the observed information, 

then practice the behavior for improvement and skill advancement. Finally, the learner must have 

the motivation to reproduce the behavior. This motivation can occur through reinforcement, 

punishment, or observing other experiences (Cherry, 2019). Social experiences play a vital role 

in learning new information. It is important to understand the role of social experiences in 

learners’ acquisition of knowledge to gain a greater understanding of education.   

Concept-based Instructional Model 

 Piaget’s constructivist theory, principles of people, outlined how people learn to learn as 

they learn; explains learning consists both of constructing meaning and constructing systems of 

meaning and learning is an active process in which the learner uses sensory input and constructs 

meaning out of it (Hien, 1991).   The concept-based instructional model is further enriched by 

Piaget’s principle of constructing meaning.  Lynn Erickson and Lois Lanning explain concept-

based learning as an intellectually, emotionally, motivating, and simulating instructional model 

that facilitates quality student learning and develops the student as a person, a thinker, and a 

learner (2014).  Concept-based curriculum and instruction develop students through six main 

elements a) develop brain schema for categorization, systematizing, and patterning incoming 

information to gain a conceptual understanding; b) students are required to process facts and 

skills at a deeper intellectual level as they relate the facts, strategies, and skills to key concepts, 
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generalization, and principles; c) engages and develops the intellect on two levels-factual/skill 

and conceptual; d) supports “synergistic thinking”; e) increasing motivation for learning by 

engaging in individual intelligence; f) increases fluency with language as students explain and 

support their deeper understanding with factual information (Erickson & Lanning, 2014). 

Erickson and Lanning stated (2014), “Key concepts” is a term utilized by the International 

Baccalaureate and equates to the term conceptual lens, which explains Interdisciplinary 

instruction at a conceptual level. Concept-based learning at its core is synergistic thinking, which 

allows for an iterative thinking process between facts and the representative conceptual 

understanding to deepen the learning process for students (Erickson & Lanning, 2014).  

Developing concept-based learners. 

 Conceptual thinking can be heard in a student’s ability to have in-depth conversations to 

clarify the progression and outcomes of learning (Erickson & Lanning, 2014). Critical thinking 

develops over time, but critical thinking instruction is beneficial for all ages, including young 

learners (Kennedy, Fisher, & Ennis, 1991). Synergistic thinking allows for students' thinking to 

become visible by capitalizing on an inquiry approach coupled with clear thinking developed by 

a thinking teacher (Erickson & Lanning, 2014). Students benefit from concept-based learning 

because their thinking becomes value through a) interactively and iteratively processing factual 

information and skills with related concepts to construct personal meaning and understanding; 

b)engagement of social construction of meaning by questioning, discussing, exploring, and 

creating products and solutions to interesting problems and issues in collaborative groups; c) 

lifelong learning and prior knowledge connections are created through understanding of cultures, 

time, and worldwide situations.  
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 Ritchhart, Church, and Morrison (2011) discovered that during an administration of 

concept maps to elementary students, their response was 30% emotional and 70% associative. 

Therefore, students are not employed with strategies to facilitate and direct their own learning. 

Students must be taught how to think in order to become effective, independent, engaged, 

metacognitive learners (Ritchhart et al, 2011).  

Transdisciplinary Instructional Model 

 Piaget’s constructivist theory principle of learning is contextual: we do not learn isolated 

facts and theories in some abstract, ethereal land of the mind separate from the rest of our lives is 

further enhance with transdisciplinary learning. “Transdisciplinarity is ... radically distinct from 

multidisciplinarity and interdisciplinarity because of its goal, the understanding of the present 

world, which cannot be accomplished in the framework of discipline research” (IB, 2019). 

Transdisciplinary learning become popular toward the end of the twentieth century as researchers 

begin to see a need to address real-world complex problems by establishing links between 

persons, facts, images, representations, fields of knowledge, and action (Piaget, 1972). 

Transdisciplinary learning focuses on lifelong learning and discovery through a) correspondence 

between external world and internal world; b) understanding; c) new type of intelligence-

harmony between mind, feelings, and body, d) oriented towards astonishment and sharing; e) 

included middle logic; f) inclusion of values g) inclusion of the learning community (Nicolescu, 

2005).  

Inquiry-based Instructional Model 

 The “discovery learning” movement in the 1960’s led to the development of the inquiry-

based learning model guided by the research of Joseph Schwab (Pappas, 2014). This learning 

model deepens the knowledge of Piaget’s constructive theory principle learning is an active 
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process in which the learner uses sensory input and constructs meaning out of it. The inquiry 

learning process allows students to develop critical thinking skills by investigating problems, 

scenarios, and learning experiences rather than lecture, memorization, or printed materials 

(Pappas, 2014). Inquiry lead instruction occurs in four common methods of open inquiry and 

confirmation. The principles of inquiry include a) educators, resources, and technology are 

effectively structured to support students who are the center of the learning process; b) all 

learning experiences center around critical thinking skills; c) educators facilitate the learning 

activities while seeking to learn more about their students and inquiry-based learning; d) 

conceptual learning and information processing skills should be the forefront of the taught 

curriculum (Pappas, 2014).   

 Inquiry lead instruction creates learning outcomes by asking, investigating, creating, 

discussing, and reflecting (Pappas, 2014). These five phases allow learners a) to become 

increasingly engaged by methodically questioning a problem or central question from a 

distinctive perspective; b) responses are formulated through evidence-based discovery; c) 

communicate rationalizations regarding the evidence-based discovery; d) evaluate 

rationalizations in comparison to alternative rationalizations: and e) reflect on the evidence-based 

discovery (National Research Council, 2000).  Inquiry-based learning develops lifelong learners 

through creativity and structure learning to formulate routines of cognizance (Concept to 

Classroom, 2004).  

 “The goal of the educator must be to make the big ideas of the curriculum accessible and 

engaging while honoring their complexity, beauty, and power in the process” (Ritchhart, 2011, 

pg. 26). The integration of these learning theories and learning models: a) theory of 

constructivism, b) social learning theory, c) multiple intelligence theory, d) inquiry-based 
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instructional model, e) concept-based instructional model, and e) transdisciplinary instructional 

model can address the diverse needs of economically disadvantaged students because this 

educational framework was developed as a holistic approach to learning to develop the whole 

child intellectually, emotionally, socially, and physically (IBO, 2009). 

 

 

Figure 1.5. Adapted by "5 Essential Elements of PYP" by Shahid Mahdavi International 
School. 

  

 IB education is a holistic learning approach that focuses on developing inquisitive, well-

informed, and compassionate young people who help to generate a better and more serene world 

through multicultural understanding and admiration (IB, 2015).   An IB education: a) focuses on 

learners in which the IB’s student-centered programme promotes healthy relationships, ethical 

responsibilities, and personal challenges; b) develops effective approaches to teaching and 

learning by developing the attitudes and skills they need for both academic and personal success; 
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(c) works within global contexts to increase understanding of languages and cultures, and 

explore globally significant ideas and issues; (d) explores significant content through a 

curriculum that is broad and balanced, conceptual, and connected (IBO, 2019). 

The Written Curriculum 

 The foundation of the curriculum of the IB PYP is distributed into three sections: written 

curriculum, taught curriculum, and assessed curriculum to provide a comprehensive plan for high 

quality, international education (IBO, 2019). Knowledge, concepts, skills, attitudes, and action 

are the five essential elements of the curriculum, which create the rigorous and challenging 

framework for the PYP. 

 The written curriculum balances the acquirement of meaningful and pertinent knowledge 

and skills, the progress of conceptual understanding, the development of individual, optimistic 

outlooks and the capability to take accountable action by a) focusing on students’ educational 

needs and their social and emotional welfare; b) inspiring students to develop individuality and 

to take accountability for their personal knowledge; c) supports students’ effort to gain insight of 

the world and to function effectively within it; and d) helps students to create personal values as 

a foundation on which international-mindedness will flourish (IBO, 2019). The written 

curriculum takes into account what is best for the students in the long-term while focusing on the 

developmental age of the scholars, including a) the characteristics, capabilities, and interest that 

are normal for the age group; b) the different rates at which students are learning and the wide 

range of normal variation that can occur in an age group; c) that individual patterns of 

development are complex and not merely sequential; d) that learning is a balance between the 

intellectual, the social and the personal; each is important, and each is interlinked with the others; 
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e) that the maturity of each student depends on the developmental stages he or she has already 

gone through, and the effects of earlier positive and negative feedback (IB, 2009). 

Knowledge. The essential element of knowledge focuses on significant and relevant content for 

student exploration and knowledge in relation to their prior experience and understanding with 

an aim to promote international mindedness (IB, 2009).  IBO articulates the need to educate 

context in isolation as well as explore content as it relates to students and transcend the 

boundaries of traditional subjects (IB, 2009). IBO reflects the teachings of Ernest Boyer’s 

research regarding core commonalities, in which students investigate a set of themes that 

signifies common human experiences such as “response to the aesthetic” and “membership in 

groups” (IB, 2009). “To be truly educated, a student must also make connections across the 

disciplines, discover ways to integrate the separate subjects, and ultimately relate what they learn 

to life” (Boyer, 1995).  This phrase guides the development of the function of the PYP and 

supports the outline of the themes guiding the body of knowledge of the PYP school. IBO 

outlines six themes the students will reevaluate throughout their primary learning to solidify 

broad-ranging, in-depth, and articulated curriculum content; Who we are, Where we are in place 

and time, Who we express ourselves, How the world works, How we organize ourselves, and 

Sharing the planet (IB, 2009). A whole-school approach is taken when developing the themes to 

align to a district scope and sequence, national scope and sequence, or IB scope and sequence to 

create a programme of inquiry. The programme of inquiry consists of units of inquiry organized 

around a central idea, contains concepts and lines of inquiry to a) engage the students through 

active learning, b) relate the context through prior knowledge and experiences, c) challenge the 

students through extending their prior knowledge to increase their competencies and 
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understanding, and d) signify the understanding of the transdisciplinary nature of the theme (IB, 

2009). 

Concepts. The essential element concepts guide the development of coherent and in-depth 

understanding through powerful ideas that are both within subject areas and transcend subjects 

that students must explore and reexplore (IB, 2009). “Concept-based inquiry is a powerful 

vehicle for learning that promotes meaning and understanding, and challenges students to engage 

with significant ideas” (IBO, p.1, 2019). The PYP is constructed from concept-based learning 

supported by purposeful inquiry to deepen the understanding and rigor of intelligence from 

traditional facts and skills for every student (IBO, 2019). Concept-driven curriculum allows for 

a) exploration of the essence of a subject; b) add coherence to the curriculum; c) deepen 

disciplinary understanding; d) build the capacity to engage with complex ideas; e) build 

understanding across, between and beyond subjects, f) integrate and transfer learning to new 

contexts (IBO, 2019). The PYP provides seven concepts, form, function, causation, change, 

connection, perspective, and responsibility, to facilitate teacher-constructed and student-

constructed inquiry through a conceptual approach to transdisciplinary and subject-specific 

learning (IBO, 2019). The PYP expands teaching and learning of a central idea by deepen the 

learning through related concepts. Related concepts are subject specific terms drawn from state, 

provincial, or national curriculum to explore key concepts in greater detail (IBO, 2019) Teachers 

promote and model the development of conceptual understanding questions, and wonderings, 

and provocation by stimulating critical thinking skills, expanding thinking, and the connection of 

learning and support the transfer of knowledge through a variety of teaching and learning 

strategies including inviting investigations, seeking clarification and deepening of the 
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understanding, and encouraging application and transfer of learning in different contexts (IBO, 

2019).   

Approach to learning. Approach to learning (ATL), formerly labeled skills, provides 

developmental guidelines for disciplinary or transdisciplinary capabilities students need to 

demonstrate to succeed in a changing, challenging world (IB, 2009; IBO, 2019).  ATL includes 

(a) social skills: accepting responsibility, respecting others, cooperating, resolving conflict, group 

decision-making, adopting a variety of group roles; (b) communication skills: listening, 

speaking, reading, writing, viewing, presenting, non-verbal communication; (c) thinking skills: 

acquisition of knowledge, comprehension, application, analysis, synthesis, evaluation, dialectical 

thought, metacognition; (d) research skills: formulating questions, observing, planning, 

collecting data, recording data, organizing data, interpreting data, and presenting research 

finding; and (e)self-management skills: gross motor skills, fine motor skills, spatial awareness, 

organization, time management, safety, healthy lifestyle, codes of behavior, informed choices,  

which correlate to the classroom and life beyond school (IB, 2009). 

The learner profile. The learner profile consists of 10 attributes, inquirers, knowledgeable, 

thinkers, communicators, principled, open-minded, caring, risk-takers, balanced, reflective, that 

are valued by IB World Schools to guide individual people and groups to develop into 

dependable members of local, national, and global communities (IBO, 2013). The attributes are 

integrated throughout the curriculum, taught individually, and showcased through actions of both 

the adults and children of IB Worlds schools (IB, 2009). Action. IBO believes, “Education must 

extend beyond the intellectual not only socially responsible attitudes but also thoughtful and 

appropriate action” (IB, 2009). Action is a manifestation in practice of the other four essential 

elements that occur through demonstrations of greater knowledge in conscientious 
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implementation of responsible action (IB, 2009). IB World schools offer all learners the chance 

and the influence to select to act; to choose on their actions; and to reflect on these actions in 

order to make a difference in and to the world (IB, 2009). IB outlines effect action as (a) 

modeled by the adults in the school community—the action in which schools may engage will be 

based on the needs of the school community and the local community, (b) voluntary and involve 

students in exercising their own initiative, (c) is best grounded in the students’ concrete 

experiences, (d) most beneficial to the students when they are able to witness the outcomes, (e) 

begins in a small way and arises from genuine concern and commitment, (f) include anticipation 

of consequences, and accepting of responsibility, (g) may require appropriate adult support in 

order to facilitate students’ efforts and to provide them with alternatives and choices (IB, 2009).  

Taught Curriculum 

 The IB PYP approach to teaching and learning believes there is an inextricable link 

between the taught curriculum and an approach, whereas the taught curriculum is the written 

curriculum in action (IB, 2009). The five essential elements of learning include knowledge, 

concepts, skills, attributes, and action that are blended in the learning process through three ways 

(a) through the learner profile, which is supported by a curriculum framework based on the five 

essential elements; (b) through the exploration of conceptually based central ideas, linked to the 

transdisciplinary themes, which support and are supported by the other four essential elements; 

(c) through the collaborative planning process, which may involve input from students, that 

considers all three components of the PYP curriculum model—written, taught, assessed—in an 

iterative manner (IB, 2009). The taught curriculum is designed to flourish in a culture of 

collaboration designing central ideas to enhance each student’s knowledge of global importance 

as articulated through the transdisciplinary themes (IB, 2009). Through its leading pedagogical 
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approach, the teaching is facilitated, inquiry-based learning that highlights the effective structure 

that students’ learning will be purposeful (IB, 2009). Inquiry is a process in which students move 

from their present level of knowledge to a new and deeper level of knowledge through teacher or 

student initiation by (a) exploring, wondering, and questioning, (b) making connections between 

background knowledge and current learning, (c) making predictions and acting decisively to see 

what transpires, (d) collecting data and reporting findings, (e) clarifying existing ideas and 

reappraising perceptions of events, (f) extending understanding through the application of a 

concept, (g) making and testing theories, (h) examining and obtaining information, (i) taking and 

defending a position, (j) solving problems in a variety of ways, and (k) experimenting and 

playing with possibilities (IB, 2009; Almarode, Fisher, Frey, & Hattie, 2018).   

PYP good practice and adult role. As these research-based strategies merge to drive the 

pedagogical approach, the adults and environment contribute many factors to develop an 

international-mindedness community in the classroom and beyond. (IB, 2009).  The PYP 

classroom provides a lively place to engage in problem-solving to meet common goals through 

purposeful activity, has a sense of purpose and spirit of inquiry, provides balance and variety, 

students in pursuit of their own learning as well as supporting their peers while establishing their 

own set of beliefs and values, student empowerment, and knowledge of their educational rights 

and roles in their neighbor and beyond (IB, 2009). The role of the adult is to be knowledgeable 

about child development and learning, be responsive to the necessities and curiosities of each 

student, and be cognizant of the cultural and social backgrounds in which the student resides and 

learns. The adults should provide a nurturing environment to develop the flourishing relationship 

between all stakeholders in which the students and adults are valued and respected. The students 

are provided opportunities in the classroom and school to collaborate with others and 
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individually explore academic avenues to become initiators rather than followers. Adults can 

develop and support the student by structuring dynamic learning environments to include making 

choices and decisions, using materials in flexible and imaginative ways, initiating an inquiry and 

asking questions, working collaboratively with others, sustaining their interests and extending 

their knowledge, developing understanding, and incorporate information and communication 

technologies (ICT) (IB, 2009). 

The Assessed Curriculum 

 The IB (2009) believes that assessment is essential to all teaching and learning and a 

fundamental process to provide feedback on the learning process as students are guided through 

the acquisition of knowledge, the understanding of concepts, the mastering of skills, the 

development of attitudes, and the decision to take action. All stakeholders are included in the 

development of assessments, including knowing the reason for the assessment, the concepts 

being assessed, the standards for attainment, the format of the assessment, and more importantly, 

the evaluation of the programme's effectiveness. The adults in IB PYP schools assess the process 

of inquiry, as well as the products of inquiry by (a) the nature of students’ inquiry, develop over 

time—if they are asking questions of more depth, that are likely to enhance their learning 

substantially, (b) if students are becoming aware that real problems require solutions based on 

the integration of knowledge that spans and connects many areas, (c) if students are 

demonstrating mastery of skills, (d) if students are accumulating a comprehensive knowledge 

base and can apply their understanding to further their inquiries successfully, (e) if students are 

demonstrating both independence and an ability to work collaboratively (IB, 2009). The IB 

believes standardized achievement test should be relevant to the cohort of students within the 

school, have a relationship between testing material and the school programme, have a clear 
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understanding of how the assessment affect teaching and learning, and the value of the data from 

the assessment (IB, 2009). Each IB PYP school staff must create a school-wide assessment 

policy to communicate to students and parents that reflects the school’s philosophy (IB, 2009).  

The IB PYP syndicates several components to such as essential elements, written, taught, and 

assessed curriculums, coherent transdisciplinary learning, and school as a community of learner 

to create a holistic learning approach that focuses on developing inquisitive, well-informed, and 

compassionate young people who help to generate a better and more serene world through 

multicultural understanding and admiration (IB, 2009; IBO, 2015).  

Summary 

 
Texas Kids Count suggests civic, career, and college readiness begins in the primary 

years of education; but because of a heritage of inequitable policies, economically disadvantaged 

and students of color are disproportionately likely to face academic achievement barriers (2018).  

Although the United States of American and the state of Texas have improved the achievement 

gap impacting economically disadvantaged students, many of these students continue to start 

primary school behind their peers and remain behind their peers throughout their education 

because opportunity gaps are not sought in early childhood (Tingle, 2018). Consequently, more 

than two-thirds of the 21,600 Texas students who dropped out of school in 2016 were 

economically disadvantaged (Tingle, 2018). 

The achievement gap for economically disadvantaged students can be abridged during 

the primary years of education through innovative research investigating and implementing 

comprehensive school transformation approaches (National Education Association, 2007).  The 

National Education Association proposes incorporating an “all children” programme to integrate 

a range of theories and a focus system with planning will include and go beyond issues such as 
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classroom size and special programs (2007).  These “all children” or whole children approach 

programs should include enhancing cultural competence, comprehensive support for students, 

outreach to families, extended learning opportunities, classrooms that support learning, 

supportive schools, strong district support, access to qualified staff, and adequate resources and 

funding as strategies for closing the achievement gap (National Education Association, 2020).  

The International Baccalaureate Primary Years Programme embraces many of the 

research-based strategies recommended by the National Education Association to close the 

achievement gap in the United States. These strategies include encouragement to think critically 

and challenge assumptions, incorporate quality practice from research and IBO global 

community of schools, encourage consideration of local and global contexts, and develop 

multilingual students to develop students who will build a better world through intercultural 

understanding and respect (IBO, 2020). The whole child approach programme embraced by IB 

PYP integrates a range of theories to educate one group of students could provide vital support to 

economically advantaged students compared to their peers.  

In Chapter III, the researcher described the methodology used in this study.  The 

methodology chapter sections will include the purpose, research design, context and setting, 

participants, instrumentation, data collection, reliability and validity, and data analysis. 
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CHAPTER III 

METHODOLOGY 

 The purpose of this study was to examine the influence of the International Baccalaureate 

Primary Years Programme on economically disadvantaged student performance in Title I 

elementary schools. 

 The significance of this study was vital as it provides awareness and philosophy into the 

implementation of the International Baccalaureate Primary Years Programme (IB PYP) as a 

holistic learning framework to develop economically disadvantaged students’ performance, 

especially as student agency and varied expertise becomes increasingly important to the 21st 

century learners (Morales, 2009; Seale, 2019). There is an acute need for targeted research of 

ethnic minority and economically disadvantaged populations because of the historical 

underrepresented in social science research, and to gain an understanding of human behavior and 

outcome (Knight, Roosa, and Umana-Taylor, 2009). Additionally, Tough (2012) believed it was 

important to change the trajectory of educational research to include the use of science tools to 

“steer an individual child or generation of children away from failure and toward success”. The 

results of this study may contribute valuable insight into the implementation of the IB PYP as a 

holistic learning framework to promote improved student performance of economically 

disadvantaged students. 

