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curriculum in early college high schools and general research on effective elements of teacher
professional development. Finally, this section of the literature review discusses the pillars of
Academic Excellence and Family and Community Partnerships to understand how school leaders
may leverage peer, family, and community strengths to promote student success in dual
enrollment magnet schools. Together these concepts illustrate a comprehensive approach to
understanding how school leaders might establish schoolwide magnet programs that create the
conditions necessary for equally successful and equitable student outcomes (see Figure 2).
Figure 2

Conceptual Framework
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The framework and theories illustrated in Figure 2 are organized by the five pillars of
magnet schools: leadership, diversity, innovative curriculum and professional development,
academic excellence, and family and community partnerships. While magnet schools often have
unique themes and configurations, the five pillars, developed over the course of a year by a
Magnet Schools of America work group, define common successful elements of all types of
magnet schools (Brooks & Pack, 2021). The five pillars of magnet schools are described as
synergistic principles of equal importance intended to guide magnet implementation (Magnet
Schools of America, 2021). Corroborated by practitioners and researchers (Nelson, 2021; Wang
et al., 2021) and aligned with the Magnet School Development Framework (Walton et al., 2018),
the elements of these magnet pillars provide a general frame for magnet implementation. In this
study’s conceptual framework, leadership is applied as an overarching pillar to illustrate the
importance of school leaders in transforming and sustaining comprehensive cultural change
(Fullan, 2002) throughout each of the other pillars.

Pillar 1: Leadership

The conceptual framework for this study emphasizes the leader’s role in implementing
school transformation, as school leaders influence magnet implementation within and across
each of the magnet pillars. The first pillar, Leadership, as defined by Magnet Schools of America
(2021), illustrates school leaders’ responsibilities in designing and improving systems:

Leadership at the school and district level is demonstrated by a commitment to

continuous collaboration and monitoring by administrators for effective magnet school

organization and systemic improvements. Leadership is rooted in well-educated
professional educators. Decisions about hiring, budgets, training, and pathways are

collaborative and focus on sustainability of high-quality instructional systems.



41

One might argue that these leadership principles apply to magnet and non-magnet schools alike.
For example, in his 2000 study, Hausman found that the role of the administrative leader, the
school principal, was similar between magnet and non-magnet schools. Regardless, the role of
the principal and their magnet leadership team appears to be particularly critical to successful
magnet program implementation (Straubhaar & Wang, 2022).

Magnet leadership also extends well beyond the role of the principal. Straubhaar and
Wang (2022) found that magnet schools were most functional when principals demonstrated
collaborative leadership, inclusive of trust and respect, coordination among the leadership team
and faculty, investment in the magnet theme, and delegation of authority to entrusted classroom
teachers. Therefore, the phrase “school leaders,” as used throughout this study, is intended to be
inclusive of the principal, teacher leaders, assistant principals, parent leaders, and counselors
who may be regarded as decision-makers or influencers of school culture.

Educational Leaders as Cultural Workers. Educators can play a unique role in
reimagining academic systems to serve students better. While the magnet pillars describe what
leaders must do to create a thriving magnet school, it is equally important to understand sow
leaders approach change and implement effective practices. The idea of educational leaders as
cultural workers brings a critical perspective to this study to examine how school leaders may
effectively challenge and change systems that have not traditionally served students well.

In his book Border Crossings: Cultural Workers and the Politics of Education, Giroux
(2007) discusses his theory of border pedagogy, an educational approach that emphasizes
revealing and challenging systemic inequities. In a study of school leaders in gentrifying schools
in New York City, Roda (2020) expanded on Giroux’s idea of educators as cultural workers to

understand how school leaders navigated the “tensions, successes, and challenges inherent in
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school gentrification and the integration process [and] challenge problematic practices of [ White]
privilege” (pp. 1, 6). As described by Roda (2020), “cultural workers in schools are advocates
that simultaneously critique and transform the taken-for-granted educational practices and
policies, like student assignment procedures and marketing strategies, that most public schools
subscribe to” (p. 6). As schools become neighborhood amenities, principals become increasingly
responsible for navigating the complexities of student assignment, marketing, and community
relations (Cucchiara, 2013; McGhee & Anderson, 2019). From a cultural worker perspective,
then, one might ask how educational leaders address systems-level change within the larger
social and political context and how school leaders eliminate or alter program elements that
might otherwise perpetuate opportunity and achievement gaps.

This cultural worker lens informed the approach to this study’s literature review and
study design. This lens was selected to understand how magnet leaders challenged (or
inadvertently perpetuated) systemic norms as they promoted and implemented a dual enrollment
magnet school in hopes of understanding potential best practices and pitfalls that might warrant
further study. For example, school promotion to attract diverse enrollment is one feature of
magnet schools that must be viewed critically. Research on school promotion and parental
reasons for school selection is emphasized in the next section to consider how existing school
enrollment systems might support or undermine integration and equitable student outcomes.
Pillar 2: Diversity

Magnet Schools of America’s Diversity pillar represents the original intent of magnet
schools to achieve diverse enrollment and the benefits of integration. The diversity pillar

established by Magnet Schools of America (2021) states:
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school quality ratings can be confusing and misleading. Plank and Davis (2020) explain, "parents
face great difficulties in accurately assessing the quality of the education services provided by
the various schools available to their children" (p. 349). For school ratings and reviews, families
may turn to school rating websites, such as GreatSchools.org (https://www.greatschools.org/).
Websites like this rank schools based on publicly available data, such as student achievement on
statewide assessments. The correlation between state test scores and socioeconomic status leads
to an oversimplified perception of school quality that may further contribute to a stratified
system (Figlio & Lucas, 2004). In schools with historically low test scores, it may be helpful to
understand how school leaders have overcome challenges regarding information on school
quality to promote counter-narratives, as negative perceptions of school quality can perpetuate
school segregation and patterns of disparate economic investment (Vey & Morales, 2022). In
light of these concerns, school leaders may also benefit from understanding how and why
families choose schools to effectively transform program promotion and enrollment systems to
increase inclusivity and accessibility.

While not traditional roles of school principals, marketing and recruitment have become
an increasingly important responsibility of public school leaders whose schools face growing
competition (Anast-May et al., 2012; Cucchiara, 2013; Damaso & Lima, 2020; McGhee &
Anderson, 2019; Oplatka, 2007). Magnet school leaders must increasingly engage in marketing
and recruitment practices to attract diverse enrollment to promote voluntary school integration.
In districts with declining enrollment, the threat of school closure may further increase the
perceived need for school leaders to engage in promotional activities.

Reasons Families Choose Schools. Thus far, much of the existing research on school

choice focuses on the role of parents as consumers and the reasons why families select a school
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Successes and Challenges of West Cal High School’s Magnet Implementation

School Year Successes Challenges
2017-2018 hiring of highly qualified project delays in curriculum development and early
personnel; development of action plans college integrated units
2018-2019 continued development of the early college teacher buy-in for curriculum development
theme; expansion of dual enrollment courses;
doubled students earning college credits
2019-2020 increased and increasingly diverse enrollment; uncertain student engagement and
increased participation in tours and achievement during remote learning due to
prospective student visits COVID-19 pandemic; Many students (116)
dropped dual enrollment courses
2020-2021 increased marketing efforts, including student engagement during remote learning;
word of mouth marketing resulting in difficulty pursuing teacher curriculum
increased student applications; increase parent development during remote learning;
involvement substitute teacher shortages
2021-2022 increased word-of-mouth marketing and substitute teacher shortages; less collaborative

return to on-campus events resulting in
increased applicants and increasingly diverse
applicant pool; first cohort of magnet students
graduated, including valedictorian who earned
an AA; 68% of the 2022 senior class
graduated with more than 24 college units,
while the other 32% had varying numbers of
college credits on their transcripts; 57 on-site
dual enrollment courses offered

planning time; limited in-person recruitment
events; some students struggling to pass dual
enrollment classes

Note. This table illustrates site magnet staff’s perceptions of successes and challenges to implementation over the 5-year period, as documented
for grant reporting purposes and submitted to the U.S. Department of Education. Adapted from: MSAP annual performance report: Dual
enrollment program student enrollment, by U.S. Department of Education, 2018; MSAP annual performance report: Dual enrollment program
student enrollment, by U.S. Department of Education, 2022. Copyright 2018, 2019, 2020, 2021, 2022 by Mesa Verde School District. Reprinted

with permission.

These staff reflections help readers understand staff perceptions of general highlights and

barriers. However, more information is needed to understand specific practices that contributed

to these outcomes as well as more nuanced feelings and experiences of school leaders that might

not be included or applicable in grant reports. Further, as written by the staff responsible for

program implementation to the grantor, these reflections are for the purpose of demonstrating
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progress and would therefore reflect that bias. Thus, claims should be corroborated by other
sources of data to substantiate their validity.
Sources of Data

Existing data sources, including archival records and documents, provided insight and
aligned with the study’s research questions. These sources provided quantitative data on student,
teacher, and parent perceptions during pre- and post-implementation years and quantitative
outcomes or qualitative data regarding program implementation activities. Quantitative outcome
data-informed questions for further inquiry via qualitative interviews and document review.
Archival Records

Archival records included existing quantitative survey data and public use files. Survey
data captured teacher, parent, and student perceptions about particular program components.
Surveys included magnet program surveys and state-administered school climate surveys. Public
use files included annual enrollment, achievement, and suspension data.

Surveys. Archival data from two existing sets of survey data were analyzed. Available
survey items from each data set were reviewed, and questions were selected for further data
collection and analysis based on their relation to one of the magnet pillars. Any relevant
questions that were not included in both the beginning and full implementation years (2017-2018
and 2021-22) were eliminated. The final list included 50 survey data items, which were
organized by magnet pillar and construct (see Appendix A).

These two survey data sets provided some insight into program outcomes. The first
survey data set included school-level magnet program survey results. These magnet surveys were
administered to 10th-grade students and high school teachers by an external program evaluator

and were available for Spring 2018 (start of implementation) and Spring 2022 (full
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implementation). These surveys asked questions specifically about magnet theme
implementation at the school. Student surveys were administered to approximately 122 10th-
grade students in 2018 and 204 10th-grade students in 2022 (54% and 74% response rates,
respectively). Student questions primarily addressed diversity and academic excellence. They
included the extent to which the respondents agreed to statements like, “I wanted to attend this
school because of the magnet theme” and “Our magnet theme makes school challenging”
(Herman et al., 2018, p. 92; Wang et al., 2022, p. 44). Teacher surveys were administered to 45
teachers in 2018 and 40 teachers in 2022 (100% and 82% response rates, respectively).
Questions reflected each magnet pillar except family and community partnerships. For example,
questions regarding curriculum and professional development included, “The professional
development I have received has helped me integrate lessons with the magnet theme into
lessons” (Herman et al., 2018, p. 53; Wang et al., 2022, p. 25).