 The IB PYP intended to provide economically disadvantaged students access to one of 

the world’s elite academic programs which will allow these students the opportunity to gain 

essential skills to prepare for the future world. Economically disadvantaged students will have 

access to an integrated education whose mission was to enhance students through critical 

thinking skills, multilingualism, and open-mindedness without sacrificing the traditions of the 
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local culture and community (Seale, 2019). This model of learning, when implemented with 

fidelity, can prepare students to participate in the global economy intellectually and mindfully 

confident (Seale, 2019). It was important for educators to understand the possible influence of IB 

PYP. The results of this study may contribute valuable insight into the implementation of the IB 

PYP as a holistic learning framework to promote improved student performance of economically 

disadvantaged students. 

Research Design 

 The purpose of this hermeneutical phenomenological study was to examine the influence 

of the International Baccalaureate Primary Years Programme on economically disadvantaged 

student performance in Title I elementary schools. The qualitative design allowed for the 

researcher to collect and analyze qualitative data to gain a deeper understanding of a 

phenomenon as experienced by several individuals (Creswell, Plano Clark, Gutmann, and 

Hanson, 2003; Creswell & Poth, 2017).  

Research Questions 

 In this study, the researcher examined the influence of International Baccalaureate 

Primary Years Programme on economically disadvantaged students in Title I elementary 

schools. `  

1. What are the perceptions of administrators regarding factors that influence the 

performance of economically disadvantaged students participating in the International 

Baccalaureate Primary Years Programme? 

2.  What are the perceptions of teachers regarding factors that influence the performance 

of economically disadvantaged students participating in International Baccalaureate 

Primary Years Programme?  
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 The hermeneutical phenomenology approach identified by Van Manen (1990, 2014) was 

used to analyze the data. The qualitative research is defined as “ research as oriented toward 

lived experiences (phenomenology) and interpreting the “text” of life (hermeneutics) p. 4)”. 

According to Van Manen (2014) phenomenology research begins with the “wonder at what gives 

itself and how something gives itself. It can only be pursued while surrounding to a state of 

wonder” (p. 4). Therefore, data collection from the specific phenomenon allows the researcher to 

develop a composite description of the essence of experiences from all persons who experienced 

the phenomenon (Creswell & Poth, 2017). This method allows the researcher to explain “the 

“what” they experienced and “how” they experienced it” (Moustaks, 1994). The IB PYP 

participants are diverse and experience the world from different perspectives, but the need for a 

societal change toward the view of economically disadvantaged students universally affects each 

participant. It was important for the researcher to understand the background and diversity within 

the group of participants as the researcher conducts analysis for this study. Thus, the researcher’s 

profession, served to provide necessary knowledge to collect and correctly interpret the data, 

while ensuring unbiased results.   

 Greene (2007) stated numerous perspectives on what is significant and to be appreciated 

and valued can be obtain from a qualitative study, therefore the researcher should actively listen.  

In this study, the researcher describes the perceptions of the teacher and administrator 

participants regarding the influence of IB PYP on economically disadvantaged students as they 

actually appear to the participants, free of the researcher’s biases and beliefs as supported by the 

work of Thirsk and Clark (2017).  
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Context and Setting 

 The researcher chose a southeast Texas school district because the district has several 

elementary campuses that have implemented the IB PYP on their campus.  Founded in 1924, the 

district is the one of the largest districts in Texas and one of the largest school districts in the 

United States.  Each year, more than 214,715 students are educated in more 284 schools with 28, 

652 full-time and 1,641 part-time employees. The district awards more than 77.9% of the 

students with High School Diplomas annually (TEA, 2018).  

 The District has a group of 284 public and charter institutions of learning in the southeast 

area that share mutual goals and are governed by a Board of Education.  The district is comprised 

of eight early childhood campuses, 159 elementary campuses, 38 middle school campuses, 38 

high school campuses, and 41 combined or other campuses with about 100 languages spoken 

across the district (TEA, 2018).   

 The district is one of the largest in the area and serves as a community school district for 

most of the city and nearby municipalities (TEA, 2018).  The District consists of 110 schools that 

offer magnet programs including, College and Career Readiness, Fine Arts, International 

Baccalaureate, Language Immersion School, Language Programs, Montessori, S.T.E.M., 

S.T.E.A.M., Single Gender College Preparatory, and Vanguard beginning at the elementary 

school through high school.  In addition, the district 251 of 278 (90%) campuses met State 

Standard and 27 of 278 (10%) of the schools in Improvement Required status met State Standard 

in 2016-2017 school year.  In addition, the District received designation in the following areas: 

a) 87 of 258 (34%) campuses received Top 25% Student Progress, 93 of 259 (36%) campuses 

received Academic Achievement in Reading/ELA, 86 of 259 (33%) received Academic 

Achievement Mathematics, 35 of 93 (38%) received Academic Achievement in Social Studies, 
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83 of 259 (32%) campuses received Top 25% Closing Performance Gaps, 89 of 259 (34%) 

received Postsecondary Readiness.  The demographic data of the school district is discussed in 

detail in the paragraphs below (TEA, 2018).   

Student Demographics 

 The District enrollments include 214,175 students including 3,605 students in Early 

Childhood Centers, 103,345 students at the elementary level, 33,357 students at middle school 

level, 47,929 students at the high school level, and 25,939 students classified as combined or 

other (TEA, 2018).  This population of students comprise of 132, 499 Hispanic/Latino students, 

which was the largest ethnicity group in The district and 61.84 % of all students. The second 

largest group was African American students with 51,437 students and 24.02% of all students.  

White students were the third largest group with 18,625 students and 8.70% of all students. The 

fourth largest group was 8,673 Asian students, and they are 4.05% of the population. Two or 

more ethnicity groups was the fifth largest with 2,485 students and 1.16% of the population. The 

sixth ethnic group was American Indian/Alaskan Native with 355 students and 0.17% of the 

population. The seventh group was Native Hawaiian/Pacific Islanders with 151 students and 

0.07% of the population (TEA, 2018)  

 This district educates students from early childhood age 3 through 12th grade. The 

primary group of students educated at the elementary level was 87,640 students which was 

40.91% of all the students. The second group was high school students at 54,167 which was 

25.29% of students. The third group was middle school students at 41,232 which was 19.25% of 

the students. The fourth group was kindergarten and earlier at 31,136 students with 14.53% of 

the students. Within each group level the district provides different programs to service the needs 

of each student. These programs include Limited English proficiency (LEP) with 67, 393 or 
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31.47% of the student population participating in this program. Other programs include English 

as a Second Language (ESL) (26,447 or 12.35%), Bilingual (42,867 or 20.01%), At Risk 

(153,403 or 71.63%), Title I (196,263 or 91.63%), Special Education (15,500 or 7.24%), 

Gifted/Talented (33,676 or 15.72%), Economically Disadvantaged (160,474 or 74.93%) and 

Career and Technology Education (42,709 or 19.94%) (TEA, 2018).  

Teacher and Staff Demographics 

 The district was one of the largest employers in the Southeast area with 28, 652 full-time 

and part-time employees (TEA, 2018). Most of the personnel was assigned to schools including 

11, 909 teachers, 2,949 teaching assistants, clerks, and aides, 465 assistant principal, 265 

principals, 255 nurses and psychologist, 245 police officers and security personnel, 221 

counselors, and 81 librarians. Central Administrative staff consist of 147 employees and 14, 507 

employees are assigned to other schools and central office personnel. 9,065 (74.1%) of the 

teachers are females and 3,162 (25.9%) of teachers are males. The largest teacher ethnicity group 

was African American with 4,434 or 36.3%. The second largest group was White with 3,504 

people or 28.7%. 3,442 people or 28.2% of the teachers are Hispanic, which was the third largest 

group. The fourth largest group was Asian/Pacific Islanders teachers with 667 or 5.5% (TEA, 

2018). Teachers who are considered two or more ethnicities consist of 152 people or 1.2%. The 

sixth group was Native American teachers with 28 people or less then 1%. These teachers 

include a wide range of programs including 9, 635 or 78.8% of  teach in Regular Education, 837 

or 6.8% in Special Education, 684 or 5.6% in Gifted and Talented, 336 or 2.7% in Career and 

Technology, 332 or 2.7% in Honors, 263 or 2.2% Bilingual/ESL, and 140 or 1.1% in 

Compensatory Education. 4, 917 or 40.2% of these teachers have 5 years or less experience, 

2,293 or 18.8% have 6-10 years of experience, and 5, 017 or 41.0 % have over 10 years of 
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experience. Education amongst the teaching staff differ with 820 or 6.7% of the teachers do not 

hold a degree, 8, 098 or 66.2% of the teachers have bachelor’s degrees, 3,124 teachers or 25.6% 

have master’s degrees, and 185 teachers or 1.5 have doctorate’s degrees. (TEA, 2018).  

 The County where the district is located overperformed in comparison to the rest of 

Texas in terms of higher education achievement from 2011 to 2015. The United States Census 

Bureau found that 29.5 percent of county residents aged 25 years and older had attained a 

bachelor's degree, compared to 27.6 percent of state residents. The median household income in 

the county was $54,457, while it was $53,207 for Texas. The county poverty rate was 16.6 

percent, compared to the state's 15.6 percent (TEA, 2019).  

Active Families in Various School Activities 

 The Family and Community Engagement Department was a department within the 

Southeast school district that values parents as partners in preparing the students to succeed in 

college, career, and beyond. The Family and Community Engagement (FACE) Department was 

dedicated to building intentional partnerships to advance student achievement by promoting a 

welcoming environment, honoring families, and linking activities to learning. The Family 

Friendly School Programme launched during the 2015-2016 school year, the programme focuses 

on guiding campuses who embark in a concerted effort to carry-out research-based activities and 

strategies to build relationships with families, link family events to student learning, 

develop parent capacity, and honor families’ diversity.  During its initial year of inception 26 

schools were certified, then 61 schools in 2016-17, 122 in the 2017-18 school year, and 170 

campus sought recognition in 2018-2019 school year. Schools are able to earn either Gold, 

Silver, Bronze, or Platinum certificates during the year for the status of involvement of families.  
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In 2016, 50 schools earned a Gold Family Friendly Certification, 7 schools earned 

a Silver Family Friendly School Certification, and 4 schools earned a Bronze Family Friendly  

School Certification (TEA, 2019).  

Significant Geographical Characteristics that Impact Students or Families 

 The areas chronic flooding severely affects the students and families in the Southeast 

area. Often, students are absent from school when it rains in certain areas, because of the fear of 

flooding or no transportation to and from school. During the recent rain events students were 

stranded at school because parents were delayed due road closures, traffic, or loss of a vehicle in 

the flood waters. This places fear in parents, students, and district staff when rain events take 

place in southeast area (TEA, 2019).  

Campus Enrollment 

 IB PYP school I student enrollment included 612 students with 28% of the student 

population was White, 4% multiracial, 35% Hispanic, 23% Asian, <1% America Indian/Alaskan, 

and 9% African American. The student population included 29% English Learners (EL), 58% 

economically disadvantaged students, 83% of the population was considered economically 

disadvantaged, and 100% Title I. In 2017, school I’s STAAR Reading performance rate at 

approaches was 84.6% and STAAR Math performance rate at approaches was 88.7%. In 2018, 

campus I’s STAAR reading performance rate at approaches was 85.5% and STAAR Math 

performance rate at approaches was 89.6%. This school did not have any disciplinary actions for 

the year. The attendance rate for the year was 98.0% with a promotion rate of 99.8%. This school 

was authorized as an IB school in 2015 (TEA, 2018) (Table 2).  

 IB PYP school II student enrollment included 423 students with 0% of the student 

population was White, 1% multiracial, 7% Hispanic, 1% Asian, <1% America Indian/Alaskan, 
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and 91% African American. The student population included 3% English Learners (EL), 99% 

economically disadvantaged students, 64% of the population was considered economically 

disadvantaged and 100% Title I. In 2017, school II’s STAAR reading performance rate at 

approaches was 67.0% and STAAR Math performance rate at approaches was 64.0%. In 2018,  

campus II’s STAAR Reading performance rate at approaches was 66% and STAAR Math 

performance rate at approaches 67%. This school had 29 in-campus suspensions, 34 off-campus 

suspensions, and 63 truancies. The attendance rate for the year was 93.9% with a promotion rate 

of 93.4%. This school was a first year IB candidate school in 2017 (TEA, 2018) (Table 2). 

Table 2 
 
IB PYP Schools Demographics 

 

International Baccalaureate Practices 

 

 The IB PYP is recommended for all schools, but within this school district certain 

conditions are suggested for campuses seeking IB PYP authorization. The following criteria are 

given contemplation when selecting to implement IB PYP: (a) share the mission and 

commitment of the IB to high quality international education (b) willingness to complete the 

authorization process for one or more IB programmes, (c) play an active and supporting role in 

the worldwide community of IB World Schools, (d) contribute their knowledge and experience 

to the development of IB programmes, and (e) are committed to the professional development of 

teachers (IBO, 2015). In return, the participating schools: (a) attend training, (b) commitment to 

School 

2017-2018  

Enrollment White  Multiracial  Hispanic Asian 

Amr Indian 

Alaska 

African 

American ELL ED 

At-

Risk 

School I 612 28% 4% 35% 23% <1% 9% 29% 58% 83% 

School II 423 0% 1% 7% 1% <1% 91% 3% 99% 64% 

 Title I 

2017 

STAAR 

Reading 

2017 

STAAR 

Math 

2018 

STAAR 

Reading 

2018 

STAAR 

Math 

2016/2017   

Disciplinary 

Actions  

I/O/E/A/T 

2016-2017 

Attendance 

Rate 

2016-2017 

Promotion 

Rate 

Candidacy/ 

Authorization 

Year  

School I 100% 84.6% 88.7% 85.5% 89.6% 0/0/0/0/0 98.0% 99.8% 2015  

School II 100% 67.0% 64.0% 66.0% 67.0% 29/34/0/0/63 93.9% 93.4% 
1st year 

candidate  
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no less than one year of candidacy phase with a consultant, (c) commit to an implementation 

model, (d) promote the IBO and implement the process with fidelity (IBO, 2016). The 

development of each participating schools was monitored throughout the first years using the 

authorization process guide (IBO, 2016). In addition, each campus was assigned district 

personnel, who are knowledgeable of the IB process and the specific campus to assist with the 

implementation process (IBO, 2016).  

Participants 

 The participants of this study were purposefully selected from the population of teachers 

and administrators of students currently employed on the campuses and participating in the IB 

PYP. The participants contact information was obtained from the district office. The purposeful 

selection was conducted by choosing from a group of participants who participant in the IB PYP 

and if they chose to or not to participate. Some of the participants chose not to participate so the 

researcher selected other participants from the same group. According to Creswell (2003) the 

qualitative design allows for the researchers to collect and analysis qualitative data to gain a 

deeper understanding of a phenomenon as experienced by several individuals (Creswell et al, 

2003; Creswell & Poth, 2017). The criteria for selection included one year of participation in the 

IB PYP and one year of experience in elementary schools for administrators and teachers. 

Additional identifiers include gender, race, age, and year of the programme. Once the identified 

from the rosters, the participants were notified by the researcher by email invitation to participate 

in the study. The survey was sent to all participants by email. Participants were instructed to 

complete all of the survey questions and return the survey to the researcher. All selected 

participants were expected to respond to all survey questions, while some are expected not to 

return the survey to the researcher.  
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 The written participant responses were documented and analyzed to describe their 

perceptions of the influence of IB PYP on student performance of economically disadvantaged 

students.  Themes and patterns evolved from responses to survey questions to help the researcher 

understand the perceptions of the participants. The survey the researcher utilized for this study 

was the Panorama Social-Emotional Learning Survey for teachers.  The survey consisted of 54 

items divided into five parts.  

Instrumentation 

 The survey utilized by the researcher for this study was the Panorama Social-Emotional 

Learning Survey for Teachers-Teacher Skills and Perspectives.  The survey consisted of 54 

questions divided into six parts.  The six parts are: Part I -Teacher Self-Reflection including 

seven questions, Part II-Professional Learning About SEL including seven question, Part III – 

School Climate including nine questions, Part IV-Resources for Student Support including four 

questions, Part V-Educating All Students including nine questions, and Part VI- Background 

questions including 4 questions. Parts I- V included Likert Scale questions regarding Perceptions 

of elementary teachers on their skills and knowledge of social and emotional learning and Part 

VI gathers demographic data regarding participants’ gender, home language, and ethnicity.   

Reliability and Validity 

 After researching the Panorama Social-Emotional Learning Survey for Teachers, the 

content validity was developed through the organizational research of each instrument and 

having university professors review the content for accuracy and completion.  The practitioner 

designed the survey by reviewing the latest research regarding student and teacher perception 

surveys to gather data related to students social and emotional learning (Gehlbach & Moulton, 

2020). Gehlback (2020) established this tool in accordance with survey design best practices 
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(Gehlbach & Brinkworth, 2011) and observes to current best practices in wording survey items 

(Gehlbach, 2015). In addition, the survey was reviewed by the researcher’s dissertation chair and 

committee members who serve as experts in instrument design and implementation.   

 The survey questions met the criteria for validity according to Guba and Lincoln (1989) 

and Erlandson, Harris, Skipper, and Allen (1993), stated qualitative research must have the 

following: truth, applicability, value, consistency, and neutrality to be considered valid.  This 

study met all five criteria in the following ways.  The criterion of truth was achieved through the 

use of the participants’ unaltered responses.  The written responses from the participants were 

typed into tables in a Microsoft Word document and coded into outlined categories.  

Applicability was achieved in this study because the results may be applicable to economically 

disadvantaged students enrolled in other elementary schools.  The criterion of value was met by 

examining the descriptions and perceptions of the IB PYP participants regarding the influence of 

IB PYP on economically disadvantaged students in an elementary school.  The researcher 

achieved consistency in the study through ensuring that every participant was provided the same 

questions on the survey.  Neutrality was achieved by reducing the researcher’s bias when 

gathering the responses of the participants.  A sincere effort was made to ensure that the 

researcher did not influence the participants’ responses.  The participants were made aware that 

the researcher was a member of the district.  The researcher did not give the participants any 

positive or negative responses about her experiences during with IB PYP or her personal and 

family background. 

 Credibility, transferability, and confirmability addressed rigor and trustworthiness criteria 

required of qualitative research (Erlandson et al, 1993; Guba & Lincoln, 1989; Trochim, 2002).  
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Credibility involves establishing the results of qualitative research as credible or believable from 

the perspective of the participants in the research.  The purpose of qualitative research was to 

describe or understand the phenomena of interest from the teachers’ and administrators’ lens 

(Trochim, 2002).  Only the participants can legitimately judge the credibility of the results.  The 

research addressed the credibility in this study by asking the participants to describe their own 

experiences.  The participants’ abilities to write and review their responses and add any 

additional comments increased the credibility of their responses to the study.  Transferability in 

qualitative research refers to the degree to which the results of the study can be generalized or 

transferred to other contexts or settings.  Transferability was the primary responsibility of the 

researcher who distinctly explained the setting or context of the study (Erlandson et al, 1993; 

Guba & Lincoln, 1989).  In this study, the researcher attempted to increase transferability by 

including detailed descriptions of the teachers’ and administrators’ demographic information, 

including race, gender, age, language spoken in their childhood home, and years as an IB PYP 

educator.  Enrollment data for the campuses included, when the programme was authorized or 

candidate stage, where the school was located, and campus demographic data was provided to 

better describe the context of the study, as recommended by Guba and Lincoln (1989) and 

Erlandson et al (1993).  Providing the context of the study allow others to better determine the 

transferability of the results by analyzing the differences and similarities between their context 

and the context described in this study.  The person who transfers the results to a different setting 

is responsible for making the decision of how sensible the transfer might be (Trochim, 2002).  

Specifically, others reading the findings of this study should examine the experiences of 

economically disadvantaged students included in their study. 
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 Confirmability refers to the degree to which the results can be confirmed or corroborated 

by others (Trochim, 2002).  Qualitative research tends to assume that each researcher brings a 

distinctive perspective to the study.  There are a number of strategies for enhancing 

confirmability.  The researcher can document the procedures for examining and reexamining the 

data throughout the study (Trochim, 2002).  Confirmability was addressed in this research by 

examining the common emerging themes from the participants’ responses on the Likert scale and 

written responses to the open-ended questions.  The participants’ verbatim responses were typed 

from written documents then placed in tables in a Microsoft Word document, thus confirming 

none of the data was changed or altered in the study. 

 The participants’ oral and written responses to the open-ended questions were direct 

quotes and served as a basic source of raw data in this qualitative evaluation.  These questions 

revealed the participants’ levels of emotion, their thoughts, their experiences, and their 

perceptions of the influence of IB PYP on economically disadvantaged students in Title I 

elementary schools.  

Data Collection 

 A diverse group of administrators and teacher participants in the International 

Baccalaureate Primary Years Programme in elementary schools in Southeast Texas completed 

the survey for this study. The researcher sought and obtained approval from the school district 

prior to the collection of the data (Appendix B). The district’s email database provided contact 

information for the current IB PYP participants. The completed Human Subjects Form was 

approved by the Houston Baptist University Office of Research and Sponsored Programs to 

conduct the study (Appendix A).   
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 Ethical considerations for this study include concealing the identities of the participants 

and obtaining their permission.  The consent form was included with the survey so that each 

participant understood the expectations before responding to the questions.  As researcher bias 

was a consideration, the researcher intervened in the participants’ communication only if there 

was a question in order to minimize the potential for bias in the study.  The researcher informed 

the participants that they would complete an electronic survey and the results of the survey 

would be password protected. Records from this study will remain in secured files for three years 

at which time they will be destroyed by the researcher.  

 Data collection was through two means: (a) survey containing demographic questions 

and open-ended questions and (b) Likert-style scale measures quality of communication, input 

into decision making, dignity and worth of the students, and safety and inclusivity from the 

perspective of the administration and teachers. The written survey responses were utilized from 

the purposeful selection of 44 current IB participants, 10 males and 30 females, and a total of 

two administrative participants, one male and one female. The participants were notified by the 

researcher by email and/or phone as invite to participate in the study.  The participants were 

instructed to complete all of the survey questions and return the survey to the researcher.   

 The written participant responses were documented and analyzed to describe their 

perceptions of the influence of IB PYP on economically disadvantaged students.  Themes and 

patterns evolved from responses to the open-ended questions on the survey to help the researcher 

understand the perceptions of the participants.   

Researcher Bias 

 Researchers must be clear about their biases for stakeholders to be given the opportunity 

to decide what they think about all of the data that are presented (Heath, 1997).  Researcher bias 
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is a very significant factor in qualitative and quantitative research; therefore, the researcher used 

reflexivity to minimize the bias.  With the use of reflexivity, the researcher performed a self-

reflection on her personal biases and inclinations (Milinki, 1999).  The researcher was African 

American and a IB PYP administrator.  Therefore, the researcher was careful not to insert her 

own feelings about her personal experiences into the responses of the participants.  It was 

imperative to document the participants’ responses verbatim to prevent the insertion of the 

researchers feelings about her personal experiences.  When analyzing the qualitative data, the 

researcher reviewed the participants’ responses, which provided insight into their perceptions.  

To evaluate the situation, the researcher put aside personal biases and remained open-minded 

while gathering data for the study.  This level of understanding allowed the researcher to proceed 

effectively with a low level of bias and influence on the participants in a study.  

Data Analysis 

 This section describes the data analysis procedures the researcher used to analyze data: 

(a) a survey containing demographic questions and open-ended questions and (b) Likert scale to 

rate their experiences with the practice.  The IB PYP participants’ responses to the survey was 

analyzed to address the two research questions to determine the influence of IB PYP on 

economically disadvantaged students in Title I schools.  The researcher typed the written open-

ended responses to the survey in tables that separated the responses by (a) teacher, (b) survey 

item numbers; (c) demographic data using a Microsoft Office Word document, in print, and 

conduct reviews committee.  The researcher sorted the data, analyze, organize, and reorganize 

searching for patterns and themes.  The researcher compared data categories and themes, then 

looked for common themes to determine which data needed to be re-categorized.  Specifically, 

the researcher coded the text to determine the influence of IB PYP on economically 



94 
 

 

disadvantaged student performance in Title I elementary schools.  “Analysis involves working 

with data, organizing them, breaking them into manageable units, synthesizing, searching for 

patterns, discovering what is important and what is to be learned, and deciding what you will tell 

others” (Bogdan & Biklen, 2006, p. 157).   

Summary 

 In this chapter, the researcher presented the specific methodology for the study.  The 

participants were purposefully selected and placed in categories based on their participation in 

the International Baccalaureate Primary Years Programme.  The instrumentation section of this 

chapter describes the surveys, which included demographic information, open-ended questions, 

and Likert scales.  Data collection and analysis procedures discusses three means of data 

collection: (a) survey containing demographic questions and open-ended questions, (b) responses 

obtained using the open-ended questions from the survey, and c) Likert-style scale measures 

quality of communication, input into decision making, dignity and worth of the student, and 

safety and inclusivity from the perspective of the teachers and administrators to collect data on 

student performance and social and emotional technique implementation. The findings were 

presented in Chapter IV. 
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CHAPTER IV 

 

FINDINGS 

 

Introduction 

 

 This study intended to examine the influence of the International Baccalaureate 

Programme Primary Years Programme on economically disadvantaged student performance in 

Title I elementary schools using the hermeneutical phenomenology research method.  The 

purpose of this study was to examine the influence of the IB PYP on economically 

disadvantaged students’ performance from the perceptions and experiences of teachers and 

administrators who currently lead and teach at IB PYP Title I schools. This approach allowed the 

researcher to gain a greater understanding of the common or shared lived experiences and 

perceptions of the participants by analyzing “what” and “how” the phenomenon they 

experienced as individuals (Moustakas, 1994).  

 This chapter presents the results of the data analysis for the two stated research questions:  
 

1. What are the perceptions of administrators regarding factors that influence the 

performance of economically disadvantaged students participating in the International 

Baccalaureate Primary Years Programme? 

2.  What are the perceptions of teachers regarding factors that influence the performance 

of economically disadvantaged students participating in International Baccalaureate 

Primary Years Programme? 

Descriptions of the Participants and Their Backgrounds 

 Part VI of the Panorama Social-Emotional Learning Survey gathered demographic 

data regarding participants’ gender, home language, ethnicity, years in education, IB experience, 

campus experience (Table 3).  The IB PYP participants included a total of 32 teachers and 
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administrators including 20 females, four males, and seven participants who chose not to indicate 

their gender . Participants ages ranged from 31-71. The participants indicated 19 of 31 speaking 

English, 4 of 31 speaking Spanish and 1 of 31 indicated speaking Yoruba, while 8 of 31 did not 

indicate the language they spoke in their childhood home.  Five participants indicated Hispanic 

race or ethnicity, 13 indicated African American/Black race or ethnicity, five participants 

indicated white race or ethnicity, and nine did not indicate their race or ethnic background. The 

years of experience ranged from first year to 35 years of work in the education field with first 

year to 19 years of  teaching or leading at their current school. Six participants were IB trained at 

least category one level, Two participants were IB trained at category two level, Two participants 

were IB trained at a category three level, and 13 did not specify their level of training. The range 

of experience at an IB campus was first year to 7 years. Seventeen participants indicated they 

would recommend their current school to a friend or colleague, one participant indicated they 

maybe would recommend the school, two participants indicated they would not recommend their 

current school, and 12 participants did not indicate if they would recommend their current 

campus.  

Table 3 
 
Demographic Descriptions 

Demographics IB PYP Teachers and 

Administrators n=32 

 

Gender  

Male  
Female 
Unspecified 
 

 
 

4 
21 
7 

Age 

18-20 
21-30 
31-40 
41-50 

 
0 
0 
3 
3 
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51-60 
61-70 
71-80 
Unspecified 
 

9 
5 
3 
9 
 

Race or Ethnicity  

American Indian or Alaska Native 
Asian 
Black or African American 
Hispanic 
Native Hawaiian or Other Pacific Islander 
White 
Unspecified  
 

 
0 
0 

13 
5 
0 
5 
9 

Primary Language Spoken 

English  
Spanish 
Other 
Unspecified 
 

 
19 
4 
1 
8 
 

Years in Education 

1-5 years 
6-10 years 
11-15 years 
16-20 years 
21-25 years 

26-30 years 

31-35 years 

Unspecified 

 

 
3 
3 
0 
9 
2 
2 
2 

11 

Years of Teaching Experience 

1-5 years 
6-10 years 
11-15 years 
16-20 years 
21-25 years 
26-30 years 
31-35 years 
Unspecified 

 
5 
7 
1 
4 
1 
2 
2 

10 
 

Years at Current School 

1-5 years 
6-10 years 
11-15 years 
16-20 years 

 
18 
3 
1 
1 
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21-25 years 
26-30 years 
31-35 years 
Unspecified  
 

0 
0 
0 
9 

Years at an IB Campus 

1-6 years 
6-10 years 
11-15 years 
16-20 years 
21-25 years 
Unspecified 
  

 
20 
2 
0 
0 
0 

10 

IB Trained Teacher 

Yes 
No 
Unspecified 
  

 
9 

10 
13 

Highest Category of IB Training 

Category 1 
Category 2 
Category 3 
Unspecified 

 
6 
2 
2 

22 
 

Recommendation 

Yes 
No 
Maybe 

 
17 
2 

12 

 

 The researcher included the detailed descriptions of the participants’ demographic 

information to possibly increase transferability of the research.  As noted previously in Chapter 

III, transferability in qualitative research refers to the degree to which the results of the study can 

be generalized or transferred to other contexts or settings (Erlandson et al, 1993; Guba & 

Lincoln, 1989).  According to Trochim (2002), it is significant to emphasize it is the 

responsibility of those who select to transfer the results to their perspective to make the 

judgement of how sensible the transfer might be.   
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Research Questions One and Two 

 To address research questions one and two, responses from IB PYP teachers and 

administrators to a series of survey questions addressing teacher and staff perspectives on their 

professional well-being, the work environment, and their capacity to support every student 

socially and emotionally were electronically submitted to the researcher.  The written participant 

responses were documented and analyzed to describe their perceptions  and experiences of social 

emotional learning or whole child development including mindsets, skills, attitudes, and feelings 

that help students succeed in school, career, and life. All participants did not respond to all 

survey questions (Appendix C).  Student performance depends on several factors including (a) 

Teacher Self-Reflection- Faculty perceptions of their professional strengths and areas for growth 

related social-emotional learning; (b) Faculty Growth Mindset-Perceptions of whether teaching 

can improve over time; (c) Cultural Awareness and Action – How well a school supports 

students in learning about, discussing, and confronting issues of race, ethnicity, and culture; (d) 

Professional Learning About Equity-Perceptions of the quantity and quality of equity-focused 

professional learning opportunities available to faculty and staff; (e) Professional Learning-

Perceptions of the quantity and quality of professional learning opportunities available to faculty 

and staff; and (f) School Leadership-Perceptions of school leadership’s effectiveness.  

 Frequencies and percentages of IB PYP teachers’ and administrators’ responses to survey 

questions were analyzed to determine the significance and advantages of whole child 

development within the identified areas.  The survey questions which addressed teacher and staff 

perspectives on their professional well-being, the work environment, and their capacity to 

support every student socially and emotionally based on responses for 40% to 60% of IB PYP 

teachers and administrators on the same survey question were determined to be the perceived 



100 
 

 

themes of the IB PYP influence on economically disadvantaged students in Title I schools.  The 

whole child development categories are examined in detail in the following paragraphs. 

Teacher Self-Reflection 

 IB PYP teachers and administrators responded to teacher self-reflection survey questions 

1, 2, 3, 4, 5, 6, 7, 8, and 9. These survey questions addressed the faculty perceptions of their 

professional strengths and areas of growth related to social emotional learning as it pertains to 

their confidence to (a) engage students who typically are not motivated, (b) help your school's 

most challenging students to learn, (c) that you know all the content you need to teach, (d) 

support your students’ growth and development relating to grit, (f) support your students’ growth 

and development relating to growth mindset, (g) support your students’ growth and development 

relating to social awareness, (h) support your students’ growth and development relating to self-

management, (a) support your students’ growth and development relating to self-efficacy (Table 

3). IB PYP teachers and administrators responded to question 9, which addressed the most 

effective thing teachers do to model social-emotional learning for their students,  in an open-

ended format. The responses included the following:  

 IB PYP Participant 3: “Provide a safe space for students to discuss their emotions 

through verbal or non verbal response.” 

 IB PYP Participant 4: “Modeling upstanding behaviors” 

 IB PYP Participant 5: “The most effective thing that I do to model social emotional 

learning for my students is to convey the practice of empathy amongst each other.” 

 IB PYP Participant 6: “The most effective thing that I do to model social-emotional 

learning for students is by acknowledging that I am human like they are and can make mistakes.  

I openly acknowledge that mistakes happen in everyday life and it's okay to make them, fix them 
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when possible, and move on.  During instructional settings, students are made aware of social-

emotional learning through discussion of feelings, sharing examples for connections, and 

providing opportunities for interactions to build on understanding their feelings.” 

 IB PYP Participant 10: “Educate and require learners to own their “own” learning, self-

discipline and self-management.” 

 IB PYP Participant 12: “Understanding they're kids who see and hear interaction 

between students and teacher, I patiently put more emphasis on empathy, truth and dialogue 

when it comes to explaining and/or reprimanding.” 

 IB PYP Participant 14: “Create a positive, loving and collaborative learning 

environment” 

 IB PYP Participant 16: “I  address negative  behaviors with the class as they occur, 

using role play or giving similar examples. We discuss what could be done in a better way.  We 

discuss the feelings involved in the situation.” 

 IB PYP Participant 18: “Respect students so that they also respect everyone around 

them” 

 IB PYP Participant 19: “Apply real life data to scholastic problems.” 

 IB PYP Participant 22: “Being responsive to the student's needs and placing systems to 

support teachers in promoting the social development of their students” 

 IB PYP Participant 23: “I choose to model the way I would like for my student to 

interact with others and provide interactive lessons.” 

 IB PYP Participant 24: “Allow for talk time. Look for a seal curriculum.  Use role 
play.” 
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 IB PYP Participant 25: “The most social- emotional thing I come to work ready to 

teach them everything they need to know. And, I show them I care about them knowing what I 

teach them.” 

 IB PYP Participant 27: “Have conversations with students about real life issues” 

 IB PYP Participant 28: “I talk a lot to them, and let them know that I really care about  
 
them, because it's true. Children know when you are sincere.” 
 

 IB PYP Participant 30: “Listen and respond to my students joys/ concerns” 

 

 IB PYP Participant 29: “I do a lot of real-world modeling. I am vulnerable with my 

students and I let them know when I am struggling and how I manage that. When they see it in 

practice they are much more likely to follow!” 

 Based on the responses of the teachers and administrators real-world modeling allows for 

the students to see social-emotional learning in action; speaking to the students regarding their 

emotions, provide the students with a safe, collaborative environment; teachers should respond to 

the students emotions; and teach students how to manage their emotions, are the most effective 

things for teachers to do from the perception from the IB PYP teacher and administrators 

experiences.  

 IB PYP teachers and administrators responded to questions 1, 2, and 3 regarding their 

confidence to engage and teach challenging or not motivated students. IB PYP teachers and 

administrators, 1 out of 29 (3%) indicated they were slightly confident; 5 out of 29 (17%) 

indicated they were somewhat confident; while 16 of 29 (55%) indicated they were quite 

confident; and 7 out of 29 (24%) were extremely confident in their ability to engage students 

who typically are not motivated. However, 2 out of 29 (7%) IB PYP teachers and administrators 

indicated they were sightly confident in helping the schools most challenging students to learn; 9 
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out of 29 (31%) indicated they were somewhat confident in helping the schools most challenging 

students to learn, 11 out of 29 (38%) indicated they were quite confident in helping the schools 

most challenging students; and 7 out of 29 (24%) IB PYP teachers and administrators were 

extremely confident in helping the schools most challenging students. In regard to teaching, 2 of 

the 29 (7%) of the IB PYP teachers and administrators indicated they slightly thoroughly know 

all of the content they need to teach; 5 out of 29 (17%) IB PYP teachers and administrators 

indicated they somewhat thoroughly know all the content they need to teach; 12 out of 29 (41)% 

of the teachers and administrators indicated they quite thoroughly know all of the content they 

need to teach, and 10 out of 29 (34%) of the IB PYP teachers and administrators indicated they 

extremely thoroughly know all of the content they need to teach. 

 IB PYP teachers and administrators responded to questions 4, 5, 6, 7,  and 8 regarding 

their confidence in their ability to support their students’ growth and development in relation to 

grit, growth mindset, social awareness, self-management, and self-efficacy. Based on the 

responses of the IB PYP teachers and administrators 1 out of 29 (3%) indicated they were 

slightly confident in their ability to support their students’ growth and development relating to 

grit, 4 out of 29 (13%) indicated they were somewhat confident in their ability to support their 

students’ growth and development relating to grit, 12 out of 29 (41%) indicated they were quite 

confident in their ability to support their students’ growth and development relating to grit, 10 

out of 29 (34%) indicated they were extremely confident in their ability to support their students’ 

growth and development relating to grit (Table 4). 

 Based on the responses of the IB PYP teachers and administrators 1 out of 29 (3%) 

indicated they were slightly confident in their ability to support their students’ growth and 

development relating to growth mindset, 4 out of 29 (14%) indicated they were somewhat 
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confident in their ability to support their students’ growth and development relating to growth 

mindset, 14 out of 29 (48%) indicated they were quite confident in their ability to support their 

students’ growth and development relating to grit, 10 out of 29 (34%) indicated they were 

extremely confident in their ability to support their students’ growth and development relating to 

growth mindset (Table 4). 

 Seven percent (2 out of 29) of the IB PYP teachers and administrators indicated they 

were slightly confident in their ability to support their students’ growth and development relating 

to social awareness,  13% (4 out of 29) of the IB PYP teachers and administrators indicated they 

were somewhat confident in their ability to support their students’ growth and development 

relating to social awareness, 45% (13 out of 29) of the IB PYP teachers and administrators 

indicated they were quite confident in their ability to support their students’ growth and 

development relating to social awareness, and 34% (10 out of 29) of the IB PYP teachers and 

administrators indicated they were extremely confident in their ability to support their students’ 

growth and development relating to social awareness (Table 4). 

 Based on the responses of the IB PYP teachers and administrators 1 out of 29 (3%) 

indicated they were slightly confident in their ability to support their students’ growth and 

development relating to self-management, 5 out of 29 (17% ) indicated they were somewhat 

confident in their ability to support their students’ growth and development relating to self-

management, 15 out of 29 (51% ) indicated they were quite confident in their ability to support 

their students’ growth and development relating to self-management, 8 out of 29 (27%) indicated 

they were extremely confident in their ability to support their students’ growth and development 

relating to self-management (Table 4). 



105 
 

 

 Seven percent (2 out of 29) of the teachers and administrators indicated they were slightly 

confident in their ability to support their students’ growth and development relating to self-

efficacy, 11% (3 out of 29) of the teachers and administrators indicated they were somewhat 

confident in their ability to support their students’ growth and development relating to self-

efficacy, 45% (13 out of 29) of the IB PYP teachers and administrators indicated they were quite 

confident in their ability to support their students’ growth and development relating to self-

efficacy, and 31% (9 out of 29) of the IB PYP teachers and administrators indicated they were 

extremely confident in their ability to support their students’ growth and development relating to 

self-efficacy. Two teachers indicated they were unsure of what the survey meant by “self-

efficacy” (Table 4). 

Table 4 
 
Teacher Self-Reflection: IB PYP Teachers and administrators’ Responses to Survey Questions 

Regarding Faculty Perceptions of their Professional Strengths and Areas for Growth Related to 

Social-Emotional Learning 

 
                                                                   IB PYP Teachers and Administrators n=29 

Survey Questions 

Teacher Reflection 

Frequencies of IB PYP Teachers and Administrators’ Responses 

Not at all 

Confident 

Slightly 

Confident 

Somewhat 

Confident 

Quite 

Confident 

Extremely 

Confident 

I am not 

sure 

Q1:How confident are you 
that you can engage 
students who typically are 
not motivated? 

0 of 29 1 of 29 5 of 29 16 of 29 7 of 29  

0% 3% 17% 55% 24%  

Q2: How confident are you 
that you can help your 
school's most challenging 
students to learn? 

0 of 29 2 of 29 9 of 29 11 of 29 7 of 29  

0% 7% 31% 37% 24%  

Q3: How thoroughly do 
you feel that you know all 
the content you need to 
teach? 

0 of 29 2 of 29 5 of 29 12 of 29 10 of 29  

0% 7% 17% 41% 34%  

Q4: Thinking about grit in 
particular, how confident 
are you that you can 
support your students’ 
growth and development? 

0 of 29 1 of 29 4 of 29 12 of 29 10 of 29 2 of 29 

0% 3% 13% 41% 34% 6% 
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Q5: Thinking about growth 
mindset in particular, how 
confident are you that you 
can support your students’ 
growth and development? 

0 of 29 1 of 29 4 of 29 14 of 29 10 of 29 0 of 29 

0% 3% 13% 48% 34% 0% 

Q6: Thinking about social 
awareness in particular, 
how confident are you that 
you can support your 
students’ growth and 
development? 

0 of 29 2 of 29 4 of 29 13 of 29 10 of 29 0 of 29 

0% 7% 13% 45% 34% 0% 

Q7: Thinking about self-
management in particular, 
how confident are you that 
you can support your 
students’ growth and 
development? 

0 of 29 1 of 29 5 of 29 15 of 29 8 of 29 0 of 29 

0% 3% 17% 8% 28% 0% 

Q8: Thinking about self-
efficacy in particular, how 
confident are you that you 
can support your students’ 
growth and development? 

0 of 29 2 of 29 3 of 29 13 of 29 9 of 29 2 of 29 

0% 7% 11% 44% 31% 7% 

 

Professional Learning About SEL 

 IB PYP teachers and administrators responded to the faculty growth mindset survey 

questions 10, 11, 12, 13, 14, 15, 16, and 17. These survey questions addressed the perceptions of 

whether teaching can improve over time as it pertains to (a) the extent teachers can increase how 

much their most difficult students can learn from them, (b) the ease of teacher changing their 

teaching style to match the needs of a particular class, (c) the extent to which teachers can 

improve their implementation of different teaching strategies, (d) the ability of teachers to work 

with dissatisfied parents, (f) the ability of teachers to improve their classroom management 

approaches, (g) the extent teachers can change their intelligence about subjects they teach, (h) the 

ability of the teachers to improve the clarity of their expectations, and (i) the possibility of the 

teacher to change how well they relate to their most difficult students (Table 5).  