Results from the California School Climate, Health, and Learning Survey (Cal-SCHLS)
System were also analyzed. Cal-SCHLS is a system of three surveys: the California Healthy
Kids Survey, the California School Staff Survey, and the California School Parent Survey. These
statewide surveys about school climate, student wellness, and safety have been administered
since 1997 and are administered annually to over one million students (California Department of
Education, 2022c¢). School-level results for West Cal students in Grades 9 and 11 were available
for 2016-17 (pre-implementation) and 2021-2022 (full implementation). Response rates for 9th
graders were 33% (n = 74) in 2016-17 and 52% (n = 95 students) in 2021-22. Response rates for
11th graders were 44% (n = 116) in 2016-17 and 20% (n = 37) in 2021-22.

School-level results for staff were also available for 2016-17 and 2021-2022. Staff

respondents included teachers, counselors, and administrators. Response rates were 92.7% (n =



76

51)in 2016-2017 and 85.5% (n = 47) in 2021-22. Parent results from the 2016-17 and 2021-22
administration years were also available but should be interpreted cautiously due to small sample
sizes (n =10 and n = 79, respectively). For this reason, 2016-2017 parent results were not
included in the analysis. Constructs from the surveys related to the magnet pillars primarily
connected to academic excellence and family and community partnerships. The staff survey also
touched on aspects of diversity and leadership. Sample items included the extent to which the
respondents agreed to statements, such as: (a) “Adults who work at this school feel a
responsibility to improve this school,” (b) “Students respect each other’s differences,” (¢)
“Adults from this school respect differences in students,” and (d) “Parents feel welcome to
participate at this school” (CalSCHLS Survey Modules, 2023a, pp. 5-6, 8).

Public Use Files. Public use files contain school, district, and state-level enrollment and
achievement data. The State of California’s DataQuest website (https://dq.cde.ca.gov/) provides
public access to school enrollment, assessment, and accountability data. This data could be easily
disaggregated by student groups and compared to district and state averages. Enrollment,
suspension rate, graduation rate, and math and English language arts assessment data were
available for all 5 years of this case, with exceptions for missing assessment data from the 2019-
2020 school year due to the pandemic. However, all student engagement data should be
interpreted cautiously for 2019-2020 through 2021-2022 due to the COVID-19 pandemic and
related changes in teaching, learning, and data collection and reporting. The State of California
only published data deemed valid and reliable for these years, and per these guidelines, data for

Mesa Verde School District was not published (California School Dashboard, 2022).
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Documents

Documents confirmed implementation activities and corroborated perceived successes
and challenges of program implementation as provided by interview participants. These
documents included annual site visit reports and a fidelity of implementation report. Site visit
reports were generated by an external program evaluator over the 5-year period. Reports
documented recruitment, magnet curriculum development, professional development, and parent
involvement activities for each year of implementation. The fidelity of implementation report
was prepared by the site evaluator in Year 5. These reports were prepared based on on-site
observations and staff-submitted documentation to understand the fidelity of implementation.
Findings from these reports were included in the Phase 2 section of Chapter 4. The wealth of
available data compared alongside these program documents supported the creation of a more
complete picture of how the dual enrollment program was implemented and its short-term
outcomes.
Interviews

Notably, specific leadership practices and program implementation strategies were
minimally addressed by survey questions. To fully address this study’s research questions,
enable rich discussions about complex aspects of program implementation, and gather data from
multiple perspectives within the study’s relatively short timeline, interviews were selected as
another data collection strategy. Interviews, as opposed to focus groups, were preferred to
promote honest contributions from participants, whereas participants may be hesitant to share
negative responses or feelings in front of their colleagues. Interviews were also preferred as
parents and staff have been inundated with surveys. A wealth of survey data already existed that

could complement the personal responses shared by interview participants.
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In-depth, semi-structured interviews with school leaders provided additional insight into
how the dual enrollment program was implemented. Non-random purposive sampling was used
to select volunteer participants to recruit for interviews who reflected the unique contributions to
program implementation, reflective of and respective to their leadership roles. 13 prospective
participants were emailed the recruitment email script and informed consent form. A second
paper copy of the same invitation to participate was sent to participants who did not respond to
the initial email inquiry. Three targeted participants declined to interview. A mutually convenient
time and location were confirmed to schedule interviews with the remaining ten interested
participants. All ten interviews took place in February 2023. Interviewees included three
administrators, four teacher leaders, two parent leaders, and one counselor.

Principal and Assistant Principals. The school’s administrative leaders were selected as
ideal interviewees for their roles in program implementation and their respective expertise and
unique perspectives on school systems and policies. The school administrators had served at the
school throughout the implementation period and had personal experience with the program as
each had enrolled their own children in the school’s dual enrollment program.

Counselor and Teacher Leaders. Counselors and teachers were directly responsible for
scheduling or implementing the early-college-integrated curriculum and were the direct
recipients of most of the professional development offered at the school. A counselor and four
teacher leaders who had worked at the school for at least 5 years were recruited to volunteer in
this study. Ideal interviewees were recommended by a site administrator as people who had a
direct or indirect role in program implementation as decision-makers and influencers of school
culture. A recruitment letter seeking volunteers was sent to these select counselors and teacher

leaders (see Appendix B).
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Parent Leaders. Parent leaders who served on one or more parent committees (English
Learner Advisory Council, School Site Council, African American Parent Council, Parent
Teacher Student Association, Magnet Steering Committee), had been a parent at the school for
more than 3 years, and who represented diverse socioeconomic and racial backgrounds were also
recruited to participate. Parent leaders brought unique perspectives through their personal
connections and understanding of their children’s experiences and their unique involvement in
influencing school policies, plans, culture, and climate. Some interviewees represented multiple
perspectives, as some administrators and teachers were also parents of West Cal students.

Interview documentation omitted any personally identifiable information regarding the
participants, and interviewees were reminded to avoid using personal names or any personally
identifiable information of any school or district staff or specific persons in their responses. This
exclusion was intended to encourage honest contributions. Interviews were audio-recorded for
transcription purposes only using Otter (https://otter.ai/). Audio files were discarded within one
hour of the end of each interview session once the transcription was finalized and available for
download via an encrypted file. Transcripts were stored as encrypted files on a password-
protected device.

Data collected from interviews provided diverse and varied perspectives from adults who
engaged differently in supporting program implementation. These interviews were essential to
understanding program actors' perceptions and experiences.

Reflective Notes

Case study notes were maintained throughout the research process. These type-written

notes were taken during document and interview transcript analysis. Notes were reviewed within

24 hours to ensure they were legible and captured ideas accurately. Notes included a reflective
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journal entry to capture key ideas that surfaced during data analysis. These notes and reflections
were maintained in the case study database so that future researchers could refer to them.
Human Subjects Considerations

Much of this study relied on publicly available data sources and documents containing
school-level data not specific or identifiable to particular students, teachers, parents, or
administrators. Interviews, however, involved research on individual perceptions. Thus, specific
written permission was obtained from the university’s Institutional Review Board (IRB;
Appendix C) and school district to carry out the study, and informed consent (Appendix D) was
collected from all interview participants. This consent communicated how data would be used to
improve local practice and inform future research that could help other practitioners.

All participants were volunteers over age 18 who were not from quasi-protected groups
and who were not professionally associated with the researcher in any supervisory or evaluative
capacity. The study may have posed minimal risk to the participants (possible loss of
confidentiality and emotional or potential psychological distress). To prevent or mitigate these
risks, pseudonyms were used for all names, places, and identifiable events to protect the district’s
and participants’ privacy and confidentiality. Where it would not affect the interpretation of
findings, minor details and references were changed to provide reasonable anonymity. Interviews
were audio-recorded for transcription purposes only, and notes and transcripts did not identify
content attributable to named individuals. All records were encrypted and stored in a password-
protected drive.

Participation in this study did not have any negative impact on program evaluations,
instructor evaluations, or employment, and this study did not involve significant time away from

the delivery of curriculum or instruction. Interviews were not conducted by supervisors involved
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in employment decisions. No financial, professional, or personal conflicts of interest were
associated with this study. There were no financial contributors to this study.
Validity and Reliability

Construct validity was increased by using multiple data sources, incorporating multiple
perspectives, including peer and participant reviews, and maintaining detailed records (Guba &
Lincoln, 1985; Yin, 2018). Multiple data sources enabled triangulation, which seeks to locate
where lines from different reference points intersect or converge (Yin, 2018). Documents such as
site visit reports were used to corroborate the evidence from other sources. Yin (2018) notes that
such “documentation is useful even though it is not always accurate and may not be lacking in
bias” (p. 113). Rather than serving as a basis for drawing conclusions, site visit reports were used
to corroborate specific implementation activities.

To further increase the validity of constructs, a chain of evidence was established and
maintained in the case study database. The chain of evidence included detailed procedures for
data collection and analysis, including reflections on how any processes varied from planned
procedures. Key participants and peers also reviewed drafts of the integrated findings to confirm
the accuracy of descriptions and increase validity (Guba & Lincoln, 1985).

Other validity concerns with an explanatory sequential mixed methods design include the
accuracy of overall findings if all options are not considered for explaining the quantitative
results and the use of different samples across phases. To increase validity, the researcher
considered multiple options for explanations of quantitative results and used multiple data
sources to corroborate findings. Additionally, different samples during Phase 1 and Phase 2 of
the study may have impacted validity. While both phases included samples of people from the

same general populations (students, teachers/staff, parents), students and non-leaders were
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excluded from interviews. Future research to interview students and non-leaders could address
this concern.

To increase the study’s reliability, a secure online spreadsheet, Case Study Database, was
used to compile a list of all documents, archival records, and case study notes. The list was
formatted as an annotated bibliography with a summary of the document's purpose and use and a
link to the full document or record. Additionally, a uniform interview protocol (Appendix E),
adapted from Yin (2018), was used to describe the study’s rationale, interview questions, and
interview procedures. The case study database, including all case study notes, the chain of
evidence, and the interview protocol, promoted the increased reliability of this study.

Additionally, prior to conducting interviews, a pilot interview was conducted to test the
interview protocol and proposed interview questions to improve the validity of qualitative data.
The interview protocol was tested in January 2023, after which changes were made to improve
the protocol (see Appendix F). First, additional instructions were added to interview procedures
to inform participants that the intent of the interview is to understand successful leadership
practices and experienced challenges more broadly, as opposed to a particular leader’s personal
characteristics. Next, the pilot interview informed needed revisions to guiding questions. The
initial specificity of guiding interview questions regarding successes and challenges seemed to be
leading and too narrow to address the study’s intent. For example, questions regarding
challenges elicited responses that tended to focus on individuals’ behaviors rather than
schoolwide patterns. Revised questions did not delineate for interviewees whether a question was
intended to understand a success or challenge. The questions were reworded to capture both
perceived successes and challenges depending on the interviewees’ experiences and perspectives

and to achieve the aim of understanding leadership practices and systems as opposed to personal
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leadership qualities. This revised protocol supported the documentation of procedures and aided
adherence to the intended line of inquiry amidst the vast amount of information collected from
multiple interviews (Yin, 2018).
Analysis

Non-crossover analysis was used during each respective phase of the study. First,
descriptive statistics were applied to analyze existing quantitative school-level enrollment,
achievement, and survey data for Phase 1. For data that was available throughout the 5-year year
period, including enrollment and academic achievement data, data points for each year were
plotted to illustrate trends over time and reveal any patterns that might indicate areas of change
based on increases or declines over time. The Magnet and Cal-SCHLS survey data presented an
opportunity to compare early and full implementation perceptions using school-level results that
represented multiple perspectives (students, staff, parents). Differences were calculated between
the pre and post-results to determine which survey items demonstrated the greatest range to
reveal potential shifts over time. Where relevant and possible, district results were provided for
contextual reference. Quantitative data are presented in Chapter 4 via frequency distribution and
summary tables and a detailed description of summary data. These quantitative findings were
used to refine interview questions further and inform qualitative data collection and analysis in
Phase 2.

Qualitative data was analyzed using Creswell and Creswell’s (2017) 5-Step Analysis
Process. Data was first organized and prepared through transcribing interviews with Otter.ai
software and scanning documents, then read for overall meaning, followed by coding and

categorizing text with labels. Additional rounds of coding enabled synthesizing of the data across
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multiple data sets. After several iterations of this process, patterns were identified, and data were
interpreted into prominent themes.

An initial deductive approach was used to code interview transcripts. Thematic analysis
included a priori themes based on the conceptual framework and themes from the literature
(leadership- collaboration, operational systems, instructional; diversity - choice, respect,
interaction, equity and inclusion; curriculum & professional development- participation,
effectiveness, rigor; academic excellence- care, high expectations, support, impact; and family &
community partnerships- welcoming environment, partnership, communication). New codes
emerged during the coding process. Further review of survey data and other data provided by
case documents enabled the re-examination of the additional relevant data points.

Otter.ai software enabled simultaneous transcription of interviewee responses and initial
qualitative data review. Transcripts were read and edited within one hour of the interview to
correct any words that were not accurately transcribed and replace any school, district, or
personal identifiers with pseudonyms. Otter.ai software additionally assigned summary
keywords, generated by its artificial intelligence software based on the frequency of usage;
however, these were disregarded as they were generally common words of less relevance to the
intended line of inquiry, such as the name of the school or college partner. Full transcripts were
downloaded from Otter.ai and saved as encrypted files on a password-protected device. Then,
audio recordings were deleted to protect the privacy and confidentiality of the interviewees.

The full interview transcripts were then uploaded to HyperRESEARCH, a software to
assist in the coding process. Documents, including magnet site visit reports and a fidelity of
implementation report were uploaded to HyperRESEARCH as sources. Pertinent information

related to a priori codes was highlighted, as were additional excerpts that might be of interest for
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new codes, and reflective notes about coding decisions were maintained in a reflective notes tab
in the case study database.

After two transcripts were coded, the researcher took additional steps to increase the
reliability and validity of the findings. A frequency report was used to visualize overlapping and
irrelevant themes. Codes were refined, and definitions of each code were written into the
HyperRESEARCH code book. Transcripts were re-coded where appropriate based on the
updated code book, and the code book and initial transcripts were then shared with a peer
doctoral student to establish intercoder reliability. The peer researcher separately coded each of
the two initial transcripts using Quirkos. The findings from each coder were compared and
discussed, and codes and code definitions were updated and further refined to improve the
reliability of the findings. Next, the remaining interviews were conducted. The integrated
findings were then shared back with an interviewee for member-checking to ensure the
researcher accurately captured the perceptions and experiences of the interview participants.

Finally, HyperRESEARCH was also used to enhance reporting of themes. The software
produced code frequency reports, charts, and word clouds to visualize prominent themes.
Qualitative findings are presented via thick descriptions of significant themes in Chapter 4. After
quantitative and qualitative data were collected and analyzed separately, findings from multiple
sources were interpreted to discuss how the qualitative findings explained quantitative results
(Creswell & Creswell, 2017). This integrated data analysis step provided opportunities to
compile and analyze relevant data points to synthesize and develop a set of findings.

Reporting Findings
Findings from all sources were integrated and reported by phase and thematic categories

in Chapter 4. This format was selected to aid the intended audience, K-12 educator practitioners,
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in locating the specific findings and conclusions that may be most relevant to them. Reported
findings included the construction of logic models to display outcomes for each pillar alongside
implementation activities. Logic models are graphic displays of concepts that illustrate the
relationship between implementation activities or events to “theoretically predicted events,” in
this case, the perceived or experienced short-term outcomes revealed through analysis of
multiple data sources (Yin, 2018, p. 186). Conclusions are explained in Chapter 5, followed by
implications for practitioners and future research.

Limitations of the Study

The study presented several limitations that may have impacted the study’s findings.
These limitations included the lack of precision in socioeconomic status data, validity concerns
regarding ethnicity and race data and academic achievement data, the lack of availability of valid
data on long-term student outcomes, and the inherent limitations to the generalizability of
findings for a single case study.

The lack of reliability of student socioeconomic status data related to enrollment
demographics. Socioeconomic integration is relevant to this study; however, school-level
socioeconomic status data, such as qualification for free or reduced-price lunch, has been
unreliable in recent years due to (a) 2019 changes in California to expand eligibility for free or
reduced-price meals in schools and (b) the impact of the 2020 coronavirus pandemic on
employment. Further, free and reduced-price lunch is a flawed variable since its basis is in
federal income guidelines, which shift (Ware, 2019).

Data on ethnicity and race also presented limitations. This data was collected based on
predetermined categories from which parents may select options (Hispanic or Not Hispanic for

ethnicity and a limited number of selections for race). It is important to note that these selections



87

may not accurately depict the ethnic or racial identity that a parent or student might otherwise
use to describe themselves. For example, students who identify as ethnically Hispanic and
racially White would be reported as Hispanic or Latino in state and federal educational data
systems. In contrast, the student may identify and present as White. The Hispanic or Latino
subgroup represents students with a wide array of racial identities, including those who may
identify as White, Latino, or biracial White and Latino. Therefore, enrollment data by ethnicity
and race may fail to represent the full extent of any demographic shifts at the school of study. Of
course, this limitation may apply to other racial categories as well. Nevertheless, this data point
has been reported consistently via the U.S. Census and school reports, so this was the available
data to utilize at this time for monitoring demographic shifts.

Additionally, student outcome data on academic indicators such as enrollment and
persistence in college may have provided additional insight into the impact of the dual
enrollment magnet program. However, at this time, such outcome data was not yet available.
Further, academic data was likely impacted by the COVID-19 pandemic, which resulted in
school closures, remote learning, and excessive absences among students and teachers due to
quarantines between March 2020 and June 2022. Therefore, academic data included in this study
should be interpreted cautiously.

Finally, this study aimed to provide an in-depth case study of one school. Due to the
limited number of participants and the narrow scope of the research, the results of this study may
not be generalizable to other schools and settings. However, this study may inform future

researchers of aspects of magnet implementation that warrant more extensive study.
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Assumptions of the Study

Several assumptions underlie this study design. One assumption included the presumed
honesty of interview participants. An interview protocol was used to address these assumptions
and encourage valid responses. Similarly, data from existing surveys were assumed to reflect
valid responses. To support this assumption, all survey reports stored in the case study database
included the original researchers’ explanation of survey validity and instructions to participants.

Based on the study’s conceptual framework, there were also inherent assumptions in
interpreting findings and conclusions. These included the assumption that the education system,
its policies, and structures as presently designed privilege and center White norms while unfairly
disadvantaging some individuals and communities, undermining their full potential and
contributing to unequal student outcomes. Thus, this study assumed that school leaders must
challenge and change systems to facilitate more equitable student outcomes. The study’s
conceptual framework also assumes that common elements are necessary to establish an
effective magnet program, and these elements can be observed and measured.

Another assumption of this study was the value of possible findings. While study findings
may not be typically generalizable to other programs, findings may provide valuable insight to
practitioners. According to Flyvbjerg (2006), “Context-dependent knowledge and experience are
at the very heart of expert activity,” and the proximity to the case and feedback from study
participants can bring clarity about the usefulness of research findings (p. 222). The research
questions and study design were informed by existing literature and peer-reviewed studies to

address this assumption.
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Chapter Summary

This mixed methods case study aimed to understand how school leaders implemented a
dual enrollment magnet program. Data from documents, archival records, and interviews were
collected and analyzed to examine how school leaders engaged in activities to promote and
implement critical aspects of the program alongside potential impacts. The proposed analysis of
this information intended to consider how this case might inform future practice within the
school and the larger educational community, including magnet and early college practitioners.

Findings from this study follow in Chapter 4.
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Chapter 4: Research Findings

The first chapter of this study introduced the problem and the study’s purpose and
significance. Segregated schools generally predict disparate academic outcomes for students due
to differences in resources and access to opportunities (Kucsera et al., 2015; Reardon et al.,
2021; Riel et al., 2022). Such opportunity gaps can be addressed through specialized magnet
programs, including dual enrollment programs. However, early college programs have not
historically reflected the diversity of California high schools (Smith, 2022). Even racially and
economically diverse schools may perpetuate practices that segregate or further marginalize
students, such as tracking (Howard & Noguera, 2020), tiered systems of schools (Caruthers et
al., 2022; Harris, 2022), or school gentrification (Posey-Maddox et al., 2014; Roda, 2020). The
primary aim of this case study was thus to understand how school leaders established and
facilitated student integration, equitable access, and positive academic outcomes in a multiracial
and increasingly diverse dual enrollment magnet school.