 IB PYP teachers and administrators responded to questions 10, 11, 12, and 14 regarding 

teaching and learning in relation to difficult students or class. IB PYP Teachers and 
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administrators, 6 of 27 (22%), indicated teachers can increase a tremendous amount how much 

their most difficult students can learn from them, 11 out of 27 (40%) indicated teachers can 

increase quite a bit how much their most difficult students learn from them, and 10 out of 27 

(37%) indicated teachers can increase somewhat how much their most difficult students learn 

from them. However, 7 out of 27 (26%) teachers and administrators indicated it is slightly easy 

for teachers to change their teaching style to match the needs of a particular class, 9 out of 27 

(33%) IB PYP teachers and administrators indicated it is somewhat easy for teachers to change 

their teaching style to match the needs of a particular class, 8 out of 27 (30%) indicated it is quite 

easy for teachers to change their teaching style to match the needs of a particular class, and 3 out 

of 27 (11%) IB PYP teachers and administrators indicated it is extremely easy for teachers to 

change their teaching style to match the needs of a particular class.  Whereas 7 out of 27 (26%) 

IB PYP teachers and administrators indicated teachers can somewhat improve their 

implementation of their different teaching strategies; 13 out of 27 (48%) IB PYP teachers and 

administrators indicated teachers can improve quite a bit regarding their implementation of their 

different teaching strategies; and 7 out of 27 (26%) IB PYP teachers and administrator indicated 

teachers can improve a tremendous amount regarding their implementation of their different 

teaching strategies.  IB PYP teachers and administrators, 3 out of 27 (11%), indicated it is 

completely possible for teachers to change how well they relate to their most difficult students, 9 

out of 27 (33%) indicated it is somewhat possible for teachers to change how well they relate to 

their most difficult students, 12 out of 27 (44%) indicated it is somewhat possible for teachers to 

change how well they relate to their most difficult students, and 3 of 27 (11%) indicated it is 

somewhat possible for teachers to change how well they relate to their most difficult students 

(Table 5). 
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 IB PYP teachers and administrators responded to question 13 regarding teachers’ ability 

to work with dissatisfied parents. Based on the responses of the IB PYP teachers and 

administrators, 3 out of 27 (11%), indicated it is a little possible for teachers to change their 

ability to work with dissatisfied parents, 9 out of 27 (33% ), indicated it is somewhat possible for 

teachers to change their ability to work with dissatisfied parents, 12 out of 27 (44%) IB PYP 

teachers and administrators indicated it is quite possible for teachers to change their ability to 

work with dissatisfied parents, and 3 out of 27 (11%), indicated it is completely possible for 

teachers to change their ability to work with dissatisfied parents (Table 5). 

 Based on the responses of the IB PYP teachers and administrators to question 14, 8 out of 

27 (29%) indicated teachers can somewhat improve their classroom management approach, 10 

out of 27 (37%) IB PYP teachers and administrators indicated teachers can improve their 

classroom management quite a bit, and 9 out of 27 (33%) IB PYP teachers and administrators 

indicated teachers can tremendously improve their classroom management (Table 5). 

 IB PYP teachers and administrators responded to questions 15 and 16 regarding their 

intelligence about the subjects they teach and the ability to clarify their explanations of 

challenging concepts.  Teachers and administrators, 2 out of 27 (7%), indicated teachers can  

change their intelligence about the subjects that they teach a little bit, while 4 out of 29 (15%) 

teachers and administrators indicated teachers can somewhat change their intelligence about the 

subjects that they teach. Forty percent (11 out of 29) of the teachers and administrators indicated 

teachers can tremendously change their amount of intelligence about the subjects that they teach 

and 10 out of 27 (37%) indicated teachers can tremendously change their amount of intelligence 

about the subjects that they teach. Concurrently, IB PYP teachers and administrators, 2 out of 26 

(8%) indicated teachers can slightly improve the clarity of their explanations of challenging 
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concepts over the course of a school year; 1 out of 29 (3%) indicated teachers can somewhat 

improve the clarity of their explanations of challenging concepts over the course of a school 

year; and 16 out of 26 (62%) indicated teachers can tremendously improve the clarity of their 

explanations of challenging concepts tremendously over the course of a school year, and 7 out of 

26 (33%) indicated teachers can tremendously improve the clarity of their explanations of 

challenging concepts over the course of a school year (Table 5).  

Table 5 
 
Faculty Growth Mindset: IB PYP Teachers and administrators’ Responses to Survey Questions 

Regarding Perceptions of Whether Teaching can Improve Over Time 

 
                                                                   IB PYP Teachers and Administrators n=27 

Survey Questions 

Teacher Reflection 

Frequencies of Participants’ Responses 

Cannot 

increase at all 

Can increase 

a little 

Can increase 

somewhat 

Can increase 

quite a bit 

Can increase 

a tremendous 

amount 

Q10: To what extent can 
teachers increase how 
much their most difficult 
students learn from them? 

0 of 27 0 of 27 10 of 27 11 of 27 6 of 27 

0% 0% 37% 40% 22% 

Q11: How easily can 
teachers change their 
teaching style to match 
the needs of a particular 
class? 

0 of 27 7 of 27 9 of 27 8 of 27 3 of 27 

0% 26% 22% 30% 11% 

Q12: To what extent can 
teachers improve their 
implementation of 
different teaching 
strategies? 

0 of 27 0 of 27 7 of 27 13 of 27 7 of 27 

0% 0% 25% 48% 26% 

Q13: How possible is it 
for teachers to change 
their ability to work with 
dissatisfied parents? 

0 of 27 3 of 27 9 of 27 12 of 27 3 of 27 

0% 11% 33% 44% 11% 

Q14: How much can 
teachers improve their 
classroom management 
approaches? 

0 of 27 0 of 27 8 of 27 10 of 27 9 of 27 

0% 0% 30% 37% 33% 

Q15: To what extent can 
teachers change their 
intelligence about the 
subjects that they teach? 

0 of 27 2 of 27 4 of 27 11 of 27 10 of 27 

0% 7% 14% 40% 37% 

Q16: Over the course of a 
school year, to what 

0 of 26 2 of 26 1 of 26 16 of 26 1 of  26 
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extent can teachers 
improve the clarity of 
their explanations of 
challenging concepts? 

0% 8% 3% 62% 27% 

Q17: How possible is it 
for teachers to change 
how well they relate to 
their most difficult 
students? 

0 of 27 0 of 27 9 of 27 9 of 27 9 of 27 

0% 0% 33% 33% 33% 

 

Cultural Awareness and Action (Student Focus) 

 IB PYP teachers and administrators responded to cultural awareness and action survey 

questions 18, 19, 20, 21, 22, 23, 24, 25, and 26. These survey questions addressed how well a 

school supports students in learning about, discussing, and confronting issues of race, 

ethnicity, and culture including (a) students’ opportunities to learn about people from different 

races, ethnicities, or cultures, (b) thinking about students of different races, ethnicities, or 

cultures experience, (c) adults at their school having a honest conversations with students about 

race, (d) students encouragement to think more deeply about race-related topics, (e) comfortably 

of discussing race-related topics with students, (f) the frequency of students having important 

conversations about race, even when they might be uncomfortable, (j), frequency of major news 

events discussion related to race between students and teachers, and  (k) helping students speak 

out against racism (Table 5). IB PYP teachers and administrators responded to question 26, 

which addressed the most important thing your school can do to support students of different 

races, ethnicities, and cultures. The responses included the following:  

 IB PYP Participant 3: “Give students the opportunity to learn, digest, and understand 

different races, ethnicities, and cultures.” 

 IB PYP Participant 4: “Students can read books that features characters of different 

races, school events with activities that specifically address race related topics, speakers of 

different countries etc.” 
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 IB PYP Participant 5: “The most important thing my school can do to support students 

of different ethnicities and cultures is to acknowledge and ask questions about what may not be 

known or understood”. 

 IB PYP Participant 6: “The most important thing my school can do to support students 

of different races, ethnicities, and cultures is celebrate the significant events that promotes 

humanity The school can exhibit historical leaders that is and has worked to unite society.   In 

addition, bring back school field trips to allow for discovery of societies rich history about 

people and contributions made to mankind.” 

 IB PYP Participant 12: “Share cultural traditions and holidays such as Cinco de Mayo, 

Tomb-Sweeping Day, Ochi Day and Anzac Day for example.” 

 IB PYP Participant 16: “Implement the IB programme” 

 IB PYP Participant 18: “Celebrate, recognize other cultures throughout the year.” 

 IB PYP Participant 20: “Create activities that refer to the culture and country of origin.” 

 IB PYP Participant 21: “Keep students educated on race related subjects.” 
 
 IB PYP Participant 24: “Have students research their own and different cultures of 

interest and present how we can integrate their learning into their daily learnings.” 

 IB PYP Participant 25: “Schools should allow students to dive into different lessons 

and experiences regarding race, ethnicity, and culture.” 

 IB PYP Participant 26: “They can celebrate their accomplishments.  They can have 

discussions about race.” 

 IB PYP Participant 27: “Have multicultural programs” 

 IB PYP Participant 28: “Learn about other cultures and have displays of inclusion 

throughout the school” 
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 IB PYP Participant 29: “Acknowledge that we are all equal. We don't need labels like 

"black", "brown" or "white", We are all human beings.  Period” 

 IB PYP Participant 30: “Learn about all cultures, ethnicities, and races not just focus on 

one.” 

 IB PYP Teacher 32: “Build in more opportunities for our students of color to share their 

life experience, and to see their lives reflected in the curriculum we teach.” 

 Based on the responses of  the teachers and administrators, class social interaction allows 

for the students of color to share their life experiences, witness a reflection of their lives in the 

school curriculum, acknowledgement, and showcasing of the various cultures are the most 

important things the schools can do to support students of different races, ethnicities, and 

cultures.  

 IB PYP teachers and administrators responded to questions 18, 21, and 23 regarding 

students opportunities, encouragement, and conversations involving different races, ethnicities, 

or cultures . Teachers and administrators, 1 out of 27 (4%), indicated student are almost never 

given opportunities to learn about people from different races, ethnicities, or cultures,  IB PYP 

teachers and administrators, 3 out of 27 (11%), indicated students are given opportunities once in 

a while to learn about people from different races, ethnicities, or cultures,  IB PYP teachers and 

administrators, 9 out of 27 (33%), indicated students are sometimes given opportunities to learn 

about people from different races, ethnicities, or cultures; teachers and administrators, 10 out of 

27 (37%), indicated students are frequently given opportunities to learn about people from 

different races, ethnicities, or cultures, and IB PYP teachers and administrators, 4 out of 29 

(15%), indicated student are almost always given opportunities to learn about people from 

different races, ethnicities, or cultures. However, 2 out of 26 (8%) IB PYP teachers and 
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administrators indicated students are almost never encouraged to think more deeply about race-

related topics, 6 out of 26 (23%) IB PYP teachers and administrators indicated students are 

encouraged once in a while to think more deeply about race-related topics, 8 out of 26 (31%) IB 

PYP teachers and administrators indicated students are sometimes encouraged to think more 

deeply about race-related topics, 7 out of 26 (27%) teachers and administrators indicated students 

are frequently encouraged to think more deeply about race-related topics, and 3 out of 26 (11%) 

IB PYP teachers and administrators indicated students are almost always encouraged to think 

more deeply about race-related topics. Subsequently, 5 out of 27 (19%) IB PYP teachers and 

administrators indicated their students almost never have important conversations about race, 

even when they might be uncomfortable, 11 out of 27 (41%) IB PYP teachers and administrators 

indicated their students have important conversations about race once in a while, even when they 

might be uncomfortable, 6 out of 27 (22%) IB PYP teachers and administrators indicated their 

students sometimes have important conversations about race, even when they might be 

uncomfortable , 4 out of  27 (15%) IB PYP teachers and administrators indicated their students 

frequently have important conversations about race, even when they might be uncomfortable, 

and 1 out of 27 (4%) IB PYP teachers and administrators indicated their students almost 

frequently have important conversations about race, even when they might be uncomfortable 

(Table 6).  

 IB PYP teachers and administrators responded to questions 19, 20, 22, and 24 regarding 

adults interactions with students involving different races, ethnicities, or cultures. IB PYP 

teachers and administrators responded to question 24, 5 out of 27 (19%), indicated they 

sometimes think about what students of different races, ethnicities, and cultures experience; 12 

out of 27 (44%), indicated they frequently think about what students of different races, 
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ethnicities, and cultures experience; and 10 of 27 (37%) indicated they almost always think about 

students of different races, ethnicities, or cultures experiences.  Seven percent (2 out of 27) 

indicated they are not all confident that adults at their school can have a honest conversations 

with students about race, 3% (1 out of 27) indicated they are confident that adults at their school 

can have a honest conversations with students about race, 14% percent (14 out of 27) indicated 

they are slightly confident that adults at their school can have a honest conversations with 

students about race, 22% percent (6 out of 27) indicated they are somewhat confident that adults 

at their school can have a honest conversations with students about race, and 37% (10 out of 27) 

are quite confident that adults at their school can have honest conversations with students about 

race, and 15% (4 out of 27) indicated they are extremely confident that adults at their school can 

have a honest conversations with students about race. IB PYP teachers and administrators, 7 out 

of  27 (26%), indicated they are somewhat comfortable with discussing race related topics with 

their students, 14 out of 27 (52%) IB PYP teachers and administrators indicated they are quite 

comfortable with discussing race-related topics with their students, and 22% (6 out of 27) 

indicated they are extremely comfortable with discussing race related topics with their students.  

Fifteen percent (4 out of 27) of the IB PYP teachers and administrators indicated when there is a 

major news events related to race adults at their school almost never talk to students about them, 

15% (4 out of 27) of the IB PYP teachers and administrators indicated when there is a major 

news events related to race adults at their school will talk to the student about it once in a while, 

33% (9 out of 27) of the IB PYP teachers and administrators indicated when there is a major 

news events related to race adults at their school will sometimes talk to students about it, 15% (4 

out of 27) of the teachers and administrators indicated when there is a major news events related 

to race adults at their school frequently talk to the students about it, and 7% (2 of 27) of IB PYP 
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the teachers and administrators indicated when there is a major news events related to race adults 

at their school almost always talk to students about them (Table 6).  

 IB PYP teachers and administrators responded to question 25 regarding how well the 

school helps students speak out against racism. Based on the responses of the IB PYP teachers 

and administrators, 4 out of 27 (15%), indicated the school does not do well at all with helping 

students speak out against racism, 6 out of 27 (22%), indicated the school does slightly well with 

helping students speak out against racism, 9 out of 27 (33%), indicated the school does 

somewhat well with helping students speak out against racism, and 5 out of 27 (19%) IB PYP 

teachers and administrators indicated the school does quite well with helping students speak out 

against racism, and 3 out of 27 (11%), indicated the school does extremely well with helping 

students speak out against racism (Table 6). 

Table 6 
 
Cultural Awareness and Action: IB PYP Teachers and administrators’ Responses to Survey 

Questions Regarding how Well a School Supports Faculty and Staff in Learning about, 

discussing, and confronting issues of Race, Ethnicity, and Culture 

 
                               IB PYP Teachers and Administrators n=27 

Survey 

Questions 

Teacher  

Reflection 

Frequencies of Participants’ Responses 

Almost 

never 

Once in a 

while 

Sometimes Frequently Almost 

always 

Extremely 

Q18: How often 
are students 
given 
opportunities to 
learn about 
people from 
different races, 
ethnicities, or 
cultures? 

1 of 27 3 of 27 9 of 27 10 of 27 4 of 27  

3% 11% 33% 37% 15%  

Q19: How often 
do you think 
about what 
students of 
different races, 
ethnicities, or 

0 of 27 0 of 27 5 of 27 12 of 27 10 of 27  

0% 0% 19% 44% 37%  
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cultures 
experience? 

Q21: At your 
school, how 
often are 
students 
encouraged to 
think more 
deeply about 
race-related 
topics? 

2 of 26 6 of 26 8 of 26 7 of 26 3 of 26  

8% 23% 31% 27% 12%  

Q23: How often 
do students at 
your school have 
important conver
sations about 
race, even when 
they might be 
uncomfortable? 

5 of 27 11 of 27 6 of 27 4 of 27 1 of 27  

19% 41% 22% 14% 4%  

Q24: When there 
are major news 
events related to 
race, how often 
do adults at your 
school talk about 
them with 
students? 

4 of 27 4 of 27 9 of 27 8 of 27 2 of 27  

15% 15% 33% 30% 7%  

 Not at all Confident Slightly 

confident 

Somewhat 

confident 

Quite 

confident 

Extremely 

confident 

Q20: How 
confident are you 
that adults at 
your school can 
have honest 
conversations 
with students 
about race? 

2 of 27 1 of 27 4 of 27 6 of 27 10 of 27 4 of 27 

7% 3% 15% 22% 37% 15% 

 Not at all 

comfortable 

Slightly 

comfortable 

Somewhat 

comfortable 

Quite 

comfortable 

Extremely 

comfortable 

 

Q22: How 
comfortable are 
you discussing 
race-related 
topics with your 
students? 

0 of 27 0 of 27 7 of 27 14 of 27 6 of 27  

0% 0% 26% 52% 22%  

 Not at all 

well 

Slightly 

well 

Somewhat 

well 

Quite well Extremely 

well 

 

Q25: How well 
does your school 
help students 
speak out against 
racism? 

4 of 27 6 of 27 9 of 27 5 of 27 3 of 27  

14% 22% 33% 19% 11%  
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Professional Learning and Equity  

 IB PYP teachers and administrators responded to professional learning and equity survey 

questions 27, 28, 29, and 30. These survey questions addressed perceptions of the quantity and 

quality of equity-focused professional learning opportunities available to faculty and staff 

including (a) the value of equity-focused professional development opportunities (b) colleagues’ 

ideas for improving your practice (c) the exploration of professional development opportunities 

new ways to promote equity in your practice, and (d) school administration effectiveness of  

helping advance student equity (Table 7).  

 IB PYP teachers and administrators responded to questions 27, 28, 29, and 30 regarding 

equity-focused opportunities and practice for faculty and staff. IB PYP teachers and 

administrators, 3 out of 26 (12%), indicated equity-focused professional development 

opportunities are not valuable at all at their school; 2 out of 26 (7%) IB PYP teachers and 

administrators indicated equity-focused professional development opportunities are slightly 

valuable at all at their school; IB PYP teachers and administrators, 12 out of 26 (46%), indicated 

equity-focused professional development opportunities are somewhat valuable at their school;  

IB PYP teachers and administrators, 5 out of 26 (19%), indicated equity-focused professional 

development opportunities are quite valuable at all at their school; and IB PYP teachers and 

administrators, 5 out of 26 (15%), indicated equity-focused professional development 

opportunities are extremely valuable at their school. Concurrently, 3 out of  26 (11%) IB PYP 

teachers and administrators indicated when it comes to promoting culturally responsive practices, 

their colleagues’ ideas are slightly helpful for improving their practice; 7 out of 26 (26%) IB 

PYP teachers and administrators indicated when it comes to promoting culturally responsive 

practices, their colleagues’ ideas are somewhat helpful for improving their practice; 12 out of 26 
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(46%) IB PYP teachers and administrators indicated when it comes to promoting culturally 

responsive practices, their colleagues’ ideas are quite helpful for improving their practice; and 4 

out of 26 (15%) IB PYP teachers and administrators indicated when it comes to promoting 

culturally responsive practices, their colleagues’ ideas are extremely helpful for improving their 

practice. Concurrently, 3 out of 25 (12%) IB PYP teachers and administrators indicated 

professional development opportunities almost never help explore new ways to promote equity 

in their practice; 2 out of 25 (8%) IB PYP teachers and administrators indicated professional 

development opportunities help explore new ways to promote equity in their practice one in a 

while; 10 out of 26 (40%) IB PYP teachers and administrators indicated professional 

development opportunities sometimes help explore new ways to promote equity in their practice; 

7 out of 26 (28%) IB PYP teachers and administrators indicated professional development 

opportunities frequently help explore new ways to promote equity in their practice; and 3 out of 

25 (12%) IB PYP teachers and administrators indicated professional development opportunities 

almost always help explore new ways to promote equity in their practice. IB PYP teachers and 

administrators, 7 out of 26 (27%), indicated their school administration has been extremely 

effective when it comes to helping advance student equity; IB PYP teachers and administrators, 

5 out of 26 (19%), indicated their school administration has been quite effective when it comes 

to helping advance student equity; IB PYP teachers and administrators, 8 out of 26 (30%), 

indicated their school administration has been somewhat effective when it comes to helping 

advance student equity; 5 out of 26 (19%) teachers and administrators indicated their school 

administration has been slightly effective when it comes to helping advance student equity; and 

IB PYP teachers and administrators, 1 out of 26 (3%), indicated their school administration has 

been not effective at all when it comes to helping advance student equity (Table 7). 
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Table 7 
 
Professional Learning About Equity: IB PYP Teachers and Administrators’ Responses to Survey 

Questions Regarding Perceptions of the Quantity and Quality of Equity-Focused Professional 

Learning Opportunities Available to Faculty and Staff 

                                                                   IB PYP Teachers and Administrators n=26 

Survey Questions 

Teacher Reflection 

Frequencies of Participants’ Responses 

Not at all Valuable Slightly 

valuable 

Somewhat  

valuable 

Quite 

valuable 

Extremely 

valuable 

Q27: At your school, 
how valuable are the 
equity-
focused professional 
development 
opportunities? 

3 of 26 0 of 26 2 of 26 12 of 26 5 of 26 4 of 26 

11% 0% 8% 46% 19% 15% 

 Not at all 

helpful 

Slightly 

helpful 

Somewhat  

helpful 

Quite 

helpful 

Extremely  

helpful 

 

Q28: When it comes to 
promoting culturally 
responsive practices, 
how helpful are your 
colleagues’ ideas 
for improving your 
practice? 

0 of 26 3 of 26 7 of 26 12 of 26 4 of 26  

0% 11% 26% 46% 15%  

 Almost 

never 

Once in a 

while 

Sometimes Frequently Almost 

always 

 

Q29: How often do 
professional 
development 
opportunities help you 
explore new ways to 
promote equity in your 
practice? 