Chapters 2 and 3 presented a review of the literature and the study’s methodological
design. The literature review included the historical context of segregation and desegregation in
California and the United States, the history of magnet schools and early college programs, and
an overview of the existing research on magnet schools and dual enrollment programs through
the lens of the five pillars of magnet schools, the integration theory of choice, and the idea of
school leaders as cultural workers. The study’s methodology was then described as an
explanatory sequential mixed methods case study design, which included two phases. In Phase 1,
existing survey data and evaluator reports were analyzed to understand the dual enrollment
program's short-term outcomes and to inform the interview questions posed in Phase 2, which

included conversations with school leaders to understand their perceived successes and
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challenges of program implementation. This chapter presents the study’s findings to answer the
following research questions:
e Phase 1- RQ1: What has changed at the school since the dual enrollment magnet program
was implemented?
e Phase 2- RQ2: How did school leaders foster successful outcomes of the dual enrollment
magnet program?
o SQ2: How did school leaders facilitate:
m SQ2a: ethnic, racial, and socioeconomic school diversity;
m  SQ2b: innovative curriculum and professional development;
m  SQ2c: academic excellence; and
m SQ2d: family and community partnerships?
e Phase 2- RQ3: How did school leaders experience and address challenges to program
implementation?
o SQ3: How did school leaders experience and address challenges to fostering:
m  SQ3a: ethnic, racial, and socioeconomic school diversity;
m  SQ3b: innovative curriculum and professional development;
m  SQ3c: academic excellence; and

m  SQ3d: family and community partnerships?
Phase 1 Results: Changes Over Time

This section of quantitative results focuses on changes at the magnet school to answer RQ
1, “What has changed at the school since the dual enrollment magnet program was
implemented?” School-level findings are reported and organized by each of the five magnet

pillars. Where applicable, district data are also included for contextual reference.
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Survey results are identified throughout this section in relation to the overall percentage
of favorable responses. “Favorable” indicates that respondents agreed or strongly agreed with a

positive statement or indicated a positive statement was pretty much true or very much true.
Leadership

In areas of leadership, survey results demonstrated some areas of increased favorable
responses and some areas of decreased favorable responses since the dual enrollment program
began (see Table 6). From 2016-2017 (pre-implementation) to 2021-22 (full implementation),
staff reported more favorable responses to feelings of “trust and collegiality among staff,” with
93% agreement, an increase of 11% over the 4 years. However, staff participation in decision-

making decreased by 9% over the same period for a total of 73% agreement in 2020-2021.

Table 6

Survey Findings Related to Leadership

Survey Items WCHS WCHS Change MVSD
2017 2022 2022
% % % %

Collaborative Leadership

This school promotes trust and collegiality among staff. [t] 82 93 11 89

This school promotes personnel participation in decision- 82 73 -9 74
making that affects school practices and policies. [t]

Adults who work at this school feel a responsibility to 84 82 -2 81
improve this school. [t]

Note. Symbols are used to represent if the survey responses were from teachers and staff [t], parents [p], or students [s]. The overall percentage of
favorable responses for West Cal High School in 2021-2022 was compared to responses to the same items at the beginning of implementation.
The overall percentage of favorable responses for Mesa Verde School District in 2021-2022 was compared to West Cal High School responses to
the same items in 2021-2022 to calculate the difference between school and district-level responses. Adapted from CalSCHLS Survey Modules.
(2023a). California school staff in-school survey. CalSCHLS. https://calschls.org/site/assets/files/1103/csss-2223 _in-

school _final watermarked.pdf. Reprinted with permission.

Suspension data were also compared over time as one indicator of school policies and
systemic changes that may impact student engagement. A decrease in suspensions is a general

indicator of reduced discipline incidents on a school campus and may therefore indicate


https://calschls.org/site/assets/files/1103/csss-2223_in-school_final_watermarked.pdf
https://calschls.org/site/assets/files/1103/csss-2223_in-school_final_watermarked.pdf
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improvements in school culture and climate. Over 5 years, the suspension rate decreased from

10.7% to 7.2%, as shown in Figure 4.

Figure 4

Suspension Rates at West Cal High School Decline from 2016-17 to 2021-22

12.50%

10.00%

7.50%

5.00%

2.50%

0.00%
2016-17 2017-18 2018-19 2019-20* 2020-21* 2021-22

Note. *Data is omitted for 2019-2020 and 2020-21 due to the COVID-19 pandemic, wherein students were learning from home for part of the
school year. The specified school in the data source reference is not included to protect the anonymity of interview participants. From: Conditions
and climate: Suspension rate, by DataQuest, 2023 (https://www.caschooldashboard.org/reports/). In the public domain.

Diversity

When its magnet program began, student enrollment by ethnicity, race, and
socioeconomic status varied from district averages by 10% or more for each of Mesa Verde’s
largest ethnic or racial subgroups, and school and district enrollment steadily declined each year.
Since establishing its dual enrollment magnet program in 2017, enrollment at West Cal increased
by approximately 44 students. Enrollment increased by 125 students from Fall 2019 to Fall 2021

(the school continued to experience declines in enrollment in the first implementation years, with


https://www.caschooldashboard.org/reports/
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an enrollment boost occurring after the third full year of program implementation). Such
increases did not occur at the district level, where enrollment has steadily declined. The
enrollment percentage of White students also increased while maintaining enrollment numbers of
Black and Latino students (California Department of Education, 2022b). At West Cal, the
percentage of economically disadvantaged students also increased; however, it is unclear how

the COVID-19 pandemic or changes in collection procedures may have impacted these figures
due to increased student eligibility for free and reduced lunch (see Table 7).

Table 7

2017-18 and 2021-22 West Cal High School Compared to District Enrollment

Total Enrollment by =~ WCHS 2017-2018  WCHS 2021-2022 MVSD MVSD
Ethnicity or Race 892 936 2017-2018 2021-2022
N (%) N (%) 16,881 14,542
N (%) N (%)
Hispanic or Latino 638 (71.5) 637 (68.1) 10,589 (59.8) 9,163 (57.8)
White 16 (1.8) 53(5.7) 3,279 (16.8) 3,033 (19.1)
Asian 15 (1.6) 16 (1.8) 1,252 (7.1) 1,126 (7.1)
Black or African 199 (22.3) 209 (22.3) 2,272 (12.2) 1,667 (10.5)
American
Two or More Races 16 (1.8) 19 (2) 553 (3.1) 671 (4.2)
Socioeconomically 725 (81.3) 808 (86.3) 10,698 (63.4) 10,033 (69)
Disadvantaged

Note. This table illustrates school and district enrollment by group for the 2017-18 and 2021-2022 school years. West Cal has increased
enrollment from the underrepresented group of White students while maintaining enrollment for all other ethnic/racial groups. The specified
school in the data source reference is not included to protect the anonymity of interview participants. From: School Enrollment Multi-Year
Summary by Ethnicity, by DataQuest, 2023 (https://dq.cde.ca.gov/dataquest/page2.asp?level=School&subject=Enrollment&submit]=Submit). In
the public domain.

Student and staff survey data demonstrated mostly positive changes related to diversity
and equity (see Table 8). First, survey questions intended to assess whether students liked and
attended the school for the magnet theme were analyzed as related to student recruitment to

promote school diversity. Responses to these items indicated the extent to which the magnet
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theme was attributed to increased enrollment. Responses demonstrated improvements between
early and full-implementation years, with increases of 24% and 25%. Over the same period,
more staff (88%) also agreed that facilities were well maintained and clean, an increase of 7%.
This item was included as a possible indicator of school attractiveness and resource investment.
Agreement for this item exceeded the district average.

Table 8

Survey Findings Related to Diversity

Survey Items WCHS WCHS Change MVSD
‘17/°18 2022 2022
% % % %

Attractive Magnet Theme/School

1. I like the magnet theme at my school. [s]® 65 89 24 n/a

2. I wanted to attend this school because of the magnet theme. 39 64 25 n/a
[S]ab

3. This school has clean and well-maintained facilities and 81 88 7 62

property. [t

Respect
4. Students respect each other’s differences. [t]* 88 97 9 85
5. Adults from this school respect differences in students. [t 96 97 1 98
6. This school fosters an appreciation of student diversity and 94 100 6 95
respect for each other. [t]®
Interaction
7. Students get along well with one another. [t]* 92 93 1 93
8. Teachers show that they think it is important for students of 98 95 -3 96

different races and cultures at this school to get along with
each other. [t]°

Equity and Inclusion

9. Students' participation in magnet theme activities reflects the 45 90 45 n/a
racial mix of the school. [t]*™

10. This school considers closing the racial/ethnic achievement 94 93 -1 85
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Survey Items WCHS WCHS Change MVSD
‘17/°18 2022 2022
% % % %
gap a high priority. [t]®
11. 1 feel like I am a part of this school. (11th grade) [s]° 52 68 16 47
12. 1 feel like T am a part of this school. (9th grade) [s]° 58 65 7 49

Note. Symbols are used to represent if the survey responses were from teachers and staff [t], parents [p], or students [s]. The overall percentage of
favorable responses for West Cal High School in 2021-2022 was compared to responses to the same items at the beginning of implementation
(2017 for items 3-8, 10-12 and 2018 for item 1, 2, 9 based on the survey source). The abbreviation n/a where indicated represents not applicable
for surveys in which there was not available data. The overall percentage of favorable responses for Mesa Verde School District in 2021-2022
was compared to West Cal High School responses to the same items in 2021-2022 to calculate the difference between school and district-level
responses. “Adapted from 2018 MSAP student and teacher survey report, by J. Herman, V. Bozeman, and J. Wang, 2018, National Center for
Research on Evaluation Standards, and Student Testing (CRESST). The Regents of the University of California. Copyright 2018 by The Regents
of the University of California. Reprinted with permission. "Adapted from 2022 MSAP student and teacher survey report, by J. Wang, V.
Bozeman, L. de Vries, and Q. Debley, 2022, National Center for Research on Evaluation Standards, and Student Testing (CRESST). The Regents
of the University of California. Copyright 2018 by The Regents of the University of California. Reprinted with permission. “‘CalSCHLS Survey
Modules. (2023b). Middle/high school climate in-school module (English). CalSCHLS. https://calschls.org/site/assets/files/1103/mshs-
schoolclimate-in-school-2223 final.pdf. Reprinted with permission. CalSCHLS Survey Modules. (2023a). California school staff in-school
survey. CalSCHLS. https://calschls.org/site/assets/files/1103/csss-2223 _in-school_final watermarked.pdf. Reprinted with permission.