3 of 26 2 of 26 10 of 26 7 of 26 3 of 26  

12% 8% 40% 28% 12%  

 Not at all 

effective 

Slightly 

effective 

Somewhat 

effective 

Quite 

effective 

Extremely 

effective 

 

Q30: Overall, how 
effective has your school 
administration been in 
helping you advance 
student equity? 

1 of 26 5 of 26 8 of 26 5 of 26 7 of 26  

3% 19% 31% 19% 27%  

 

Professional Learning 

 IB PYP teachers and administrators responded to professional learning and equity survey 

questions 31, 32, 33, and 34. These survey questions addressed perceptions of the quantity and 

quality of equity-focused professional learning opportunities available to faculty and staff 
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including (a) the value of equity-focused professional development opportunities (b) colleagues’ 

ideas for improving your practice (c) the exploration of professional development opportunities 

new ways to promote equity in your practice, and (d) school administration effectiveness of  

helping advance student equity (Table 8).  

 IB PYP teachers and administrators responded to questions 31, 32, 33, and 34 regarding 

equity-focused opportunities and practice for faculty and staff. IB PYP teachers and 

administrators, 1 out of 26 (4%), indicated equity-focused professional development 

opportunities are not valuable at all at their school; 4 out of 26 (15%), indicated equity-focused 

professional development opportunities are slightly valuable at their school; 10 out of 26 (39%) 

teachers and administrators indicated equity-focused professional development opportunities are 

somewhat valuable at their school; 7 out of 26 (27%), indicated equity-focused professional 

development opportunities are quite valuable at all at their school; and 4 out of 26 (15%) IB PYP 

teachers and administrators indicated equity-focused professional development opportunities are 

extremely valuable at all at their school. However, 2 out of 26 (8%) IB PYP teachers and 

administrators indicated when it comes to promoting culturally responsive practices, their 

colleagues’ ideas are slightly helpful for improving their practice; 10 out of 26 (38%) IB PYP 

teachers and administrators indicated when it comes to promoting culturally responsive practices, 

their colleagues’ ideas are somewhat helpful for improving their practice; 7 out of 26 (27%) IB 

PYP teachers and administrators indicated when it comes to promoting culturally responsive 

practices, their colleagues’ ideas are quite helpful for improving their practice; and 7 out of 26 

(27%) IB PYP teachers and administrators indicated when it comes to promoting culturally 

responsive practices, their colleagues’ ideas are extremely helpful for improving their practice. 

Concurrently, 4 out of 26 (15%) IB PYP teachers and administrators indicated professional 
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development opportunities almost never help to explore new ways to promote equity in their 

practice, 2 out of 26 (7%) IB PYP teachers and administrators indicated professional 

development opportunities help explore new ways to promote equity in their practice once in a 

while; 8 out of 26 (31%) IB PYP teachers and administrators indicated professional development 

opportunities sometime help explore new ways to promote equity in their practice; 9 out of 26 

(35%) IB PYP teachers and administrators indicated professional development opportunities 

frequently help to explore new ways to promote equity in their practice; and 3 out of 26 (11%) 

IB PYP teachers and administrators indicated professional development opportunities almost 

never help to explore new ways to promote equity in their practice. IB PYP teachers and 

administrators, 6 out of 26 (23%), indicated their school administration has been extremely 

effective when it comes to helping advance student equity; and 5 out of 26 (19%) IB PYP 

teachers and administrators indicated their school administration has been quite effective when it 

comes to helping advance student equity; 7 out of 26 (27%) teachers and administrators indicated 

their school administration has been somewhat effective when it comes to helping advance 

student equity; 7 out of 26 (27%) teachers and administrators indicated their school 

administration has been slightly effective when it comes to helping advance student equity; and 1 

out of 26 (3%) teachers and administrators indicated their school administration has been not all 

effective when it comes to helping advance student equity (Table 8). 

Table 8 
 
Professional Learning: IB PYP Teachers and Administrators’ Responses to Survey Questions 

Regarding Perceptions of the Amount and Quality of Professional Growth and Learning 

Opportunities Available to Faculty and Staff 

                                                                   IB PYP Teachers and Administrators n=26 

Survey Questions 

Teacher Reflection 

Frequencies of Participants’ Responses 

Not at all Valuable Slightly 

valuable 

Somewhat  

valuable 

Quite 

valuable 

Extremely 

valuable 
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Q31: At your school, 
how valuable are the 
equity-
focused professional 
development 
opportunities? 

1 of 26 0 of 26 4 of 26 10 of 26 7 of 26 4 of 26 

4% 0% 15% 38% 26% 15% 

 Not at all 

helpful 

Slightly 

helpful 

Somewhat  

helpful 

Quite 

helpful 

Extremely  

helpful 

 

Q32: When it comes to 
promoting culturally 
responsive practices, 
how helpful are your 
colleagues’ ideas 
for improving your 
practice? 

0 of 26 2 of 26 10 of 26 7 of 26 7 of 26  

0% 7% 38% 27% 27%  

 Almost 

never 

Once in a 

while 

Sometimes Frequently Almost 

always 

 

Q33: How often do 
professional 
development 
opportunities help you 
explore new ways to 
promote equity in your 
practice? 

4 of 26 2 of 26 8 of 26 9 of 26 3 of 26  

15% 8% 31% 35% 12%  

 Not at all 

effective 

Slightly 

effective 

Somewhat 

effective 

Quite 

effective 

Extremely 

effective 

 

Q34: Overall, how 
effective has your school 
administration been in 
helping you advance 
student equity? 

1 of 26 7 of 26 7 of 26 5 of 26 6 of 26  

4% 27% 27% 19% 6%  

 

School Leadership 

 IB PYP teachers and administrators responded to school leadership survey questions 35, 

36, 37, 38, 39, 40, 41, 42, and 43. These survey questions addressed the perceptions of the school 

leadership’s effectiveness as it pertains to (a) identifying goals for the staff, (b) the tone the 

school leaders set for the culture of the school, (c) effective communication in regards to 

important information to staff, (d) the knowledge of the school leaders about what is going on in 

the school, (f) responsiveness of school leaders to feedback, (g) the importance of staff 

satisfaction, (h) how much input do staff have in important decisions, (i) effective of the school 

leaders at developing rules for students that facilitate their learning (Table 9).  
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 IB PYP teachers and administrators responded to questions 35, 42, and 43 regarding their 

campus goals for staff, rules for students, and the influence on the quality of work. IB PYP 

teachers and administrators, 1 out of 26 (4%), indicated the schools leaders do not at all clearly 

identify their goals for the staff; 4 out of 26 (15%) IB PYP teachers and administrators indicated 

schools leaders slightly identify their goals for the staff; 5 out of 26 (19%) IB PYP teachers and 

administrators indicated the schools leaders somewhat clearly identify their goals for the staff; 10 

out of 26 (4%) IB PYP teachers and administrators indicated the schools leaders somewhat 

identify their goals for the staff; while 6 out of 26 (23%) IB PYP teachers and administrators 

indicated the schools leaders extremely clearly identify their goals for the staff. However, 1 out 

of 26 (4%) IB PYP teachers and administrators indicated their school leaders are not at all 

effective at developing rules for students that facilitate their learning; 4 out of 26 (15%) IB PYP 

teachers and administrators indicated their school leaders are slightly effective at developing 

rules for students that facilitate their learning; 8 out of 26 (31%) IB PYP teachers and 

administrators indicated their school leaders are somewhat effective at developing rules for 

students that facilitate their learning, 10 out of 26 (38%) IB PYP teachers and administrators 

indicated their school leaders are quite effective at developing rules for students that facilitate 

their learning, and 3 out of 26 (11%) IB PYP teachers and administrators indicated their school 

leaders are extremely effective at developing rules for students that facilitate their learning. 

Subsequently, 1 out of 26 (4%) IB PYP teachers and administrators indicated their school leaders 

do not at all have a positive influence on the quality of work; 4 out of 26 (15%) teachers and 

administrators indicated their school leaders have a slightly positive influence on the quality of 

work; 6 out of 26 (23%) IB PYP teachers and administrators indicated their school leaders have a 

somewhat positive influence on the quality of work; 9 out of 26 (35%) IB PYP teachers and 
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administrators indicated their school leaders have a quite positive influence on the quality of 

work, and 6 out of 26 (23%) teachers and administrators indicated their school leaders have a 

extremely positive influence on the quality of work (Table 9).  

 IB PYP teachers and administrators responded to questions 36, 37, 40, and 41 regarding 

setting a positive tone, communicating important information, staff satisfaction, and staff input. 

Five out of 26 (19%) IB PYP teachers and administrators indicated their school leaders set an 

extremely positive tone for the culture of the school, 5 out of 26 (19%) IB PYP teachers and 

administrators indicated their school leaders set a slightly positive tone for the culture of the 

school, 5 out of 26 (19%) IB PYP teachers and administrators indicated their school leaders set a 

somewhat positive tone for the culture of the school, 11 out of 26 (42%) IB PYP teachers and 

administrators indicated their school leaders set quite a positive tone for the culture of the school, 

and 5 out of 26 (19%) IB PYP teachers and administrators indicated their school leaders set an 

extremely positive tone for the culture of the school. IB PYP teachers and administrators, 1 out 

of 26 (4%),  indicated their school leaders do not at all effectively communicate important 

information to staff; 3 out of 26 (11%) teachers and administrators indicated their school leaders 

slightly effectively communicate important information to staff; 8 out of 26 (31%) teachers and 

administrators indicated their school leaders somewhat effectively communicate important 

information to staff; 10 out of 26 (37%) teachers and administrators indicated their school 

leaders quite effectively communicate important information to staff; and 4 out of 26 (15%) 

teachers and administrators indicated their school leaders extremely effectively communicate 

important information to staff. Three percent (6 out of 26) of the IB teachers and administrators 

indicated their school leaders understand staff satisfaction is slightly important, 35% (9 out of 

26) of the IB teachers and administrators indicated their school leaders understand staff 
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satisfaction is somewhat important, 23% (6 out of 26) of the IB teachers and administrators 

indicated their school leaders understand staff satisfaction is quite important, 

and 19% (5 out of 26) of the IB PYP teachers and administrators indicated their school leaders 

understand staff satisfaction is extremely important. Concurrently, 3 out of 26 (12%) IB PYP 

teachers and administrators indicated when it comes to important decisions their school leaders 

have almost no input from their staff, 3 out of 26 (12%) IB PYP teachers and administrators 

indicated when it comes to important decisions their school leaders have a little bit of input from 

their staff, 11 out of 26 (32%) IB PYP teachers and administrators indicated when it comes to 

important decisions their school leaders have some input from their staff, and 8 out of 26 (32%) 

IB PYP teachers and administrators indicated when it comes to important decisions their school 

leaders have a tremendous amount of input from their staff (Table 9). 

 IB PYP teachers and administrators responded to questions 38 and 39 considering the 

knowledge of the school and responsive of the school leaders to staff. Based on the responses of 

the IB PYP teachers and administrators 1 out of 26 (4%) indicated their school leaders are 

somewhat not knowledgeable at all about what is going on at the school; the IB PYP teachers 

and administrators, 2 out of 26 (7% ), indicated their school leaders are slightly knowledgeable 

about what is going on at the school; the IB PYP teachers and administrators 5 out of 26 (19%) 

indicated their school leaders are somewhat knowledgeable about what is going on at the school; 

IB PYP teachers and administrators 10 out of 26 (38%) indicated their school leaders are quite 

knowledgeable about what is going on at the school; and IB PYP teachers and administrators,  8 

out of 26 (31% ), indicated their school leaders are extremely knowledgeable about what is going 

on at the school. Eleven percent (3 out of 26) of the IB PYP teachers and administrators 

indicated their school leaders were slightly responsive to their feedback, 34% (9 out of 26) IB 
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PYP teachers and administrators indicated their school leaders were somewhat responsive to 

their feedback, 34% (9 out of 26) IB PYP teachers and administrators indicated their school 

leaders were quite responsive to their feedback, and 19% (5 out of 26) IB PYP teachers and 

administrators indicated their school leaders were extremely responsive to their feedback (Table 

9).  

Table 9 

 

School Leadership: IB PYP Teachers and administrators’ Responses to Survey Questions 

Regarding Perceptions of the School Leadership’s Effectiveness 

                                                                   IB PYP Teachers and Administrators n=26 

Survey Questions 

Teacher Reflection 

Frequencies of Participants’ Responses 

Not at all 

clearly 

Slightly 

clearly 

Somewhat 

clearly 

Quite clearly Extremely 

clearly 

Q35: How clearly do your 
school leaders identify 
their goals for the staff? 

1 of 26 4 of 26 5 of 26 10 of 26 6 of 26 

3% 15% 19% 38% 23% 

 Not at all 

positive 

Slightly 

positive 

Somewhat 

positive 

Quite 

positive 

Extremely 

positive 

Q36: How positive is the 
tone that school leaders set 
for the culture of the 
school? 

0 of 26 5 of 26 5 of 26 11 of 26 5 of 26 

0% 19% 19% 42% 19% 

Q43: Overall, how positive 
is the influence of the 
school leaders on the 
quality of your work? 

1 of 26 4 of 26 6 of 26 9 of 26 6 of 26 

 

4% 

 

15% 

 

23% 

 

34% 

 

23% 

 Not at all 

effectively 

Slightly 

effectively 

Somewhat 

effectively 

Quite 

effectively 

Extremely 

effectively 

Q37: How effectively do 
school leaders 
communicate important 
information to staff? 

1 of 26 3 of 26 8 of 26 10 of 26 4 of 26 

4% 12% 31% 38% 15% 

Q42: How effective are the 
school leaders at 
developing rules for 
students that facilitate their 
learning? 

1 of 26 3 of 26 8 of 26 10 of 26 3 of 26 

 

4% 

 

15% 

 

31% 

 

38% 

 

12% 

 Not 

knowledgeable 

at all 

Slightly 

knowledgeable 

Somewhat 

knowledgeable 

Quite 

knowledgeable 

Extremely 

knowledgeable 

Q38: How knowledgeable 
are your school leaders 
about what is going on in 
the school? 

1 of 26 2 of 26 5 of 26 10 of 26 8  of 26 

4% 8% 19% 38% 31% 
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 Not at all 

responsive 

Slightly 

responsive 

Somewhat 

responsive 

Quite 

responsive 

Extremely 

responsive 

Q39: How responsive are 
school leaders to your 
feedback? 

0 of 26 3 of 26 9 of 26 9 of 26 5 of 26 

0% 11% 34% 34% 19% 

 Not at all 

important 

Slightly 

important 

Somewhat 

important 

Quite 

important 

Extremely 

important 

Q40: For your school 
leaders, how important is 
staff satisfaction? 

0 of 26 6 of 26 9 of 26 6 of 26 5 of 26 

0% 23% 35% 23% 19% 

 Almost 

input 

A little bit of 

input 

Some input Quite a bit of 

input 

A tremendous 

bit of input 

Q41: When the school 
makes important decisions, 
how much input do staff 
have? 

3 of 25 3 of 25 11 of 25 8 of 25 0 of 25 

12% 12% 44% 32% 0% 

 

Summary of Findings for Research Questions One and Two 

 

 In this study, the findings for research questions one and two were determined by 

documenting and analyzing the written IB PYP teachers and administrators responses to survey 

questions that described their perceptions and experiences of social emotional learning or whole 

child development including mindsets, skills, attitudes, and feelings that help students succeed in 

school, career, and life. Forty-three survey questions addressed teacher and staff perspectives on 

their professional well-being, the work environment, and their capacity to support every student 

socially and emotionally grouped into five categories. Frequencies and percentages of IB PYP 

teachers and administrators’ responses to survey questions were analyzed to determine the 

influence of the IB PYP on economically disadvantaged student performance at Title I 

elementary schools.  The survey questions which addressed the social emotional needs from the 

perspective of the teachers and administrators within the identified categories that yielded 

positive significance and benefits for IB PYP student performance based on 40% to 65% of the 

IB PYP teachers and administrators’ responses on the same survey questions were determined to 

be the themes of Teacher and staff perspectives on their professional well-being, the work 
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environment, and their capacity to support every student socially and emotionally. Based on the 

participants’ responses themes were derived in the categories of (a) Teacher Self-Reflection, (b) 

Faculty Growth Mindset, (c) Cultural Awareness and Action, (d) Professional Learning About 

Equity, (e) Professional Learning, (f) School Leadership.  

 Five themes emerged in the category of Teacher Self-Reflection. IB PYP teachers and 

administrators agreed their professional well-being, the work environment, and their capacity to 

support every student socially and emotionally on their Title I IB PYP campus yielded the 

themes: engage students who typically not motived (55%); thoroughly know the content to teach 

(41%); support students’ grit growth and development (41%); support students’ growth mindset 

growth and development (48%); support students’ social awareness growth and development 

(45%); support students’ self-management growth and development (52%); and support 

students’ self-efficacy growth and development (45%) (Table 9). In the category of Faculty 

Mindset six themes emerged from IB PYP teachers and administrators agreed that their 

professional well-being, the work environment, and their capacity to support every student 

socially and emotionally on their Title I IB PYP campus yielded five themes. The five themes 

include: teachers can tremendously increase how much difficult students learn (41%); teachers 

can improve quite a bit in their implementation of different teaching strategies (48%); It is 

somewhat possible for teachers to change their ability to work with dissatisfied parents (44%) 

teachers can tremendously change their intelligence about the subjects that they teach (41%); and 

teachers can improve quite a bit the clarity of their explanations of challenging concepts (62%) 

(Table 9).  In the category of  Cultural Awareness and Action, IB PYP teachers and 

administrators agreed that their professional well-being, the work environment, and their 

capacity to support every student socially and emotionally on their Title I IB PYP campus 
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yielded the themes, staff frequently think about what students of different races, ethnicities, or 

cultures experience (44%); teachers and administrators are quite comfortable discussing race-

related topics with their students (52%); and once in a while students have important 

conversations about race, even when they might be uncomfortable (41%) (Table 9). Two themes 

emerged from the categories of Professional Learning With Equity and Professional Learning. IB 

PYP teachers and administrators agreed that their professional well-being, the work 

environment, and their capacity to support every student socially and emotionally on their Title I 

IB PYP campuses yielded the themes: the equity-focused professional development opportunities 

are somewhat valuable (47%), colleagues’ ideas are quite helpful for improving your promoting 

culturally responsive practices (46%), and sometimes professional development 

opportunities help explore new ways to promote equity (table 9). In the category of School 

Leadership, IB PYP teachers and administrators agreed that their professional well-being, the 

work environment, and their capacity to support every student socially and emotionally on their 

Title I IB PYP campuses yielded the themes, the tone the school leaders set for the culture of the 

school is quite positive (42%); and staff have some input when the school makes important 

decisions (44%) (Table 10). 

Table 10 
 
Categories and Themes for Teacher and staff perspectives on their professional well-being, the 

work environment, and their capacity to support every student socially and emotionally 

 

Categories Themes IB PYP Teachers and 

Administrators 

% 

 

 

Teacher Self-Reflection  

1. Quite confident they can engage 
students who typically are not 
motivated 

 

55% 
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2. Quite confident they thoroughly 
know all the content needed to 
teach 

3. Quite confident they support 
students’ grit growth and 
development 

4. Quite confident they support 
students’ growth mindset growth 
and development 

5. Quite confident they support 
students’ social awareness growth 
and development 

6. Quite confident they support 
students’ self-management growth 
and development 

7. Quite confident they support 
students’ self-efficacy growth and 
development 
 

 

41% 

 

41% 

 

48% 

45% 

52% 

45% 

Faculty Growth Mindset  1. Teachers can tremendously increase 
how much difficult students learn  

2. Teachers can improve their 
implementation of different 
teaching strategies 

3. It is somewhat possible for teachers 
to change their ability to work with 
dissatisfied parents 

4. Teachers can tremendously change 
their intelligence about the subjects 
that they teach 

5. Improve the clarity of their 
explanations of challenging 
concepts 

41% 

48% 

44% 

41% 

62% 
 
 

Cultural Awareness and 

Action  

1. Staff frequently think about what 
students of different races, 
ethnicities, or cultures experience 

2. Teachers and administrators are 
quite comfortable discussing race-
related topics with their students 

3. Frequently students have 
important conversations about race, 
even when they might be 
uncomfortable 

44% 

52% 

41% 
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Professional Learning with 

Equity  

1. The equity-focused professional 
development opportunities are 
somewhat valuable 

2. Colleagues’ ideas improve 
culturally responsive practices  

3. Professional development 
opportunities sometimes help 
explore new ways to promote 
equity 

46% 
 

46% 

40% 

School Leadership 1. The tone the school leaders set for 
the culture of the school is quite 
positive 

2. Staff have some input when the 
school makes important decisions 

42% 

44% 

 

Summary 

 Chapter IV provided an overview of the findings of the study based on the responses to 

survey questions provided by IB PYP teachers and administrators. The overall findings based on 

IB PYP teachers and administrators responses to survey questions indicated 28 themes embedded 

in six categories emerged (Table 10).  

 Six categories for Teacher and staff perspectives on their professional well-being, the  
 
work environment, and their capacity to support every student socially and emotionally  
 
were outlined.  The SEL or whole child development categories include: (a) Teacher Self- 
 
Reflection, (b) Faculty Growth Mindset, (c) Cultural Awareness and Action, (d) Professional  
 
Learning with Equity, (e) Professional Learning, and (f) School Leadership. Themes that IB PYP  
 
teachers and administrators validated emerged from each category. The themes for Teacher Self- 
 
Reflection included engagement of students who typically are not motivated, content knowledge  
 
utilizing grit, growth mindset, social awareness, self-management, and self- efficacy to support 
 
students’ growth and development. The Faculty Growth Mindset themes included teachers can 

tremendously increase how much difficult students learn, improve their implementation of 
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different teaching strategies, teachers can change their ability to work with dissatisfied parents, 

teachers can tremendously change their intelligence about the subjects that they teach, and 

improve the clarity of their explanations of challenging concepts. The Cultural Awareness and 

Action category included the themes; staff frequently think about what students of different 

races, ethnicities, or cultures experience; teachers and administrators are quite comfortable 

discussing race-related topics with their students; and frequently students have important 

conversations about race, even when they might be uncomfortable. Professional Learning with 

Equity included the following themes: equity-focused professional development opportunities, 

school administration effectiveness to help advance student equity, and professional 

development opportunities sometimes help explore new ways to promote equity. The following 

themes were included in the School leadership category, the tone school leaders set for the 

culture of the school, and staff input when the school makes important decisions.  

The themes identified in each category were determined through analysis of frequencies and  
 
percentages of IB PYP teachers and administrators responses yielding 40%-65% positive  
 
response on the same question to survey questions which addressed teacher and staff  
 
perspectives on their professional well-being, the work environment, and their capacity to  
 
support every student socially and emotionally on a IB PYP Title I campus.  
 
 In Chapter V, the researcher provided discussion, implications, recommendations, and  
 
conclusions for the findings of this study.   
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CHAPTER V 

DISCUSSION, IMPLICATIONS, RECOMMENDATIONS, AND CONCLUSIONS 

 Discussion 

 The purpose of this study was to examine the influence of the International Baccalaureate 

Primary Years Programme on economically disadvantaged student performance from the 

perceptions of teachers and administrators who currently lead and teach at IB PYP Title I 

schools.  

 The significance of this study was vital as it provides awareness and understanding into 

the implementation of the IB PYP as a holistic learning framework to develop economically 

disadvantaged students’ performance, especially as student agency and varied expertise become 

increasingly important to the 21st-century learners (Morales, 2009; Seale, 2019). Knight, Roosa, 

and Umana-Taylor stated there is an acute need for targeted research of ethnic minority and 

economically disadvantaged populations because of the historical underrepresented in social 

science research and to gain an understanding of human behavior and outcome (2009). 

Additionally, Paul Tough stated it is important to change educational research’s trajectory to 

include the use of science tools to “steer an individual child or generation of children away from 

failure and toward success” (2012). The results of this study may contribute valuable insight into 

the implementation of the IB PYP as a holistic learning framework to promote improved student 

performance of economically disadvantaged students. 

 The IB PYP provided economically disadvantaged students access to one of the world’s 

elite academic programs, which will allow these students the opportunity to gain essential skills 

to prepare for the future world (Seale, 2019). Economically disadvantaged students will have 

access to an integrated education whose mission is to enhance students through critical thinking 
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skills, multilingualism, and open-mindedness without sacrificing the traditions of the local 

culture and community (Seale, 2019). When implemented with fidelity, this model of learning 

can prepare students to participate in the global economy intellectually and mindfully confident 

(Seale, 2019). It is important for educators to understand the possible influence of IB PYP on 

economically disadvantaged students. The results of this study will contribute valuable insight 

into the implementation of the IB PYP as a holistic learning framework to promote improved 

student performance of economically disadvantaged students. The findings of this study 

addressed two research questions: 

1. What are the perceptions of administrators regarding factors that influence the 

performance of economically disadvantaged students participating in the International 

Baccalaureate Primary Years Programme? 

2.  What are the perceptions of teachers regarding factors that influence the 

performance of economically disadvantaged students participating in International 

Baccalaureate Primary Years Programme? 

 The participants of this study were purposefully selected from the population of teachers 

and administrators of students currently employed on the campus and participating in the IB 

PYP. The participants contact information was obtained from the district office. The purposeful 

selection was conducted by choosing from a group of participants who participant in the IB PYP 

and if they chose to or not to participate. Some of the participants chose not to participate so the 

researcher selected other participants from the same group. According to Creswell (2003) The 

qualitative design allowed for the researchers to collect and analysis qualitative data to gain a 

deeper understanding of a phenomenon as experienced by several individuals (Creswell et al, 

2003; Creswell & Poth, 2017). The criteria for the selection include one year of participation in 
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the IB PYP and one year of experience in elementary schools for administrators and teachers. 

Additional identifiers include gender, race, age, and year of the programme. Once the identified 

from the rosters, the participants were notified by the researcher by email of the invite to 

participate in the study. The survey was sent to all participants by email. Participants were 

instructed to complete all of the survey questions and return the survey to the researcher. All 

selected participants were expected to respond to all survey questions, while some were expected 

not to return the survey to the researcher.  

 The written participant responses were documented and analyzed to describe their 

perceptions of the influence of IB PYP on student performance of economically disadvantaged 

students.  Themes and patterns evolved from responses to survey questions to help the researcher 

understand the perceptions of the participants. The survey the researcher utilized for this study 

was the Panorama Social-Emotional Learning Survey for teachers.  The survey consists of 54 

items divided into five parts.  

 The survey utilized by the researcher for this study the Panorama Social-Emotional 

Learning Survey for Teachers-Teacher Skills and Perspectives.  The survey consisted of 54 

questions divided into six parts.  The six parts are: Part I -Teacher Self-Reflection including 

seven questions, Part II-Professional Learning About SEL including seven question, Part III – 

School Climate including nine questions, Part IV-Resources for Student Support including four 

questions, Part V-Educating All Students including nine questions, and Part VI- Background 

questions including 4 questions. Parts I- V included Likert Scale questions regarding Perceptions 

of elementary teachers on their skills and knowledge of social and emotional learning and Part 

VI gathers demographic data regarding participants’ gender, home language, and ethnicity.   
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A diverse group of administrators and teacher participants in the International Baccalaureate 

Primary Years Programme in an elementary school in Southeast Texas provide the data for this 

study. The researcher sought and obtained approval from the school district prior to collection of 

the data (Appendix B). The district’s email database provided contact information for the current 

IB PYP participants. The completed Human Subjects Form were submitted to the Houston 

Baptist University Office of Research and Sponsored Programs to obtain approval to conduct the 

study (Appendix A).   

 Ethical considerations for this study included concealing the identities of the participants 

and obtaining their permission.  The consent form was included with the survey so that each 

participant understood the expectations before responding to the questions.  As researcher bias 

was a consideration, the researcher minimized the potential for bias in the study by only 

intervening in the participants’ communication if there was a question.  The researcher informed 

the participants that their responses are kept for three years after completion of this research 

project, and then they will be destroyed.   

 Data collection was through two means: (a) survey containing demographic questions 

and open-ended questions and (b) Likert-style scale measures quality of communication, input 

into decision making, dignity and worth of the student, and safety and inclusivity from the 

perspective of the administration and teachers. The written survey responses were utilized from 

the purposeful selection of 100 current IB participants, 20 males and 80 females, and a total of 

four administrative participants, two males and two females. The participants were notified by 

the researcher by email as invite to participate in the study.  The participants were instructed to 

complete all of the survey questions and return the survey to the researcher.   
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 The written participant responses were documented and analyzed to describe their 

perceptions of the influence of IB PYP on economically disadvantaged students performance.  

Themes and patterns evolved from responses to the Likert scale and open-ended questions on the 

survey to help the researcher understand the perceptions of the participants.   

 The data analysis procedures the researcher used to analyze data: (a) a survey containing 

demographic questions and open-ended questions and (b) Likert scale to rate their experiences 

with the practice.  The IB PYP participants’ responses to the survey were analyzed to address the 

two research questions to determine the influence of IB PYP on economy disadvantaged students 

in Title I schools.  The researcher typed the written open-ended responses to the survey in tables 

that separated the responses by (a) teacher or administrator  (b) survey item numbers; (c) 

demographic data using a Microsoft Office Word document, in print, and conducted reviews by 

the researchers.  The researchers sorted the data, analyze, organize, and reorganize searching for 

patterns and themes.  The researchers compared data themes and categorizations and look for 

common themes to determine which data needed to be re-categorized.  The researcher coded the 

text to determine the influence of IB PYP on economically disadvantaged student performance in 

Title I elementary schools.  “Analysis involves working with data, organizing them, breaking 

them into manageable units, synthesizing, searching for patterns, discovering what is important 

and what is to be learned, and deciding what you will tell others” (Bogdan & Biklen, 2006, p. 

157).   

 The theoretical framework of this study was based on research of the social and political 

philosophy of the Frankfurt School of the 1920s, in which the Marxist-inspired movement sought 

to maintain a philosophical goal to comprehend and to assist societal structures through which 

people are governed and oppressed (Gall et al, 2007). Marx and Freud argued a reference to the 
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goal of human liberation must be pursed in conjunction with scientific knowledge to provide 

proper education and freedom to all societal structures (Gall et al, 2007).  Human beings need to 

be emboldened to exceed the limits place on specific groups of people by race, class, and gender 

(Fay, 1987). The Critical Theory in education provides a lens to exam in what way our 

educational system can proposition élite learning to all people by understanding a distinctive 

perception of disadvantaged participants of society (Boyd & Chapel, 2014; Madison 2011; 

Morrow and Brown, 1994; and Creswell & Poth, 2017). There is a plethora of research that 

demonstrates economically disadvantaged students typically attend schools that received a low 

rating along with poor personal physical health, low concentration ability, limited information 

retention, and lower parental educational attainment (Boyd & Chapel, 2014; TEA, 2018; 

National Center for Education Statistics, 2018). This criterion intensifies the need to provide elite 

education to all societal structures to provide the opportunity for freedom for all. Madison (2011) 

argues researchers need to recognize their individual influence, participate in conversation, and 

utilize theoretical frameworks to understand or enlighten community action. The findings of this 

study addressed the participants’ lived experiences during their teaching and leading at an IB 

PYP Title I elementary school. 

Research Questions One and Two 

 The first and second research questions focused on the perceptions of teachers and 

administrators regarding the influence the performance of economically disadvantaged students 

participating in the International Baccalaureate Primary Years Programme. There is a 

multifaceted problem regarding the low performance of economically disadvantaged students 

and the influence IB PYP have on these students' achievement. Extensive research has been 

conducted regarding the low performance of economically disadvantaged students and the 
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individual components of whole-child approaches. While these studies examine the influence of 

individual components of whole-child approaches of economically disadvantaged students, the 

effectiveness of a comprehensive approach such IB PYP on economically disadvantaged 

students has yet to be assessed in a rigorously designed evaluation (Garcia & Weiss, 2017; Payne 

2013; Jensen 2009; Oaks, Maier, and Daniel 2017; Sillisano et al, 2010).  The findings of the 

categories and themes for teacher and staff perspectives on their professional well-being, the 

work environment, and their capacity to support every student socially and emotionally are 

discussed in the next section.  

Categories and Themes for Teacher and Staff Perspectives on their Professional Well-

being, the Work Environment, and their Capacity to Support Every Student Socially and 

Emotionally 

 Based on the participants’ responses themes were derived in the categories of (a) Teacher 

Self-Reflection, (b) Faculty Growth Mindset, (c) Cultural Awareness and Action, (d) 

Professional Learning About Equity, (e) Professional Learning, (f) School Leadership. Each 

category has embedded themes based on participants’ responses to survey questions.  A total of 

24 themes were identified among six categories for whole child development or SEL 

development.  

Teacher Reflection Category  

 In the category of Teacher Self-Reflection, five themes emerged: (a) engagement of  
 
students who typically are not motivated, (b) through content knowledge, (c) utilizing grit,  
 
growth mindset, social awareness, self-management, and self- efficacy to support students’  
 
growth and development. The themes are discussed further in the following paragraphs.  
 



140 
 

 

 “Once an individual has practiced or built experience in doing something, reflecting on 

his or her experience adds far more value than additional practice without reflection” (Bambrick-

Santoya, 2018, p. 204). Teaching and learning consist of several basic components to create a 

sustainable foundation to produce positive student performance.  Reflection is one of these 

components which allows educators to become more aware of their own professional knowledge 

and action by encouraging deeper processing of daily routines and evaluating their reactions to 

various situations (Finlay, 2008). Educators are encouraged to share best practices and create 

support teams with colleagues during the reflective process to maximum the depth of 

understanding in each situation. Reflection allows staff to development a deeper understanding 

of the content by reflecting on their instructional outcome then seeking professional development 

or training according to the outcome.  Reflection leads to a greater learning experience for all 

students through individualized instructional practices. (Cambridge International Education, 

2021).   

 IBO World Schools create a learning environment that embodies reflective practices for 

all in the IB community. The IB learner profile attribute outlines reflective as, “We thoughtfully 

consider the world and our own ideas and experience. We work to understand our strengths and 

weaknesses in order to support our learning and personal development” (2019). IB allows for 

staff and students to develop a culture of reflection, which helps teachers and students 

acknowledge and understand the best approaches and applicable techniques involving reflection. 

Student learning is enhanced by the ability to reflect on choices and actions (IBO, 2019). This 

empowers students to develop in their ability to explore skills, strengths, limitations, and areas 

for further development (IBO, 2019).  
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 Upon self-reflection the faculty perceptions of their professional strengths and areas for 

growth related to social emotional learning, the IB PYP teachers and administrators of this study 

indicated they support students in the area of grit, growth mindset, social awareness, self-

management, and self-efficacy growth and development. According to research, mindsets, skills, 

attitudes, and feelings help students succeed in their school, career, and life (Panorama 

Education, 2020). Social-emotional learning (SEL) focus on the prerequisites for academic 

learning which includes students’ fundamental needs for motivation, social connectedness, and 

self-regulation (Panorama Education, 2020) The Aspen Institute (2019) compiled evidence 

confirming a positive correlation between the support of students’ social, emotional, and 

cognitive development to traditional measures attendance, grades, test scores, graduation rates, 

college and career readiness, and overall well-being.  

Faculty Growth Mindset Category 

 Adults with a growth mindset believe capabilities and knowledge can advance as the  

result of determination and preparation ( Dweck, 2008; Ahmed & Rosen, 2019). Educators with  

a growth mindset tend to (a) take risks and persevere including trying new pedagogical 

techniques; (b) place a greater emphasis on learning and professional development from various 

resources and organizations; (c) apply appropriate constructive criticism allowing the educator to 

improve from feedback; and (d) encourage success in students by modeling their growth mindset 

type of thinking for students (Gero, 2003; Auten, 2013; Ahmed & Rosen, 2019). The five themes 

that emerged from this category: (a) the ability to help difficult students learn, (b) improvement 

of implementation of different teaching strategies, (c) teachers ability to work with dissatisfied 

parents, (d) teachers ability to change their intelligence about the subjects that they teach, and (e) 

improve the clarity of their explanations of challenging concepts showcases a growth mindset on 
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these IB PYP Title I campuses. The educators are invested in academic achievement of the 

students, the relationships with the parents, and their own learning and professional 

development.  

 Educators with a growth mindset understand the importance of fostering a growth 

mindset in students. Students with a growth mindset tend to have better grades and achievement 

test scores because the students put in more effort, and they are more persistent (Dweck, 2008; 

Ahmed & Rosen, 2019). Educators can foster a growth mindset through positive feedback 

encouraging reflection and alternative strategies for success. These educators believe fostering a 

growth mindset in students will improve learning outcomes for all students, which increases 

student engagement and performance (Ahmed & Rosen, 2019).  

Cultural Awareness and Action Category 

 
 IB PYP teachers’ and administrators’ responses to the survey questions that addressed   
 
cultural awareness and action indicated (a) the staff think about students of different races, 

ethnicities, or cultures experience, (b) teachers and administrators discuss race-related topics 

with their students; and (c) students have important conversations about race, even when they 

might be uncomfortable these IB Title I schools.  The National Education Association recognizes 

cultural competence or culturally responsive instruction helps educators close achievement gaps 

(2021). “Cultural competence is “having an awareness of one’s own cultural identity and views 

about difference, and the ability to learn and build on the varying cultural and community norms 

of students and their families” (National Education Association, 2021). Cultural competence 

practices include (a) educators recognizing their own biases, ideas, and stereotypes of cultures 

that are different from their own; (b) admit or acknowledge that there are differences in the 

treatment of people based on their appearance; (c) commit to being a part of the transformation 
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that is needed in seeing that people are treated justly, and (d) educate to gain a greater 

understanding of cultural differences. IB World Schools identify cultural diversity as an integral 

part of the framework. IBO fosters cultural awareness and international mindedness through 

curriculum, language, traditions, and cultural events (IBO, 2021).  

Professional Learning with Equity Category 

  
 Professional Learning with Equity and Professional Learning categories included the  

following themes: (a) equity-focused professional development opportunities and (b) school 

administration effectiveness to help advance student equity. Professional development centers on 

refining the learning in all students, increases understanding of what is explained and of the 

influential ways of teaching it, affects educator’s beliefs about instruction and knowledge, and 

creates a comprehensible stream of activities that constantly advance instruction, knowledge, and 

guidance (Spark, 2005). Professional development is self-development for every educator that 

aligns with the mission and vision of the campus as well as board-adopted policies. Campus 

leaders must intertwine professional development with the goals and objectives of campus 

improvement and the teacher evaluation process (Vornberg and Hickey, 2018). Intertwined with 

the campus goals and evaluation process, campus must provide the opportunity for educators to 

learn about equity. Equity professional development focuses on components of the education 

system that educators can control to overcome challenges to help students reach their fullest 

potential. Professional equity learning focuses on two key components, educator performance 

and student achievement to expose all student to excellent teaching (Celeste, 2016). 

 Furthermore, leaders in the education field must provide opportunities for shared 

leadership to build teacher efficacy and provide clear guidelines and expectations (Henderson, 
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2008). Motivation and support are major components for the success of comparable professional, 

therefore, it is key to build and retain successful educators and increase student performance.  

School Leadership Category 

 

 The following themes were included in the School Leadership category, (a) the tone  
 
school leaders set for the culture of the school, (b) staff input when the school makes important 

decisions. Leaders consciously make ethical decision several times a day, and those ethical 

decisions are driven by several underlying factors. One underlying factor is moral integrity, 

which is developed from metacognition, concept-based learning, and in-depth self-knowledge 

(Branson and Gross, 2014). According to Branson and Gross (2014), consciousness is a 

relational activity that requires a leader to think in two different arenas “I” and “we”. 

Consequently, a leader must lead how to serve others while teaching others to serve to build the 

capacity of the organization through integrity and fairness. A leader who is capable of 

maintaining moral integrity throughout the decision-making process knows how to relate to all 

involved and incorporate his or her understanding of the dilemma or task to produce a mutually 

beneficial outcome (Branson and Gross, 2014). According to research, the influence of 

leadership tends to be greatest in schools where the learning needs of students are most critical 

(Grissom, Egalite, & Lindsay, 2014). School leaders can positively impact student performance 

by engaging in instructionally focused interactions with teachers, building a productive school 

climate, facilitating productive collaboration and professional learning communities, and 

managing personnel and resources strategically (Grissom et al, 2014). 

Personal Reflection 

 Education is a free opportunity for all who seek the endeavor, but is this free education 

comparable to those who choose to pay for one? Often, economically disadvantaged students 
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seem to have a different academic journey then their counterparts. Additionally, as economically 

disadvantaged students began to make academic gains the instructional techniques utilized on 

campus do not serve the Tier I or gifted and talented students.  

 Throughout the last 4 years, the researcher and administration team coordinated and 

implemented strategies to improve the academic performance of all scholars, but one of the 

major areas of focus was reading improvement. The implemented strategies such as providing an 

interactive blending learning environment with motivation sessions, character building, 

celebrations, individualized instruction, data driven grouping, and goal setting to shift the 

campus from 80% of the students being below grade level to 80% of the building at or above 

grade level. As the researcher and team continued to review the data regarding the reading 

growth of the students, many of the students were still performing at an approaches and meets 

level on The State of Texas Assessment of Academic Readiness assessment (STAAR), although 

the students were considered above average readers. One group of students who were an 

exception to this finding was the dual language students which included Native Spanish 

Speaking students and Non-Native Spanish Speaking students. The performance level for this 

group of students on the Reading STAAR assessment correlated to their level of reading. For this 

particular year 94% of the students earned approaches on the STAAR assessment and 41% 

exceeded expectations. On the other hand, in general education for the same grade level 54% of 

the students performed at the approaches level on the STAAR assessment. All of the students 

attend the same school and have the same teachers, but there is a significant difference between 

the two groups of students.  

 As the researcher and the administration team reviewed the strategies implemented for 

reading intervention and the dual language curriculum, the researcher noticed the students are 
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exposed to a) integrated learning, b) social emotional learning, c) project-based curriculum, d) 

interactive learning experiences, and e) motivation and celebration activities. As, the team 

focused more on the student achievement, the researcher realized these strategies are directly 

related to Jean Piaget Constructivism Theory.  

 Hein (1991) describes the constructivism theory explains how people construct 

knowledge from their experiences within their environment and social and historical context. 

Learners or inquirers, individual and collectively, have a history, a social and historical context, 

views, morals, predispositions, blind spots, ways of thinking, and so on” which frame their own 

thought process (Montuori, 2013). Economically disadvantaged students have a different way of 

thinking because of their history, social and historical context, views, morals, predispositions, 

and blind spots, which play a role in their primary years of education. Jean Piaget explains 

students should see learning as a natural part of their life instead of just earning grades (1936). 