Staff also selected mostly favorable responses and increasingly favorable responses
between survey administration years, agreeing that students interacted and respected each other
and that instructional practices and student participation in dual enrollment were reflective of the
diverse student body. 2021-2022 school-level results also exceeded district averages.

One of the areas with the largest increase over time was agreement that student
participation in magnet-themed activities reflected the racial mix of the school, an increase of
45% from 2017-2018 to 2021-22 to 90% agreement. While improved, just over half of 9th and
11th-grade students agreed they felt they were a part of the school, an area of lower relative
agreement than other survey items, although school responses exceeded district averages.
Innovative Curriculum and Professional Development

Survey responses also demonstrated consistent increases in agreement related to
curriculum and professional development, indicating increased implementation of the early
college magnet theme since program implementation began (see Table 9). Pre and post-survey

data comparisons regarding instructional prioritization of the magnet theme increased by 14% for


https://calschls.org/site/assets/files/1103/mshs-schoolclimate-in-school-2223_final.pdf
https://calschls.org/site/assets/files/1103/mshs-schoolclimate-in-school-2223_final.pdf
https://calschls.org/site/assets/files/1103/csss-2223_in-school_final_watermarked.pdf

a total of 85% agreement, an indicator of increasing implementation and instructional focus on
the magnet theme. Professional development, teacher-reported comfort and time incorporating
the magnet theme in instruction also increased, as did favorable responses to the application of
professional development. Teachers responded more favorably that training helped them
implement the magnet theme. Students also increasingly agreed that they experienced early
college in their classes and that this thematic exposure made their classes more challenging.
Table 9

Survey Findings Related to Curriculum and Professional Development
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Survey Items WCHS WCHS Change MVSD
‘17/°18 2022 2022
% % % %

Participation in Professional Development

How many hours did you spend on professional development 3 36 33 n/a
activities related to magnet theme implementation, including
unit development? [t]*™

How many hours did you spend on professional development 0 36 36 n/a
activities related to the development of magnet-theme
instructional strategies? [t]™

This school has staff examine their own cultural biases 73 98 25 86
through professional development or other processes. [t]*

This school provides the supports needed for teaching 81 92 11 83
culturally and linguistically diverse students. [t

Effectiveness of Professional Development

To properly implement the magnet theme, I have altered my 29 64 35 n/a
teaching methods. [t]™

I am comfortable teaching lessons that are related to the 63 79 16 n/a
magnet theme. [t]™

Please indicate the approximate number of hours per week 6 31 25 n/a
you incorporate your school’s magnet theme into your

lessons. [t]™

The professional development I have received has helped me 18 74 56 n/a
integrate lessons with the magnet theme into lessons. [t]*

I learn about the magnet theme in most of my classes. [s] 44 59 15 n/a
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Survey Items WCHS WCHS Change MVSD
‘17/°18 2022 2022
% % % %
10. This school emphasizes using instructional materials that 77 86 9 84

reflect the culture or ethnicity of its students. [

11. It is clear that the magnet theme is an instructional priority of 71 85 14 n/a
this school. [t]™°

Note. Symbols are used to represent if the survey responses were from teachers and staff [t], parents [p], or students [s]. The overall percentage of
favorable responses for West Cal High School in 2021-2022 was compared to responses to the same items at the beginning of implementation
(2017 for items 3-4 and 2018 for item 1, 2, 5-10 based on the survey source). The overall percentage of favorable responses for Mesa Verde
School District in 2021-2022 was compared to West Cal High School responses to the same items in 2021-2022, where possible, to calculate the
difference between school and district-level responses. The abbreviation n/a where indicated represents not applicable for surveys in which there
was not available district-level data.Adapted from 2018 MSAP student and teacher survey report, by J. Herman, V. Bozeman, and J. Wang,
2018, National Center for Research on Evaluation Standards, and Student Testing (CRESST). The Regents of the University of California.
Copyright 2018 by The Regents of the University of California. Reprinted with permission. *Adapted from 2022 MSAP student and teacher
survey report, by J. Wang, V. Bozeman, L. de Vries, and Q. Debley, 2022, National Center for Research on Evaluation Standards, and Student
Testing (CRESST). The Regents of the University of California. Copyright 2018 by The Regents of the University of California. Reprinted with
permission. “CalSCHLS Survey Modules. (2023a). California school staff in-school survey. CalSCHLS.
https://calschls.org/site/assets/files/1103/csss-2223 in-school final watermarked.pdf. Reprinted with permission.

Academic Excellence

Changes in academic excellence over time were measured using state test score data,
graduation rates, and survey responses. State test scores demonstrated widening gaps between
school and district-level student achievement in English language arts (Figure 5). In 2021-2022,
46.75% of students met or exceeded standards in English language arts as compared to 47.8% in
2016-17 before the dual enrollment magnet program was implemented and 52.86% districtwide
in 2021-2022. The gap between school and district performance was larger than before program

implementation.


https://calschls.org/site/assets/files/1103/csss-2223_in-school_final_watermarked.pdf
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Figure 5

English Language Arts Standards Proficiency Rates Over Time

@ WCHs MVSD
60.00%

40.00%

20.00%

0.00%
2016-17 2017-18 2018-19 2019-20* 2020-21* 2021-22

Note. *Data is omitted for 2019-2020 and 2020-21 due to the COVID-19 pandemic, wherein students were learning from home for part of the
school year. The specified school in the data source reference is not included to protect the anonymity of interview participants. From: Academic
performance: English Language Arts, by DataQuest, 2023 (https://www.caschooldashboard.org/reports/). In the public domain.

Similar widening gaps between school and district-level student achievement in
mathematics were also apparent (see Figure 6). In 2021-2022, 12.65% of students met or
exceeded standards in mathematics compared to 17.32% in 2016-17 before the dual enrollment
magnet program was implemented and 24.39% districtwide in 2021-2022. The gap between

school and district performance was wider than in pre-implementation years.



100

Figure 6

Mathematics Standards Proficiency Rates Over Time

@ WCHs MVSD
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Note. *Data is omitted for 2019-2020 and 2020-21 due to the COVID-19 pandemic, wherein students were learning from home for part of the
school year. The specified school in the data source reference is not included to protect the anonymity of interview participants. From: Academic
performance: Mathematics, by DataQuest, 2023 (https://www.caschooldashboard.org/reports/). In the public domain.

High School graduation rates show that West Cal High School has maintained and
slightly increased graduation rates from 92% in 2016-2017 to 93% in 2021-2022 (Figure 7).
However, districtwide increases over time have been greater, from 84.5% in 2016-2017 to 88.7%

in 2021-2022.
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Figure 7

Four-Year Adjusted Cohort Graduation Rate Over Time
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Note. *Data may be less valid and reliable for 2019-2020 and 2020-21 due to the COVID-19 pandemic, wherein students were learning from
home for part of the school year. The specified school in the data source reference is not included to protect the anonymity of interview
participants. From: Academic engagement: Graduation rate, by DataQuest, 2023 (https://www.caschooldashboard.org/reports/). In the public
domain.

While teachers increasingly agreed that the magnet theme improved student achievement,
other student and staff survey data related to academic excellence demonstrated maintenance or
declines in several areas over the years (see Table 10). Of note, students reported less favorable
responses to perceptions of care, and teachers and students reported less favorable responses to
perceptions of high expectations of students compared to pre-implementation results. Despite
these decreases, parents and students responded favorably (96% and 85%, respectively) that
West Cal promotes academic success for all students, and overall results included more favorable
responses than district averages. Regarding student support, students' responses demonstrated

increasingly favorable perceptions over time of the availability of help as needed; however,
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students also responded less favorably than pre-implementation to questions regarding adequate

counseling services and teacher supports, including re-teaching of content as needed.

Table 10

Survey Findings Related to Academic Excellence

Survey Items WCHS WCHS Change MVSD
‘17/°18 2022 2022
% % % %
Caring Adults
1. At my school, there is a teacher or some other adult who 63 63 0 53
really cares about me. 11th gr. [s]°
2. At my school, there is a teacher or some other adult who 64 55 -9 45
really cares about me. 9th gr. [s]°
3. Adults who work at this school really care about every 88 89 1 89
student. [t]*
High Expectations
4. At my school, there is a teacher or some other adult who 77 66 -11 58
believes that T will be a success. 11th gr. [s]°
5. At my school, there is a teacher or some other adult who 76 70 -6 58
believes that I will be a success. 9th gr. [s]°
6. Adults who work at this school believe that every student can 92 87 -5 86
be a success. [t]
7. This school promotes academic success for all students. [t] 90 87 -3 88
8.  This school promotes academic success for all students. [p]° n/a 96 n/a 86
9. Our magnet theme makes school challenging. [s]™ 49 69 20 n/a
Support
10. This school is a supportive and inviting place for students to 96 98 2 98
learn. [t]*
11. This school emphasizes helping students academically when 92 98 6 93
they need it. [t
12. This school provides adequate counseling and support 94 87 -7 75
services for students. [t]
n/a

13. Teachers re-teach topics because student performance on 92 60 -32
assignments or assessments did not meet high standards.
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Survey Items WCHS WCHS Change MVSD
‘17/°18 2022 2022
% % % %
[t]ab
Academic Outcomes
14. My school’s focus on the magnet theme has improved the 26 77 31 n/a

achievement of my students. [t]*

15. As things stand now, how far in school do you think you 64 60 -4 n/a
will get [in school]? [s]™

Note: Symbols are used to represent if the survey responses were from teachers and staff [t], parents [p], or students [s]. The overall percentage of
favorable responses for West Cal High School in 2021-2022 was compared to responses to the same items at the beginning of implementation
(2017 for items 1-12 and 2018 for item 13-15 based on the survey source). The overall percentage of favorable responses for Mesa Verde School
District in 2021-2022 was included for contextual reference. The abbreviation n/a where indicated represents not applicable for surveys in which
there was not available district-level data or where school-level data was not deemed valid or reliable that administration year due to low
participation rates. “Adapted from 2018 MSAP student and teacher survey report, by J. Herman, V. Bozeman, and J. Wang, 2018, National Center
for Research on Evaluation Standards, and Student Testing (CRESST). The Regents of the University of California. Copyright 2018 by The
Regents of the University of California. Reprinted with permission. "Adapted from 2022 MSAP student and teacher survey report, by J. Wang, V.
Bozeman, L. de Vries, and Q. Debley, 2022, National Center for Research on Evaluation Standards, and Student Testing (CRESST). The Regents
of the University of California. Copyright 2018 by The Regents of the University of California. Reprinted with permission. “‘CalSCHLS Survey
Modules. (2023b). Middle/high school climate in-school module (English). CalSCHLS. https://calschls.org/site/assets/files/1103/mshs-
schoolclimate-in-school-2223 final.pdf. Reprinted with permission. CalSCHLS Survey Modules. (2023a). California school staff in-school
survey. CalSCHLS. https://calschls.org/site/assets/files/1103/csss-2223 _in-school_final watermarked.pdf. Reprinted with permission.
“CalSCHLS Survey Modules. (2023c¢). California school parent in-school survey. CalSCHLS. https://calschls.org/site/assets/files/1103/csps-
2223 _in-school final watermarked.pdf Reprinted with permission.