This process is disrupted because when students are expected to learn and accept information 

without questions, which goes against human’s natural curiosity of finding something out 

(Mcleod, 1998). As, we think about minority and economically disadvantaged families, their 

family’s function within this same context. The children are expected to function without 

questioning anyone who is viewed as authoritative figure. This transfers into the classroom 

because students simply do as they are told, model the teacher instruction, and then move to the 

next subject or activity. The curiosity of the student is never sparked, therefore, the connection to 

the content was never created nor did deeper learning occur for these students. Furthermore, 

many economically disadvantaged students’ experiences and exposure are limited, therefore, the 

students have limited prior knowledge to construct new knowledge. Through researched-based 

assessments, the researcher learned some students in grades third through fifth are unable to 
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answer questions such as a) what are the months of the year, b) what are the seasons of the year, 

or c) how to skip count by 5.  This lead to the wondering of what conversations and interactions 

are taking place at home and in the early learning stages. The next question, how do educators 

combat these significant issues and have a diverse learning environment to educate all 

economically disadvantaged students? 

 Constructivism allows students to develop thinking skills to become lifelong learners 

through individual and social learning experiences (Piaget, 1936). The principles of the 

constructivist learning include a) learning is an active process in which the learner uses sensory 

input and constructs meaning out of it; b) people learn to learn as they learn: learning consists 

both of constructing meaning and constructing systems of meaning.  b) the crucial action of 

constructing meaning is mental: it happens in the mind, physical actions, hands-on experience 

may be necessary for learning; c) earning involves language: the language we use influences 

learning; d) learning is a social activity: our learning is intimately associated with our connection 

with other human beings; e) learning is contextual: we do not learn isolated facts and theories in 

some abstract ethereal land of the mind separate from the rest of our lives; f) one needs 

knowledge to learn: the more we know, the more we can learn; g) it takes time to learn: learning 

is not instantaneous; h) motivation is a key component in learning (Hein, 1991).  

 Current educational approaches focus on the gradual release of responsibility model, 

which allows the students to mimic a process by the teacher in three steps. This model allows the 

teacher to explicitly teach content to the students through a procedural approach. The students 

can mirror these steps as long as the question or problem provided to the students mirror the 

teachers example. Conversely, if the question or problem slightly changes then the students have 

trouble mirroring the process, because of the slight difference. This problem occurs because the 
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students did not learn how to apply the learned concept in-depth or critically think about the 

question or the problem. This leads students to learn to “follow the leader” versus analyzing and 

applying the appropriate process. If the tools are not supplied to analyze and apply through 

learning to economically disadvantaged students in school then why does society expect these 

students to become productive, self-sufficient adults? IB PYP encompasses the identified 

successful strengths implemented at successful Title I campuses and is similar to dual language 

programs and other holistic programs. Therefore, this programme may address the significant 

differences in student performance of economically disadvantaged students in Title I schools.  If 

we can never close the academic achievement gap because of several complex variables, can we 

at least level the playing field for all students using whole child approaches in Title I schools? 

Implications 

 Holistic learning approaches provide students with a social, emotional, and ethical 

foundation to build their academic knowledge throughout their educational career increasing the 

likelihood of becoming a lifelong learner.  Immersing students, especially economically 

disadvantaged students, in a holistic learning framework in their early years of education will 

contribute to developing their emotional, moral, social, psychological, physical, and spiritual 

characteristics promoting a deeper understanding of the curriculum. Subsequently, this holistic 

development will positively impact student performance leading to improved academic outcomes 

for students, staff, schools, and communities. This will strengthen public schools within 

economically disadvantaged communities, which will provide the opportunity for the students 

receive an elite education surrounded by their culture and traditions. Providing more information 

about the IB PYP teachers and administrators perspective regarding their experiences will help 
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improve learning approaches for economically disadvantaged students to provide all students 

with an equitable learning experience.  

Recommendations for Future Research 

 The findings of this study examined the perceptions of IB PYP teachers and 

administrators regarding the influence of the IB PYP on economically disadvantaged student 

performance in Title I elementary schools. Consequently, the following recommendations for 

future research are addressed below: 

1. Examine the utilization of IB PYP and the outcome of the emotional support 

and school climate on economically disadvantaged schools; 

2. Examine how the IB PYP curriculum impacts school ratings in Title I 

elementary schools; 

3. Examine the perceptions of parents of IB PYP students currently enrolled in 

Title I elementary schools; 

4. Explore the differences in the student achievement outcome for multiple 

authorized and candidate IB Title I schools; 

5. Conduct a longitudinal study regarding the relationship between economically 

disadvantaged students enrolled in IB schools and the outcome of their 

educational career; and  

6. More studies designed to explore the impact of holistic learning approaches 

on students in a variety of P – 16 educational settings.  
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Conclusions 

 The International Baccalaureate Primary Years programme (IB PYP) is derived from the 

research of the constructivism theory, the multiple intelligence theory, and the social learning 

theory. The overall aim of the programme is to a) focus on learners by promoting healthy 

relationship, ethical responsibility, and personal challenges: b) develop the attitudes and skills 

necessary for both academic and personal growth; c) increase the understanding of languages 

and cultures and explore globally significant issues; d) offer a curriculum that is broad and 

balanced, conceptual, and connected. Through IB PYP students can gain a greater understanding 

of how to contribute to society; instead of how to just function in society. Ernest Boyer’s work 

contributes to the IB framework, and he believed our job as educators is not only to prepare 

students for careers, but also to empower them to live with pride and purpose including the have-

nots (Goldberg. 1995).  

 Traditional education provides foundational information for all students, but IB PYP may 

provide the framework to continue a successful journey for economically disadvantaged 

students.  IB PYP is one of several programs which utilizes the concepts of several learning 

theories; therefore, each campus or district may have a different preference regarding the best 

curriculum framework for their students. The knowledge of self-reflection, growth Mindset, 

cultural awareness and action, professional learning about equity, professional learning, and 

school leadership are powerful components to combating the achievement gap for economically 

disadvantaged students.  
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APPENDIX C 

Teacher and Staff: Well-Being and Adult SEL  

Panorama Social-Emotional Learning Survey 

Teacher Self-Reflection — Teacher 

Faculty perceptions of their professional strengths and areas for growth related to social- emotional 

learning.  

How thoroughly do you feel that you know all the content 

you need to teach? 

Not thoroughly 

at all 

Slightly 

thoroughly 

Somewhat 

thoroughly 

Quite 

thoroughly 

Extremely 

thoroughly 
 

Thinking about grit in particular, how confident are you 

that you can support your students’ growth and 

development? 

Not at all 

confident 

Slightly 

confident 

Somewhat 

confident 
Quite confident 

Extremely 

confident 

I am not sure what we mean by 

"grit." 

Thinking about growth mindset in particular, how 

confident are you that you can support your students’ 

growth and development? 

Not at all 

confident 

Slightly 

confident 

Somewhat 

confident 
Quite confident 

Extremely 

confident 

I am not sure what we mean by 

"growth mindset." 

Thinking about social awareness in particular, how 

confident are you that you can support your students’ 

growth and development?  

Not at all 

confident 

Slightly 

confident 

Somewhat 

confident 
Quite confident 

Extremely 

confident 

I am not sure what we mean by 

"social awareness." 

Thinking about self-management in particular, how 

confident are you that you can support your students’ 

growth and development?  

Not at all 

confident 

Slightly 

confident 

Somewhat 

confident 
Quite confident 

Extremely 

confident 

I am not sure what we mean by 

"self- management." 

Thinking about self-efficacy in particular, how confident 

are you that you can support your students’ growth and 

development?  

Not at all 

confident 

Slightly 

confident 

Somewhat 

confident 
Quite confident 

Extremely 

confident 

I am not sure what we mean by 

"self- efficacy." 

 
FREE-RESPONSE QUESTION  
What is the most effective thing that you do to model social-emotional learning for your students?  

 

Faculty Growth Mindset - Teacher 

Perceptions of whether teaching can improve over time.  

 

Question Response Options 

How confident are you that you can engage students who 

typically are not motivated?  

Not at all 

confident 

Slightly 

confident 

Somewhat 

confident 
Quite confident 

Extremely 

confident 
 

How confident are you that you can help your school's 

most challenging students to learn?  

Not at all 

confident 

Slightly 

confident 

Somewhat 

confident 
Quite confident 

Extremely 

confident 
 

Question Response Options 

To what extent can teachers increase how much their most difficult 

students learn from them?  

Cannot increase 

at all 
Can increase a little 

Can increase 

somewhat 
Can increase quite a bit 

Can increase a 

tremendous amount 

How easily can teachers change their teaching style to match the 

needs of a particular class?  
Not at all easily Slightly easily Somewhat easily Quite easily Extremely easily 

To what extent can teachers improve their implementation of 

different teaching strategies?  

Cannot improve 

at all 
Can improve a little 

Can improve 

somewhat 
Can improve quite a bit 

Can improve a 

tremendous amount 

How possible is it for teachers to change their ability to work with 

dissatisfied parents?  

Not at all possible 

to change 

A little possible to 

change 

Somewhat possible to 

change 
Quite possible to change 

Completely possible 

to change 

How much can teachers improve their classroom management 

approaches?  

Cannot improve 

at all 
Can improve slightly 

Can improve 

somewhat 
Can improve quite a bit 

Can improve a 

tremendous amount 

To what extent can teachers change their intelligence about the 

subjects that they teach?  

Cannot change at 

all 

Can change a little 

bit 
Can change somewhat Can change quite a bit 

Can change a 

tremendous amount 

Over the course of a school year, to what extent can teachers 

improve the clarity of their explanations of challenging concepts?  

Cannot improve 

at all 
Can improve slightly 

Can improve 

somewhat 
Can improve quite a bit 

Can improve a 

tremendous amount 

How possible is it for teachers to change how well they relate to 

their most difficult students?  

Not at all possible 

to change 

A little possible to 

change 

Somewhat possible to 

change 
Quite possible to change 

Completely possible 

to change 



175 
 

 

Cultural Awareness and Action (Student Focus) - Teacher 

How well a school supports students in learning about, discussing, and confronting issues of 

race, ethnicity, and culture.  

 

FREE-RESPONSE QUESTION 

What is the most important thing your school can do to support students of different races, 

ethnicities, and cultures? 

 

Professional Learning About Equity - Teacher and Staff 

Perceptions of the quantity and quality of equity-focused professional learning opportunities 

available to faculty and staff. 

 

Professional Learning - Teacher 

Perceptions of the quantity and quality of professional learning opportunities available to 

faculty and staff. 

 

 

Question Response Options 

How often are students given opportunities to learn 

about people from different races, ethnicities, or cultures? 
Almost never Once in a while Sometimes Frequently Almost always 

How often do you think about what students of different races, 

ethnicities, or cultures experience? 
Almost never Once in a while Sometimes Frequently Almost always 

How confident are you that adults at your school can have honest 

conversations with students about race? 

Not at all 

confident 
Slightly confident 

Somewhat 

confident 
Quite confident Extremely confident 

At your school, how often are students encouraged to think more 

deeply about race-related topics? 
Almost never Once in a while Sometimes Frequently Almost always 

How comfortable are you discussing race-related topics with your 

students? 

Not at all 

comfortable 
Slightly comfortable 

Somewhat 

comfortable 
Quite comfortable Extremely comfortable 

How often do students at your school have important 

conversations about race, even when they might be uncomfortable? 
Almost never Once in a while sometimes Frequently Almost always 

When there are major news events related to race, how 

often do adults at your school talk about them with students? 
Almost never Once in a while sometimes Frequently Almost always 

How well does your school help students speak out against racism? Not at all well Slightly well Somewhat well Quite well Extremely well 

Question Response Options 

At your school, how valuable are the equity-focused 

professional development opportunities? 

Not at all 

valuable 
Slightly valuable 

Somewhat 

valuable 
Quite valuable Extremely valuable 

When it comes to promoting culturally responsive 

practices, how helpful are your colleagues’ ideas for 

improving your practice? 

Not at all helpful Slightly helpful Somewhat helpful Quite helpful Extremely helpful 

How often do professional development opportunities 

help you explore new ways to promote equity in your practice? 
Almost never Once in a while Sometimes Frequently Almost always 

Overall, how effective has your school administration been in 

helping you advance student equity? 
Not at all effective Slightly effective 

Somewhat 

effective 
Quite effective Extremely effective 

Question Response Options 

At your school, how valuable are the equity-focused 

professional development opportunities? 
Not at all valuable Slightly valuable Somewhat valuable Quite valuable Extremely valuable 

When it comes to promoting culturally responsive 

practices, how helpful are your colleagues’ ideas for 

improving your practice? 

Not at all helpful Slightly helpful Somewhat helpful Quite helpful Extremely helpful 

How often do professional development opportunities 

help you explore new ways to promote equity in your practice? 
Almost never Once in a while Sometimes Frequently Almost always 

Overall, how effective has your school administration been in 

helping you advance student equity? 
Not at all effective Slightly effective 

Somewhat 

effective 

Quite 

effective 
Extremely effective 
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School Leadership - Staff 

Perceptions of the school leadership’s effectiveness. 

 

BACKGROUND QUESTIONS 

For how many years have you taught? [Teacher] 
For how many years have you taught at your current school? [Teacher] 
For how many years have you worked at this school? [Staff] 
For how many years have you worked in education? [Staff] 
If a friend or colleague were looking for a [teaching] job, to what extent, if at all, would you recommend 
this school? 
What is your gender? 
What is your race or ethnicity? 
Please indicate the primary language spoken in your childhood home. In which decade were you born? 
How years have you taught at an IB campus?  
Are you an IB trained teacher or administrator?  
What is your highest category of IB  training?  
. 

 

 

 

 

 

 

 

 

 

 

Question Response Options 

How clearly do your school leaders identify their goals for the staff? Not at all clearly Slightly clearly Somewhat clearly Quite clearly Extremely clearly 

How positive is the tone that school leaders set for the culture of the 

school? 
Not at all positive Slightly positive Somewhat positive Quite positive Extremely positive 

How effectively do school leaders communicate important 

information to staff? 
Not at all effectively Slightly effectively Somewhat effectively Quite effectively Extremely effectively 

How knowledgeable are your school leaders about what is going on 

in the school? 

Not 

Knowledgeable at all 

Slightly 

knowledgeable 

Somewhat 

knowledgeable 
Quite knowledgeable 

Extremely 

knowledgeable 

How responsive are school leaders to your feedback? Not at all responsive Slightly responsive 
Somewhat 

responsive 
Quite responsive Extremely responsive 

For your school leaders, how important is staff satisfaction? Not important at all Slightly important Somewhat important Quite important Extremely important 

When the school makes important decisions, how much input do 

staff have? 
Almost no input A little bit of input Some input Quite a bit of input 

A tremendous 

amount of input 

How effective are the school leaders at developing rules for students 

that facilitate their learning? 
Not at all effective Slightly effective Somewhat effective Quite effective Extremely effective 

Overall, how positive is the influence of the school 

leaders on the quality of your work? 
Not at all positive Slightly positive Somewhat positive Quite positive Extremely positive 
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APPENDIX E 

Teacher and Staff: Well-Being and Adult SEL  

 

                                                                   IB PYP Teachers and Administrators n=27 

                                                                   IB PYP Teachers and Administrators n=29 

Survey Questions 

Teacher Reflection 

Frequencies of IB PYP Teachers and Administrators’ Responses 

Not at all 

Confident 

Slightly 

Confident 

Somewhat 

Confident 

Quite 

Confident 

Extremely 

Confident 

I am not 

sure 

Q1:How confident are you 
that you can engage 
students who typically are 
not motivated? 

0 of 29 1 of 29 5 of 29 16 of 29 7 of 29  

0% 3% 17% 55% 24%  

Q2: How confident are you 
that you can help your 
school's most challenging 
students to learn? 

0 of 29 2 of 29 9 of 29 11 of 29 7 of 29  

0% 7% 31% 37% 24%  

Q3: How thoroughly do 
you feel that you know all 
the content you need to 
teach? 

0 of 29 2 of 29 5 of 29 12 of 29 10 of 29  

0% 7% 17% 41% 34%  

Q4: Thinking about grit in 
particular, how confident 
are you that you can 
support your students’ 
growth and development? 

0 of 29 1 of 29 4 of 29 12 of 29 10 of 29 2 of 29 

0% 3% 13% 41% 34% 6% 

Q5: Thinking about growth 
mindset in particular, how 
confident are you that you 
can support your students’ 
growth and development? 

0 of 29 1 of 29 4 of 29 14 of 29 10 of 29 0 of 29 

0% 3% 13% 48% 34% 0% 

Q6: Thinking about social 
awareness in particular, 
how confident are you that 
you can support your 
students’ growth and 
development? 

0 of 29 2 of 29 4 of 29 13 of 29 10 of 29 0 of 29 

0% 7% 13% 45% 34% 0% 

Q7: Thinking about self-
management in particular, 
how confident are you that 
you can support your 
students’ growth and 
development? 

0 of 29 1 of 29 5 of 29 15 of 29 8 of 29 0 of 29 

0% 3% 17% 8% 28% 0% 

Q8: Thinking about self-
efficacy in particular, how 
confident are you that you 
can support your students’ 
growth and development? 

0 of 29 2 of 29 3 of 29 13 of 29 9 of 29 2 of 29 

0% 7% 11% 44% 31% 7% 
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Survey Questions 

Teacher Reflection 

Frequencies of Participants’ Responses 

Cannot 

increase at all 

Can increase 

a little 

Can increase 

somewhat 

Can increase 

quite a bit 

Can increase 

a tremendous 

amount 

Q10: To what extent can 
teachers increase how 
much their most difficult 
students learn from them? 

0 of 27 0 of 27 10 of 27 11 of 27 6 of 27 

0% 0% 37% 40% 22% 

Q11: How easily can 
teachers change their 
teaching style to match 
the needs of a particular 
class? 

0 of 27 7 of 27 9 of 27 8 of 27 3 of 27 

0% 26% 22% 30% 11% 

Q12: To what extent can 
teachers improve their 
implementation of 
different teaching 
strategies? 

0 of 27 0 of 27 7 of 27 13 of 27 7 of 27 

0% 0% 25% 48% 26% 

Q13: How possible is it 
for teachers to change 
their ability to work with 
dissatisfied parents? 

0 of 27 3 of 27 9 of 27 12 of 27 3 of 27 

0% 11% 33% 44% 11% 

Q14: How much can 
teachers improve their 
classroom management 
approaches? 

0 of 27 0 of 27 8 of 27 10 of 27 9 of 27 

0% 0% 30% 37% 33% 

Q15: To what extent can 
teachers change their 
intelligence about the 
subjects that they teach? 

0 of 27 2 of 27 4 of 27 11 of 27 10 of 27 

0% 7% 14% 40% 37% 

Q16: Over the course of a 
school year, to what 
extent can teachers 
improve the clarity of 
their explanations of 
challenging concepts? 

0 of 26 2 of 26 1 of 26 16 of 26 1 of  26 

0% 8% 3% 62% 27% 

Q17: How possible is it 
for teachers to change 
how well they relate to 
their most difficult 
students? 

0 of 27 0 of 27 9 of 27 9 of 27 9 of 27 

0% 0% 33% 33% 33% 

 

                               IB PYP Teachers and Administrators n=27 

Survey 

Questions 

Teacher  

Reflection 

Frequencies of Participants’ Responses 

Almost 

never 

Once in a 

while 

Sometimes Frequently Almost 

always 

Extremely 

Q18: How often 
are students 
given 
opportunities to 

1 of 27 3 of 27 9 of 27 10 of 27 4 of 27  

3% 11% 33% 37% 15%  
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learn about 
people from 
different races, 
ethnicities, or 
cultures? 

Q19: How often 
do you think 
about what 
students of 
different races, 
ethnicities, or 
cultures 
experience? 

0 of 27 0 of 27 5 of 27 12 of 27 10 of 27  

0% 0% 19% 44% 37%  

Q21: At your 
school, how 
often are 
students 
encouraged to 
think more 
deeply about 
race-related 
topics? 

2 of 26 6 of 26 8 of 26 7 of 26 3 of 26  

8% 23% 31% 27% 12%  

Q23: How often 
do students at 
your school have 
important conver
sations about 
race, even when 
they might be 
uncomfortable? 

5 of 27 11 of 27 6 of 27 4 of 27 1 of 27  

19% 41% 22% 14% 4%  

Q24: When there 
are major news 
events related to 
race, how often 
do adults at your 
school talk about 
them with 
students? 

4 of 27 4 of 27 9 of 27 8 of 27 2 of 27  

15% 15% 33% 30% 7%  

 Not at all Confident Slightly 

confident 

Somewhat 

confident 

Quite 

confident 

Extremely 

confident 

Q20: How 
confident are you 
that adults at 
your school can 
have honest 
conversations 
with students 
about race? 

2 of 27 1 of 27 4 of 27 6 of 27 10 of 27 4 of 27 

7% 3% 15% 22% 37% 15% 

 Not at all 

comfortable 

Slightly 

comfortable 

Somewhat 

comfortable 

Quite 

comfortable 

Extremely 

comfortable 

 

Q22: How 
comfortable are 
you discussing 
race-related 
topics with your 
students? 

0 of 27 0 of 27 7 of 27 14 of 27 6 of 27  

0% 0% 26% 52% 22%  
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 Not at all 

well 

Slightly 

well 

Somewhat 

well 

Quite well Extremely 

well 

 

Q25: How well 
does your school 
help students 
speak out against 
racism? 

4 of 27 6 of 27 9 of 27 5 of 27 3 of 27  

14% 22% 33% 19% 11%  

                                                                   IB PYP Teachers and Administrators n=26 

Survey Questions 

Teacher Reflection 

Frequencies of Participants’ Responses 

Not at all Valuable Slightly 

valuable 

Somewhat  

valuable 

Quite 

valuable 

Extremely 

valuable 

Q27: At your school, 
how valuable are the 
equity-
focused professional 
development 
opportunities? 