Family and Community Partnerships

Due to participation numbers, pre and post-implementation data from parents were less
reliable than those of staff and students. However, some of the same survey items were
administered to teachers, students, and parents, enabling a comparison of results across samples
to triangulate and understand the reliability of findings. While more than 85% of teachers and
parents agreed or strongly agreed that the school welcomed and partnered with parents, a similar
response to surveys before the full implementation of the program, students responded less
favorably (see Table 11). Approximately half of the 9th and 11th graders surveyed agreed that
their parents felt welcome to participate at the school, a decrease of more than 10% compared to

4 years earlier.


https://calschls.org/site/assets/files/1103/mshs-schoolclimate-in-school-2223_final.pdf
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Table 11

Survey Findings Related to Family and Community Engagement

Survey Items WCHS WCHS Change MVSD
2017 2022 2022
% % % %

Welcoming Environment

Parents feel welcome to participate at this school. (11th 58 48 -10 44
grade) [s]°

2. Parents feel welcome to participate at this school. (9th grade) 66 54 -12 46
[sI°
Parents feel welcome to participate at this school. [t]® 94 93 -1 93
4. Parents feel welcome to participate at this school. [p]° n/a 85 n/a 76
This school is welcoming to and facilitates parent 92 93 1 95
involvement. [t]°
Partnership
This school encourages parents to be active partners in 90 89 -1 91
educating their child. [t]®
The school encourages me to be an active partner with the n/a 87 n/a 83
school in educating my child. [p]°
Communication
Teachers at this school communicate with parents about what 92 97 5 90

their children are expected to learn in class. [t

Teachers communicate with parents about what students are n/a 76 n/a 73
expected to learn in class. [p]°

Note. Symbols are used to represent if the survey responses were from teachers and staff [t], parents [p], or students [s]. The overall percentage of
favorable responses for West Cal High School in 2021-2022 was compared to responses to the same items at the beginning of implementation
(2017). The overall percentage of favorable responses for Mesa Verde School District in 2021-2022 was compared to West Cal High School
responses to the same items in 2021-2022 to calculate the difference between school and district level responses. The abbreviation n/a where
indicated represents not applicable for surveys in which there was not sufficient parent survey participation for school level data.

*Adapted from 2018 MSAP student and teacher survey report, by J. Herman, V. Bozeman, and J. Wang, 2018, National Center for Research on
Evaluation Standards, and Student Testing (CRESST). The Regents of the University of California. Copyright 2018 by The Regents of the
University of California. Reprinted with permission.’Adapted from 2022 MSAP student and teacher survey report, by J. Wang, V. Bozeman, L.
de Vries, and Q. Debley, 2022, National Center for Research on Evaluation Standards, and Student Testing (CRESST). The Regents of the
University of California. Copyright 2018 by The Regents of the University of California. Reprinted with permission. “CalSCHLS Survey
Modules. (2023b). Middle/high school climate in-school module (English). CalSCHLS. https://calschls.org/site/assets/files/1103/mshs-
schoolclimate-in-school-2223_final.pdf. Reprinted with permission. *CalSCHLS Survey Modules. (2023a). California school staff in-school
survey. CalSCHLS. https://calschls.org/site/assets/files/1103/csss-2223 _in-school_final watermarked.pdf. Reprinted with permission.
“CalSCHLS Survey Modules. (2023c¢). California school parent in-school survey. CalSCHLS. https://calschls.org/site/assets/files/1103/csps-
2223 in-school_final watermarked.pdf. Reprinted with permission.
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Phase 2 Results: Implementation Successes and Challenges

Phase 2 included semi-structured interviews of ten participants to understand and
interpret quantitative program outcomes. Interviews ranged from 24 to 73 minutes (an average of
39 minutes each). They were conducted in a semi-structured manner, using an interview protocol
and guiding questions to generate conversation and allowing the discussion to diverge somewhat
to capture participant perceptions and experiences adequately. The interview protocol, including
guiding questions, is located in Appendix F. Interviews were audio-recorded (with permission) to
collect transcription data, enabling the identification of frequent or prominent themes and the use

of transcript excerpts to illustrate key points.
Description of the Sample

The sample of ten participants included West Cal High School administrators, parents,
teachers, and a counselor. Multiple interviewees identified with the school in various ways, such
as employees who were also alums and parents of students who attended West Cal. All were
regarded as school leaders in some capacity (administrators, department chairs, athletic directors,
parent group leaders). Pseudonyms for each participant, their general and approximate
demographic information, and information regarding participants’ professional and personal

connections to West Cal are listed in Table 12.

Table 12

Interview Participants

Pseudonym General Primary Role Alum of WCHS Has a Child who
Demographics at WCHS Attended WCHS
1. Dr. Lewis m/ 41/ Black Administrator Yes Yes

2. Dr. Rico m /42 / Latino Administrator Yes Yes
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Pseudonym General Primary Role Alum of WCHS Has a Child who
Demographics at WCHS Attended WCHS

3. Ms. Davis f/ 41/ Black Administrator No Yes

4. Ms. Nelson f/ 47/ Black Parent Yes Yes

5. Ms. Anderson f/ 51/ White Parent No Yes

6. Ms. Dewitt f/ 43 / White Teacher No No

7. Mr. Alfaro m /45 / Latino Teacher Yes Yes

8. Mr. Connelly m /44 / White Teacher No No

9. Mr. Moore m /39 /Black Teacher No No

10. Ms. Nuno f/ 50/ Latina Counselor No No

Note: Demographics include gender/approximate age/ and ethnicity or race. The letter m indicates male, and f indicates female. No participants
identified as non-binary.

These participants were purposefully included for their respective connections to the
school and the length of personal or professional experience with the school community. All
voluntarily agreed to participate and had 5 or more years of experience or association with the
school. Participants with less than 5 years of experience in the school environment were
excluded from this study, as were those who did not have the time or interest to participate in an
interview. Participants were also selected to reflect the diverse demographics and perspectives of

the school community.

Interview results focus on how school leaders implemented the dual enrollment program
to answer RQs 2, “How did school leaders foster successful outcomes of the dual enrollment
magnet program?”’ and RQ3: “How did school leaders experience and address challenges to

program implementation?”” As with Phase 1, findings are organized by each of the five magnet
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pillars. The frequency of relevant and noteworthy themes, many of which will be discussed in

this section, is illustrated in Table 13.

Table 13

Frequency Tree of Top 25 Themes from Interview Data

Themes

Subthemes (frequency)

Leadership Successes

Actions to promote buy-in (20)
Hiring (19)

Leadership Challenges

Program scheduling, logistics (28)
Teacher involvement in decisions (7)

Diversity Successes

Appeal of dual enrollment model (30)
Word-of-mouth, testimonials (18)
Open to all (13)

Principal visibility (9)

Respect for different perspectives (8)

Diversity Challenges

Tracking (19)
Neighborhood gentrification (6)

Innovative Curriculum and Professional
Development Successes

Effective professional development (23)
Easing in with easier courses (13)

Innovative Curriculum and Professional
Development Challenges

Inconsistent integration of college skill-
building (30)

Academic Excellence Successes

Academic environment (47)
Additional supports (21)
Students self-perceptions (13)
Caring adults (13)

Academic Excellence Challenges

Impact of COVID-19 (44)
Acclimating to college expectations (17)
Inadequate academic supports (12)

Family and Community Partnerships
Successes

Collaborative environment (24)
Open door communication (6)

Family and Community Partnerships
Challenges

Need to understand MVCC system (3)

Note. Frequencies represent the total occurrences in which the theme was mentioned and may include multiple occurrences from the same

interviewee where a theme was repeatedly emphasized.
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Leadership

In the area of leadership, interview participant responses reflected the dual role of leaders
as change managers and change leaders. Frequently occurring themes related to leadership
successes included the accessibility and commitment of school administration, a caring school
environment, and the effectiveness of the principal's hiring practices. Common implementation
challenges reflected logistical complications related to the nature of dual enrollment (merging
high school and college systems). This challenge included constraints that limited teacher input

and collaborative decision-making related to the logistical impacts of dual enrollment.

Leadership Successes. Most interviewees commented on the school administration’s
commitment, accessibility, and high visibility as factors that contributed to an improved school
climate and increased enrollment over the past 5 years. As Principal Dr. Lewis stated, “We are

invested. We are in the community, and that means a lot.” He elaborated,

You have to want it more than anything else. You have to feel like this is my school. This
is my house. This is my kids and my family...You know, there have been some very

tough days, but it's worth it because the kids deserve the best.

Fellow administrators, teachers, and parents agreed that the principal, in particular, was
“everywhere” in the community and equally accessible on campus, whether he was leading tours

or seen in his office through his open door, even when he was busy or meeting with others.

Interviewees also mentioned the principal's credibility based on his multiple personal
connections to the school as contributing to a more academic school climate. Administrator and

parent Ms. Davis recalled,



109

The biggest difference from when my son was here...I think, [is the] work that the kids
are doing, the expectations. Like, when my son was here, people were like, “Why do you
have a backpack?”... I think that's changed a lot because of Dr. Lewis because when Dr.
Lewis came, being from Mesa Verde, being a graduate of West Cal, it was easy. You
know, the West Cal alumni...if they believe in you, they are going to back you 100%.
And I think, with Dr. Lewis coming back and all the work that he's done, and then having
the MVCC classes here, that definitely helps. But people believe in him, and people
believe in his vision, and they believe in where he's going. And so that has helped change

the culture. And he's no-nonsense.

According to interviewees, school leadership’s “open door” policy and emphasis on building
student connections also reduced behavior incidents on campus. Like several interviewees, Ms.
Nuno, a counselor, referred to her open-door and expanded to explain school culture as a feeling
of family, “You know, we really are a family. Like, we really care for one another, and I think

the kids see that, and that starts to, you know, be seen in the community.”

The principal’s effective hiring practices were another common theme repeated in

response to questions about improved school climate over time. Ms. Davis explained,

I think the principal has made a lot of really good hires...Hiring our coaches as security
and instructional aids is probably the biggest thing that’s helped because teachers know
that the coaches are here, and the kids and the parents know that you know, if there’s a

problem, the coach is probably going to come.

The school principal agreed that one of the most important contributors to the school’s
improvements has been “getting the right people in the right places.” In particular, Dr. Lewis

stated that he hired personnel because of their commitment to serving his school community,
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emphasizing, “They care and they would have applied regardless. It doesn't matter if your school
is a magnet or not.” While the magnet program may not have contributed to attracting applicants
for vacant positions, site visit reports confirmed that by Year 4 of implementation, “teachers and
administrators [were] seeking transfer into the school.” In addition to the committed teachers
who have long contributed to the students at West Cal, many of the new hires and transfer
teachers and staff also brought a passion for particular extracurricular activities that were not
previously offered at the school, resulting in increased athletic, music, and club opportunities for
students. The administration also discussed how West Cal has many teachers of color on campus,

which can help students connect and achieve as they “see themselves in their teachers.”

It should be noted that the theme of effective hiring was explicitly regarding the high
school campus teachers and staff and not the college professors, which the school’s city college
partner hires. However, the three administrators interviewed described the importance of meeting
with the college to ensure optimal hiring of instructors to meet the needs of students in terms of
course offerings as well as professor compatibility with serving high school students. As one
administrator described, the dual enrollment counselor “is really working hard to make sure that
there is a better...understanding of dealing with high school students even though you're
teaching a college course.” MVCC also recently hired an assistant dean to oversee operations on
the MVCC West campus to support collaboration between the high school and college and

address program needs.

Leadership Challenges. School leaders expressed the greatest challenges in building and
maintaining buy-in among teachers for the early college program and coordinating the many
logistics involved in merging high school and college operations, including scheduling as the

most frequently mentioned logistical challenge. Overall, these challenges reflected the practical
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complexities of collaboration between two entities. Frequent themes regarding leadership
responses to these challenges tended to reflect the need for conversation or discussion to help

teachers, in particular, understand and prepare for change.

Despite positive shifts in later implementation years, site visit reports and interviews
reflected early challenges to gaining buy-in for the early college magnet program. In 2018 and
2019, an external evaluator noted the program’s “ongoing struggle to translate a vision into an
authentic working model” and the program administrators’ challenges in defining the program’s
theme and structure. The evaluator recommended that the team clearly define the program and

outcomes and include teachers in discussions to increase their understanding of the program:

A common definition for Early College should be adopted to help everyone understand
the mission and vision of the theme-based program. All teachers should know about the

grant and understand/subscribe to the need for the change in instructional practice.

School administrators also lamented that such conversations did not happen earlier in the

implementation process. Dr. Lewis elaborated,

It'd have to be discussed, what does dual enrollment mean? What do you want to see for
our students? What would dual enrollment do for our campus? Do we need dual
enrollment? I think you always need dual enrollment, but just having those conversations
[was important]. I think the biggest issue we've had is that those conversations weren't
happening with teachers in the beginning, so some are reluctant, and they don't
understand...If you don't feel like you're part of something, if you don't feel like you

were brought into the conversation, then you sometimes are against it.
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The need to include teachers in conversations to increase buy-in from the beginning was clear.
As interviews continued, a theme emerged that such conversations would continue to be needed

as the program grows and evolves.

The high school teacher leaders interviewed commonly agreed they did not and still do
not always know what was “going on” with dual enrollment. While teachers commented that
they now supported the program and have seen the benefit to students, they described the
experience of feeling increasingly left out of conversations or decisions that impacted their
school as the dual enrollment program grew. During interviews, administrators also commented
that teachers might not be included in decision-making around dual enrollment because they do
not have access to see the “full picture” needed to make a programmatic decision. The school
administration also agreed that more should be done to explain things to teachers, even if

constraints would likely prevent teachers from making decisions.

Course scheduling decisions were one of the most frequent sources of concern mentioned
during interviews. For example, one administrator said that dual enrollment decisions (at the 5-
year mark of implementation) were largely about “What are we going to offer? When are
[students going] to take it?”” While these questions sounded comparatively minuscule in that
instance, the nature of what courses MVCC offered was one of the most frequently expressed

worries among interviewees.

The source of this concern was the realization by high school teachers that any MVCC
courses offered within a high school teacher’s content area may reduce or eliminate the need for
the course to be taught on the high school campus. As expressed by an administrator, “So for a
teacher, they may be concerned about affecting numbers in [their] class. Are we gonna lose

teaching staff because kids aren't taking those courses?” Parents similarly perceived MVCC
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course offerings as a source of tension between high school and college. One parent, Ms. Nelson,

explained,

I was nervous about that as a parent. I was worried about if there was going to be some
animosity from the teachers on campus versus the MVCC professors because it does steal
[their] students, even though we said that wasn't going to happen. There [are] some

classes, so that is happening.

High school teachers recalled that they were reassured that MVCC professors would not teach
any classes that replaced core high school courses. Nevertheless, they noticed students opting to
take more and more MVCC courses in lieu of high school courses. A high school teacher, Ms.

Dewitt, reflected on this realization:

The majority of what we've talked about this year has been that we've really noticed that
a lot of core content teachers are losing their students to MVCC... at the beginning of the

grant, they kept saying that that wouldn't happen...now it's happening.

The fears and worries around scheduling and high school course staffing (as impacted by
MVCC courses) were among the most frequently mentioned themes during interviews. While
teacher leaders commented in support of the program and the benefits to students, they also
expressed a desire to be better informed about the changes and any long-term safeguards that
may be implemented to prevent the elimination of high school teaching positions from the
campus (No one interviewed confirmed that any high school positions had been eliminated, but

the fear of future position reductions was prevalent).

Administrators noted that they addressed scheduling concerns directly, emphasizing the
importance of discussions in overcoming this challenge. Dr. Lewis shared, “Honestly, it’s having

straightforward conversations, going up and talking to people...it's being vulnerable, honest,
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[and] up front.” While there were other logistical challenges to scheduling, such as mismatches
between the high school and college calendar year and instructional days, the decision around
which courses were offered and taught by MVCC instructors was the challenge most frequently
mentioned as a source of tension that impacted students and teachers. Responses to such
complex challenges were reflected in recurring themes of transparent conversations and a
professional commitment to consider how to create a schedule that would not result in

eliminating high school positions. As Dr. Lewis reflected,

You can't always you can't totally make them feel better...but it's on me to then not lose
[that] teacher and [consider] what else [they] can teach. What else can you do? ... At least

you have that conversation upfront with staff.

Teacher leaders and administrators acknowledged the importance of greater discussion about
what changes could occur as the dual enrollment program grew. Administrators also indicated a
desire to support teachers and continue to advocate to keep the same staffing levels while

focusing on student benefits in decision-making.

Diversity

Interview data confirmed increased and increasingly diverse enrollment at West Cal.
When asked what the most noticeable change was to West Cal since the grant began, more than
half of the interviewees commented about the growing student population and shifting

demographics. This sentiment was shared by teacher Mr. Moore:

The school is bigger, and the demographics have changed a bit. Class demographics and
racial dynamics have changed a bit. That's the most direct change. You have more upper-
middle-class students, it seems like, or students of college-educated parents, and then our

racial demographics seem to have changed a bit to more White students than before.
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Other initial responses included the dual enrollment program and improved school
climate, which interviewees mentioned as factors that drew increased and diverse enrollment.

Site visit reports also noted this marked shift in enrollment. The program evaluator wrote,

The White student population has doubled to 3%, and more White and Asian families are
touring the school and asking about the Early College curriculum. Students are
transferring in from a variety of schools throughout the area, not just the surrounding

neighborhood, because of the Early College theme. Student enrollment is on the rise.

This change was attributed by interviewees to improved school perceptions caused by a number
of factors, including the attraction and promotion of the magnet theme, school administrators,

and an improved school environment.

Access to the magnet theme by all students was another resounding diversity pillar
success across multiple interviews as attributed to school policies. However, these successes
were accompanied by concerns of the potential for student tracking and the fear that the original

intent of equitable outcomes for students might be lost over time.

Diversity Successes. To foster increased enrollment in an era of declining enrollment in
MVCC, school leaders engaged in outreach, which was bolstered by the early college theme’s
explicitly academic focus. School tours were repeatedly expressed as an important student
recruitment strategy as were tour components that interviewees felt were particularly attractive to
families, including the magnet theme, the visibility of the school principal, the availability of
dual enrollment staff with the expertise to explain the program model and benefits, and the
follow-through in offering the program as explained, which contributed to additional positive

word-of-mouth marketing.
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Site visit reports from the external grant evaluator captured the specific, themed branding
and reflections of the academic environment after 3 years of implementation. As described by

the evaluator,

The [dual enrollment] brand is clear from the marquee to murals on the sides of
buildings, from the entrance to the exits, in hallways, and in classrooms. Public relations
materials carry the magnet name. The local newspaper(s) published articles about the
newly renovated [facilities] ...The school has embraced its name, as has the community.
The schoolwide effort is well-defined. Hallways, classrooms, and the surrounding
grounds are immaculate, colorful, and inviting. Displays of current student work along
with positive student feedback was also noted...It appears that this year’s cohort of
parents are choosing the school specifically because of the college-readiness atmosphere
on campus and in classrooms. There is a uniformity of messaging in each
classroom...College banners and flags. Student work is displayed both inside and outside
of classrooms showing much more rigorous work than previously noted. Classroom

environments are academic, interactive, and engaging.

School facilities were also improved, according to site visit reports, including upgraded furniture

and new equipment in specialized elective classrooms.

The dual enrollment magnet theme also directly countered perceptions that the school

may not provide an academically challenging environment. According to teacher Mr. Alfaro,

[Dual enrollment] has made many parents feel safer about their choice. In regards to
academics specifically. It's been a safe choice for them. And it makes it easy. It makes it
so easy to have these conversations that, in the past, were just so hard to have. I could

talk until I was blue in the face, trying to sell the academics and people just pointing
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straight at a computer. You know, saying, “Hey, look at your scores, look at your
ratings,” and I have to go into that, and that takes forever. But when you say we have
college, we have college professors on campus, there's not even a question. They don't

even care about the ratings anymore. That goes out the window.

School ratings were mentioned several times by parents, teachers, and administrators as a
contributing factor to negative perceptions about the school, and many of the interviewees agreed
that West Cal was a good school before dual enrollment, albeit one with more disciplinary
incidents and a less academic focus overall when compared to their descriptions of the school

today.