3 of 26 0 of 26 2 of 26 12 of 26 5 of 26 4 of 26 

11% 0% 8% 46% 19% 15% 

 Not at all 

helpful 

Slightly 

helpful 

Somewhat  

helpful 

Quite 

helpful 

Extremely  

helpful 

 

Q28: When it comes to 
promoting culturally 
responsive practices, 
how helpful are your 
colleagues’ ideas 
for improving your 
practice? 

0 of 26 3 of 26 7 of 26 12 of 26 4 of 26  

0% 11% 26% 46% 15%  

 Almost 

never 

Once in a 

while 

Sometimes Frequently Almost 

always 

 

Q29: How often do 
professional 
development 
opportunities help you 
explore new ways to 
promote equity in your 
practice? 

3 of 26 2 of 26 10 of 26 7 of 26 3 of 26  

12% 8% 40% 28% 12%  

 Not at all 

effective 

Slightly 

effective 

Somewhat 

effective 

Quite 

effective 

Extremely 

effective 

 

Q30: Overall, how 
effective has your school 
administration been in 
helping you advance 
student equity? 

1 of 26 5 of 26 8 of 26 5 of 26 7 of 26  

3% 19% 31% 19% 27%  

                                                                   IB PYP Teachers and Administrators n=26 

Survey Questions 

Teacher Reflection 

Frequencies of Participants’ Responses 

Not at all Valuable Slightly 

valuable 

Somewhat  

valuable 

Quite 

valuable 

Extremely 

valuable 

Q31: At your school, 
how valuable are the 
equity-
focused professional 

1 of 26 0 of 26 4 of 26 10 of 26 7 of 26 4 of 26 

4% 0% 15% 38% 26% 15% 
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development 
opportunities? 

 Not at all 

helpful 

Slightly 

helpful 

Somewhat  

helpful 

Quite 

helpful 

Extremely  

helpful 

 

Q32: When it comes to 
promoting culturally 
responsive practices, 
how helpful are your 
colleagues’ ideas 
for improving your 
practice? 

0 of 26 2 of 26 10 of 26 7 of 26 7 of 26  

0% 7% 38% 27% 27%  

 Almost 

never 

Once in a 

while 

Sometimes Frequently Almost 

always 

 

Q33: How often do 
professional 
development 
opportunities help you 
explore new ways to 
promote equity in your 
practice? 

4 of 26 2 of 26 8 of 26 9 of 26 3 of 26  

15% 8% 31% 35% 12%  

 Not at all 

effective 

Slightly 

effective 

Somewhat 

effective 

Quite 

effective 

Extremely 

effective 

 

Q34: Overall, how 
effective has your school 
administration been in 
helping you advance 
student equity? 

1 of 26 7 of 26 7 of 26 5 of 26 6 of 26  

4% 27% 27% 19% 6%  

 

                                                                   IB PYP Teachers and Administrators n=26 

Survey Questions 

Teacher Reflection 

Frequencies of Participants’ Responses 

Not at all Valuable Slightly 

valuable 

Somewhat  

valuable 

Quite 

valuable 

Extremely 

valuable 

Q31: At your school, 
how valuable are the 
equity-
focused professional 
development 
opportunities? 

1 of 26 0 of 26 4 of 26 10 of 26 7 of 26 4 of 26 

4% 0% 15% 38% 26% 15% 

 Not at all 

helpful 

Slightly 

helpful 

Somewhat  

helpful 

Quite 

helpful 

Extremely  

helpful 

 

Q32: When it comes to 
promoting culturally 
responsive practices, 
how helpful are your 
colleagues’ ideas 
for improving your 
practice? 

0 of 26 2 of 26 10 of 26 7 of 26 7 of 26  

0% 7% 38% 27% 27%  

 Almost 

never 

Once in a 

while 

Sometimes Frequently Almost 

always 

 

Q33: How often do 
professional 

4 of 26 2 of 26 8 of 26 9 of 26 3 of 26  
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development 
opportunities help you 
explore new ways to 
promote equity in your 
practice? 

15% 8% 31% 35% 12%  

 Not at all 

effective 

Slightly 

effective 

Somewhat 

effective 

Quite 

effective 

Extremely 

effective 

 

Q34: Overall, how 
effective has your school 
administration been in 
helping you advance 
student equity? 

1 of 26 7 of 26 7 of 26 5 of 26 6 of 26  

4% 27% 27% 19% 6%  

 

                                                                   IB PYP Teachers and Administrators n=26 

Survey Questions 

Teacher Reflection 

Frequencies of Participants’ Responses 

Not at all 

clearly 

Slightly 

clearly 

Somewhat 

clearly 

Quite clearly Extremely 

clearly 

Q35: How clearly do your 
school leaders identify 
their goals for the staff? 

1 of 26 4 of 26 5 of 26 10 of 26 6 of 26 

3% 15% 19% 38% 23% 

 Not at all 

positive 

Slightly 

positive 

Somewhat 

positive 

Quite 

positive 

Extremely 

positive 

Q36: How positive is the 
tone that school leaders set 
for the culture of the 
school? 

0 of 26 5 of 26 5 of 26 11 of 26 5 of 26 

0% 19% 19% 42% 19% 

Q43: Overall, how positive 
is the influence of the 
school leaders on the 
quality of your work? 

1 of 26 4 of 26 6 of 26 9 of 26 6 of 26 

 

4% 

 

15% 

 

23% 

 

34% 

 

23% 

 Not at all 

effectively 

Slightly 

effectively 

Somewhat 

effectively 

Quite 

effectively 

Extremely 

effectively 

Q37: How effectively do 
school leaders 
communicate important 
information to staff? 

1 of 26 3 of 26 8 of 26 10 of 26 4 of 26 

4% 12% 31% 38% 15% 

Q42: How effective are the 
school leaders at 
developing rules for 
students that facilitate their 
learning? 

1 of 26 3 of 26 8 of 26 10 of 26 3 of 26 

 

4% 

 

15% 

 

31% 

 

38% 

 

12% 

 Not 

knowledgeable 

at all 

Slightly 

knowledgeable 

Somewhat 

knowledgeable 

Quite 

knowledgeable 

Extremely 

knowledgeable 

Q38: How knowledgeable 
are your school leaders 
about what is going on in 
the school? 

1 of 26 2 of 26 5 of 26 10 of 26 8  of 26 

4% 8% 19% 38% 31% 

 Not at all 

responsive 

Slightly 

responsive 

Somewhat 

responsive 

Quite 

responsive 

Extremely 

responsive 
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Q39: How responsive are 
school leaders to your 
feedback? 

0 of 26 3 of 26 9 of 26 9 of 26 5 of 26 

0% 11% 34% 34% 19% 

 Not at all 

important 

Slightly 

important 

Somewhat 

important 

Quite 

important 

Extremely 

important 

Q40: For your school 
leaders, how important is 
staff satisfaction? 

0 of 26 6 of 26 9 of 26 6 of 26 5 of 26 

0% 23% 35% 23% 19% 

 Almost 

input 

A little bit of 

input 

Some input Quite a bit of 

input 

A tremendous 

bit of input 

Q41: When the school 
makes important decisions, 
how much input do staff 
have? 

3 of 25 3 of 25 11 of 25 8 of 25 0 of 25 

12% 12% 44% 32% 0% 
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Appendix F 

Cshenal Jackson, M.Ed., Doctoral Candidate 

Dedicated Educator 
Passionate.Creative.Motivated.Organized 

 
Self-motivated and self-directed educator experienced in for-profit and non-profit 
organizations with strong interpersonal and communication skills with a record of 
building relationships within and outside the school community. Highly organized 
and detail-oriented professional focused on building a culture of self-motivation 
and excellence, in academic and social skills among students of divergent 
backgrounds. An enthusiastic learner who thrives in overcoming challenges and 
creates celebratory engagements to create a culture of invigorating, positive 
people in the pursuit of excellence.  
 

   Areas of Excellence: 

� Classroom evaluation 
� Community partnership 
� Data driven decision making 
� Leadership and team building 
� Lesson development and planning 
� Parental involvement 
� Multilingual program management 

� Programme management and coordination 
� School data evaluation 
� Social and emotional learning 
� Student discipline and celebration 
� Student engagement and achievement 
� Teacher coaching and development 
� Workshop and seminar presentations 

 
Education  
Doctor of Education in Executive Educational Leadership  
Houston Baptist University, Houston, TX, December 2021 
Master of Education in Educational Administration 
Houston Baptist University, Houston, TX, August 2016 
Bachelor of Science in Human Services with a Specialization in Psychological Studies                                                                                                                              

Wayland Baptist University, Wichita Falls, TX, May 2011 
Associate of Applied Science in Health Information Technology 
Texas State Technical College, Sweetwater, TX, May 2008 
 
Certification 

HIGHER EDUCATION EXPERIENCE  
Houston Community College           August 2020 – May 2021 
District Advising Administrative Assistant 
Provide principal support and supervise staff in district office by carrying out recurring 
office procedures including PeopleSoft, Oracle, Word, Excel. Operate office equipment, 
such as computer, copier, and fax. Respond to special requests and projects, frequently 

� Computer Science, December 2021 � Principal, 2016 
� TADS, 2021 
� Teacher Evaluation and Support System, 2021 
� Restorative Discipline Coordinator, 2019 

� ESL Supplemental, 2015 
� Generalist EC – 6, 2014 
� Physical Education EC–12, 2014 

� Advanced Education Leadership (AEL), 2016  
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under deadline conditions. File correspondence, records, and other department 
documents. Preparation of basic reports, such as budget, payroll, and enrollment 
reports, as directed by supervisor. Type correspondences, grant applications and other 
documents from notes, copies, or rough drafts. Communicate and collaborate with other 
departments to solve problems.   
 
Houston Community College                                                     
Campus Manager-Southwest (November 2017 - August 2020) 
Coordinate and supervise evening staff to ensure goals and concerns are passed along 
to the staff. Implement policy and ensure staff follows necessary procedures and 
protocols. Ensured safety concerns were addressed and maintained while enforcing 
building and staffing hours. Trained onboarding employees. Built effective networks and 
relationships with students, staff, faculty, and law enforcement. Deal with day-to-day 
problems and implement workable solutions. 
 
MANAGEMENT EXPERIENCE 
Houston Independent School District                                           July 2021 - Present 
Mading Elementary – STEM and Dual Language Academy 
Dean of Instruction 
Assists the Principal in developing and implementing plans to increase student 
achievement increase attendance, increase graduation rates, strengthen instructional 
opportunities, provide a safe learning environment, provide student services, comply 
with federal, state, and local laws and board policies and procedures and other school 
district initiatives, assists the principal in communicating, collaborating, and building 
strong relationships with key stakeholders including teachers and staff, students and 
parents, community and business partners, and other members of the school and 
district community. Assist the principal in selecting and mentoring a high-quality school 
staff, assists the principal in teacher evaluation and development, student discipline 
management, supervision of extra-curricular activities and the preparation of required 
reporting. 
 
Houston Independent School District        August 2018–July 2021  
Mading Elementary – STEM and Dual Language Academy  
International Baccalaureate Programme Coordinator/Dual Language Coordinator 
Assist the principal in developing and implementing plans for implementation of the 
International Baccalaureate (IB) Primary Years Programme (PYP). Assist in the 
planning, evaluation, management, development, and improvement of curriculum and 
instructional research studies related to the IB PYP and other areas of student activities. 
Observe, demonstrate, consulted with and assisted individual classroom teachers in 
direct instruction and classroom performance. Meet and confer with parents as 
necessary.  

� Developed and implemented campus-wide professional development plan to 
increase teacher capacity 

� Developed a campus-wide culture of thinking to transform the trajectory of the 
campus 

� Expose the staff and students to positive, productive, extraordinary experiences 
beyond academics 
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TEACHING EXPERIENCE                                                                 
Houston Independent School District                                         March 2014–Present 
Mading Elementary – STEM and Dual Language Academy  
Reading Interventionist 1st- 5th grades - Team Leader (August 2017- June 2018) 
Coordinated and supervised a team of 3 interventionist. Developed and implemented 
creative, age-appropriate, TEK and objective-based lesson plans with focus on 
individual and academic growth specifically for tier 2 and 3 students. Organized and 
coordinated a digital reading programme, Lexia Learning Core5, to improve reading 
skills at an accelerated rate. Consulted with classroom teachers on matters associated 
to reading instruction using our progress monitoring instrument as a base. Coordinated 
and wrote lesson plans detailing methods and material. Partnered with parents 
providing communication and face-to-face presentation regarding the reading programs. 
Worked with support staff and school administrators to facilitate the coordination of the 
reading programme and resources. Consulted with Teacher Development Specialist for 
concept development and growth of study skills.    

� Partnered with an author, sponsors, and donors to celebrate the academic 
achievement of our scholars throughout the school year.  

� Coordinated and assessed students in grades 1-5 for McGraw-Hill Education 
Reading Mastery and Corrective Reading Programs, and Scholastic Guided 
Reading Programs to improve campus reading achievement 

� Prepared, coordinated, and documented academic success of our Dual 
Language Programme for National Recognition from NCUST 

 

Houston Independent School District 
Mading Elementary – STEM and Dual Language 

3rd Teacher, and Team Leader (August 2014-2017) 
Built and supervised a team of 4 teachers. Developed and implemented creative, age-
appropriate, TEK and objective-based lesson plans with focus on individual, academic, 
and classroom growth. Lesson plans include hands-on activities and manipulative skills 
for auditory, visual, kinesthetic, aural, logical, social, and solitary learners and 
encouraged physical, emotional, and social growth. Provided differentiated instructions 
in the classroom by incorporating whole group, small groups, workstations, and one-on-
one instructions guided by tier, reading levels, ESL accommodations, Gifted and 
Talented recommendations, and retained modifications. Encouraged groups and 
individual goals by implementing SMART goals and a reward system for reading, 
behavior, and teamwork. Encouraged social growth and leadership development 
through daily chants and self-affirmations which builds self-confidence and the love for 
learning including, “I am a very important person. Today and every day I will use 
marvelous manners.”  

� Partnered with parents by providing daily communication reports to increase 
student performance.  

� Teamed with Special Education teachers, coordinators, diagnosticians, and 
parents to design and implement Individualized Education Plans for Special 
Needs students to ensure all students needs were met. 

� Provided after-school tutoring to at-risk students to increase student 
performance 
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� Facilitated several school events including academic parent teacher teams, 
fundraisers, math night, career day, field trips, and celebrations.  

� Attended numerous education conferences, workshops, and training for 
professional and self-development.  

 
Related Experiences              
Texas Department of Family and Protective Services              
CPS Investigator III (February 2013 – February 2014) 
Investigated alleged child abuse and neglect cases to assess current and future risks to 
the involved children. Interviewed parents, family members and other contacts in 
schools, homes, jails, mental health institutions, and shelters. Conducted physical 
examination of the children, assessed their home environments, and gathered other 
pertinent information to determine the best actions necessary for the safety of the 
children including, but not limited to, removing them from their homes to a safe 
environment, seeking substitute care, and providing them with basic amenities. Wrote 
affidavits, testified in courts in defense of At-Risk children, and referred families for crisis 
intervention therapy and support services. Built effective networks and relationships with 
Child Protective Services staff, law enforcement and judicial officials, medical and legal 
professionals, and other community resources.  

� Served as the Chair of Abilene CPS Hair-a-thon Committee 2012-2014.  
We served over one hundred local children with free back to school hairstyles 
and hair supplies each year.  

 
Community Involvement 
� Assistant Campus Manager, 21 Century After School Programme, 2016-2017 
Provided children with academic tutoring and social enrichment activities 4-7pm, school 
days. 
� Attendance Committee 2017-2021 
Monitored and reviewed campus attendance and tardy policies with families 
� Books for Kids Campus Coordinator 2017-2020 
Supervised the Books for Kids campus giveaway 
� Career Day Committee Chair, 2016 & 2018-2020 
Event provided over 600 students with donations and opportunity to meet and learn 
from over 20 professionals and organizations of different backgrounds 
� Compudopt School Programme Campus Coordinator, 2016-2017 
Organized and coordinated computer adoption sessions for grades 3-5. 
� CycleHouston Coordinator 2018-2020 
Coordinated and partnered with CycleHouston to improve literacy among our 2nd grade 
students by setting and achieving goals to earn a bicycle  
� Fresh Fruit and Vegetables Programme Coordinator 2018-2020 
Partnered and coordinated the delivery of Fresh Fruit and Nutrition Education to all 
students 
� Fundraisers Team Leader 2016-2017 
Coordinated various events to raise funds for extracurricular activities for the school. 
� Harvard Professional Development Committee 2019-2020 
Coordinated and partnered with teachers to participate in Creating a Cultural of Thinking 
Professional Development Session 
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� Health Fair Committee Co-Chair, 2016   
Event provided students with donations and opportunity for hands-on experience from 
professionals and organizations in health and nutrition.  
� Houston Real Men Read Campus Coordinator, 2016-2020 
Recruited and assigned male volunteers to read to specified grade levels once a month 
to build student community relationships and a love for reading. 
� Job Fair Committee Chair, April 2016 and 2019 
Fair provided an open house for potential employees and employers in elementary 
schools. 
� Language Proficiency Assessment Committee (LPAC) Administrator 2021 
Coordinate the identification, assessment and documentation review, placement, 
instructional methodologies and/or interventions, collaboration, annual review, 
assessment, and parental notification of English language learners.  
� Lexia Learning Core5 Campus Coordinator, 2017-2018 
Organized and coordinated digital reading programme for grades 1-5. 
� Mading Explorer Teacher Parent Committee 2019-2021 
Coordinated and partnered with parents to plan events and fundraisers to expose our 
students to cultural diversity, at the international, at the national, and at the community 
level through exploration from an educational perspective.  
� NAEP School Coordinator 2018-2019 
Coordinator and partnered with NAEP to Administer NAEP Assessment 
� Reading Intervention Coordinator 2018-2019 
Coordinated and supervised a team of 3 interventionist. Develop and implement 
creative, age-appropriate, TEK and objective-based lesson plans with focus on 
individual and academic growth specifically for tier 2 and 3 students. 
� Recipe for Success 2018-2021 
Partnered with the Hope Farms to provide our scholars with Nutrition Education 
� Sheltered Instruction Coach 2019-2021 
Coordinated with district personnel, parents, community stakeholders, and coached 
teachers to ensure appropriate placement and effective strategies were implemented to 
guide instructional and academic achieve of EL students.  
� Spanish Programme Coordinator 2018-2020 
Partnered with My Education Group to provide a comprehensive Spanish language and 
culture programme through interactive technology. 
� STEM Programme Coordinator 2018-2019 
Partnered with organizations to expose our students to variety of professionals and 
experiences to gain knowledge in the areas of STEM 
� Summer School Coordinator 2017-2018 
Assisted in organizing and planning summer school programs and activities 
� TEACH Elite Cohort 2017-2018 
Member of a select team identified by the TEACH Team, ENVOY 7 Gem programme, 
and the principal as exceptionally skilled in the classroom to become model teachers. 
� Wehelptwo Campaign Chair 2019-2020 
Coordinated and partnered with the Wehelptoo organization to raise money for 
prosthetic limbs for students in 3rd world countries.  
� Women’s Conference 2019-2020 
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Event provided to women with donations and opportunity for hands-on experience from 
professionals and organizations in the community to inspire, encourage, and promote 
women.  
 
Professional Development 
� Gifted and Talented-K-5 Teachers, 2021 
� TELPAS, 2014-2021 
� Family and Community Engagement, 2021 

� Culturally and Linguistically Responsive Teaching 
and Learning, 2018 - 2021 

� Restorative Discipline Coordinator Training, 2018 
� Region 4 The Successful Classroom, 2015 � IB PYP Training, 2018 - 2021 
� Region 4 Math Conference, 2015 
� CHAMPS, 2015 - 2021 

� Mental Health SB 460, 2018 
� Dual Language Coordinator Training 2018 - 2021 

� Dual Language PD 2017- 2021 

� TADS, 2018 - 2021 

� Central Texas IB PYP Roundtable, 2019 - 2021 
� Empowering Instructional Leadership Cohort 2021 

� Computer Science Teaching at Rice, 2018 � IB Global Conference 2019 

  

Technical Proficiencies 
Website creation, Google docs, video creator, video editor, Multimedia Interactive 
Educational Content, Microsoft Office Suite, Presentation and Project Software, Online 
Communication Tools, Quantitative Research, and Qualitative Research 
 
Organizations (Professional Membership) 
� Association for Supervision and Leadership Development (ASCD)   
� Educational Leadership (EL)  
� Association of Texas Professional Educators (ATPE) 
� Kappa Delta Pi International Honor Society (KDP) 
 
Conference Participant 
� 2018 - Austin, TX - Texas Council of Professors of Educational Administration-

Graduate Research Exchange 
o The Influence of Restorative Discipline on the Academic Success of African 

American Students in Elementary Schools 
� 2019 – Houston, TX – Houston Independent School District - Professional 

Learning Series  
o It’s So Much More Than Numbers 

� 2019 – Las Vegas, NV - Conference for Academic Research in Education  
o The Influence of the International Baccalaureate Primary Years Programme 

on the Academic Success of African American Students in Elementary 
Schools 

� 2019 – Houston, TX-Houston Baptist University Teaching and Learning 
Symposium 

o Higher Purpose in Education  
� 2019 - 2021 Austin, TX - Texas Educator Certification Examination Program 

o Equity Assurance Panel, Texas Examination Materials Review Conference 
� 2020 – Honolulu, Hawaii - EdFest Hawaii Educational Conference Invite 

o It is so Much More Than Number
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