Even when parents or teachers who were interviewed agreed their children would have
attended West Cal anyway, they mentioned that the magnet benefits, such as easy access to
college courses and free college credits, still helped them to recruit other families to attend that

might have otherwise attended private schools. Mr. Alfaro continued,

There's a lot of people in Mesa Verde that can't afford to send their kids to the private
schools or are seeing that the private schools really aren't giving all the options that we're
giving. I've had a few kids come from private schools, and they're like, we didn't have
this. We didn't have the choices...They were amazed that we had the MVCC classes on

campus.

Dual enrollment offered students an opportunity they could not get anywhere else in Mesa

Verde.

Multiple interviewees also attributed increased enrollment to the charisma, visibility, and

accessibility of the principal and the impact of Dr. Lewis’ school tours. As mentioned
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previously, Dr. Lewis was described by many this way, and to hear him tell it, there is an

intention to promote the school in addition to his commitment and school pride.

Any high school is 24 hours, but if you're changing perceptions...You know, I wear West
Cal gear every weekend. Why? I want people to see West Cal at the grocery store, at the
mall. I am wearing West Cal almost every weekend because I want people to see the

school.

Increasing community awareness of the positive shifts at West Cal and its new dual enrollment
program was said to increase tour participation, which interviewees attributed to important
changes in people’s perceptions of the school. One parent remarked, “I think people have totally
made so many assumptions in the past, and when they're actually on campus, they’re like, oh,
these kids are smart and kind.” Others commented that parents have “revelations” on school
tours when they see that the school is safe, hear about the program offerings from counselors
with dual enrollment expertise, or hear testimonials about recent graduates and their college

attendance.

According to multiple interviewees, parents also saw a more academic environment on
tours than they would have seen in the past, one with fewer discipline incidents. Administrator

Dr. Rico described a changed school climate:

Our behavioral issues aren't what they used to be. There's a lot less, a lot fewer problems
when it comes to behaviors, to suspension. So I have seen that. And despite the
pandemic, I do see, especially this year, I see kids a little bit more focused on grades and
doing well in school. Even though it's not where I want it to be yet, it's not perfect, I do

see that trend of students taking their academics a lot more seriously.
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Administrators attributed this change to an intentional focus on providing students with a

positive, connected environment.

In addition to seeing the school, word-of-mouth was a frequent theme that was said to
draw more prospective parents to visit or choose West Cal. Other parents or school alumni
“spread the word,” sharing their experiences and encouraging others to tour or attend. The school
counselor explained, “You just have a few parents saying, ‘We're doing great at West Cal. We're
loving it.” And it makes a big difference.” The current parents interviewed were proud to play a
role in sharing their positive experiences at West Cal and encouraging others to tour. According

to Ms. Nelson,

There are parents that would have absolutely said no, and they know now from the
experiences that other students have had, from families that they trust, and from the

reputation of the programs... They feel more confident in giving it a shot.

According to parent and teacher leaders, some families who toured the school still choose to

attend elsewhere, but the interest and positive conversations about the school had increased.

In addition to the attraction of the magnet theme and resulting increases in enrollment,
another frequently cited diversity success was the open access of college classes to all students.
According to all interviewees and site visit reports, the dual enrollment program was open to all

students. As described by the program’s evaluator,

The common thread is that all 9th-grade students will receive two introductory college
courses: Intro to College and Personal Growth and Development. The remainder of the
sequence of early college course offerings in grades 10-12 are left to the student to opt in

or out and can be taken concurrently with their career-focused academy courses.
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The dual enrollment program had no prescribed entrance exams or criteria for admission.
Dr. Lewis explained, “In our program, anybody can do a class. We try to put all of our freshmen
in that class just so they can get acclimated to college.” However, just as often as open access to
college courses was mentioned, some West Cal leaders also shared concerns about students who

were not initially successful in college courses.

Diversity Challenges. Those interviewed agreed that there were potentially harmful
consequences for students who failed college courses, mainly that poor grades were permanently
listed on students’ college transcripts (just as any dual enrollment grades would be). Dr. Lewis

explained,

Now, after your first semester, if you get D's and F's in your class, well, nobody will put
you in that class because it's gonna hurt you if you don't pass it. But you can work

yourself back up to being able to take a college course.

Several high school teachers worried that the placement of previously unsuccessful students in
only high school courses the next term created the potential for a two-tiered system of college-
ready students taking increasing numbers of MVCC courses and students who were not

academically prepared for college taking mainly high school courses.

There was a near 50/50 split of opinion on whether the school had inadvertently
established a structure that would eventually resemble tracking. While all agreed that initial
college course access was open and equitable, course scheduling for students not initially
successful in 9th-grade college courses was a clear source of tension. One teacher, Ms. Dewitt,
explained, “It's almost like a tracking system now. So the high-level students are all taking the
MVCC courses, and all of the lower-level students are just in the core classes here.”

Administrator, Dr. Rico, explained the dilemma and concerns for both sides of the argument.
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[We need to be] more careful, so that we're not just enrolling kids in class or registering
kids for classes and making sure that they can actually handle the class, and that they’re
going to pass the class and not have an incomplete or an F or a withdrawal on their
college transcripts. Because, you know, ultimately, those classes are college courses, and
they are part of their college transcripts. So [counselors have] been a little bit more on top
of that issue, making sure that the kids can actually handle the class. My concern is that
it'll become, you know, a two-track system...and that's something that we'll have to keep

an eye on.

When asked about tracking, administrators explained that students were grouped
heterogeneously by their chosen career academies and only dropped from the MVCC courses
they would not pass (based on their performance in the class up to the drop deadline). Students
below a 2.0 did not generally continue in college courses after 9th grade. However,
administrators, teachers, and a counselor additionally shared that students who had failed could
opt back in to additional college classes with approval. Nonetheless, tracking concerns were
prominent, especially as a fear for the future. More generally, threats to sustaining the dual

enrollment program’s equitable access and original equity aims were a concern.
Innovative Curriculum and Professional Development

West Cal’s dual enrollment program allowed students to take college courses during the
traditional high school day, in which students could earn high school and college credits
simultaneously. This structure alone may be regarded as an innovative magnet curriculum and
was deemed successful across multiple interviews. The sequencing of college courses was also
highlighted by many as an important and effective feature of West Cal’s program. Magnet

schools also typically integrate the theme into core classes, as was the expectation for West Cal.
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Such thematic integration requires extensive training. While some areas of training were viewed
as impactful, such as anti-bias training, other areas of training were perceived as insufficient or
inconsistent, including teacher preparation on the high school and college campuses to
incorporate particular teaching strategies or approaches to promote optimal student success in
college courses.

Innovative Curriculum and Professional Development Successes. By the second year
of implementation, West Cal students could take the following MVCC courses on the MVCC
West campus, located on the high school grounds: Intro to College, Personal Growth and
Development, Health Education, Speech, Introduction to Sociology, and College Algebra. By
Year 5 of implementation, courses expanded to include anywhere from 15-18 offerings per
semester, including Psychology, Humanities, Weather and Climate, African American History,
Mexican American History, Critical Thinking, and Music Appreciation. One successful element
of the college curriculum appeared to be student interest in the depth and specificity of course
content. As one parent. Ms. Nelson recalled,

With my own children, one of the things that I get excited about is the nature of the

conversation. So a professor obviously has more leverage than a K-12 teacher in terms of

what they're talking about because they can go in-depth on this one subject in a different
kind of way...They can bring in world events in a different way. They can engage the
students in a different way, and so that has really made a difference for my children...it
also goes into a passion or an interest, just like when you or I were in college, how you
can get into something real specific.

Multiple teachers and parents mentioned students' interest in the course content of MVCC

classes and how exposure to new and different content expanded students’ worldviews.
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Academic Excellence

West Cal and MVCC embedded several student supports, including two additional
counselors and a college and career advisor, all dedicated to the program to assist students with
registering for MVCC, providing guidance related to students’ MVCC courses, and supporting
students with preparation for post-secondary options, including applying for college and
financial aid. Students were also provided the opportunity to engage in free tutoring and were
provided with free college course materials. Additionally, West Cal’s dual enrollment program
structure supported students’ acclimation to college, with the physical college building situated a
few steps from high school classrooms and the opportunity for students to take college classes
with college professors alongside their high school peers without the presence of older college
students.

Interview data revealed that this free and accessible college access increased students'
exposure to college. For some, it made college feel like an attainable aspiration they might not
have previously considered, often as influenced by the behaviors or encouragement of students’
high school peers. Survey data indicated that students experienced more challenging coursework
and were increasingly aware of the available help and support. Teachers increasingly felt that the
magnet improved students’ achievement.

Despite these robust supports, multiple survey indicators categorized within the pillar of
academic excellence showed declines since the beginning of the magnet implementation. The
largest decrease was high school teachers re-teaching of topics when students did not meet high
standards. Other declines included reduced student agreement that adults care about them (-9%
for 9th graders) and believed in their success (-6% of 9th graders and 11% for 11th graders) and

a 7% decrease in agreement that counseling services were adequate. Amidst declines, some
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survey results indicated comparatively high agreement compared to district averages and, in

some cases, high school ratings overall.

Interview data provided a possible explanation for one of the declines, a perceived lack of
adequate counseling services. Interviewees noted that additional counseling services were
needed as the dual enrollment program expanded. There was also a perceived need for additional
mental health supports in response to the pandemic. Further, awareness of current in-person
tutoring and how to access it seemed inconsistent. Interview data may also indicate why fewer
teachers agreed that adults believed all students could be a success; several teachers shared
concerns for students who were not succeeding in early college coursework. Some areas of
decline did not have clear possible explanations noted by data from interviewees' perceptions and
experiences.

However, one overwhelming challenge that frequently occurred in interview discussions
related to academic challenges was the COVID-19 pandemic and its impacts. While it was not
certain if the pandemic was the only source of any perceived declines in academic excellence
supports or academic outcomes, such as test scores, it was clear that many educators and
administrators interviewed felt that the pandemic created additional burdens for some students.
The program evaluator also speculated that pandemic-related changes might not only impact
students' academic outcomes but make it difficult to measure the effectiveness of the dual

enrollment program on student achievement (see Table 17).
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Academic Excellence Logic Model
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Inputs

Activities

Outputs

Outcomes

Successes

-Magnet grant

-Caring, committed staff -
New dual enrollment
theme with college partner
-College building adjacent
to high school classrooms
-Open access policies,
dual enrollment
counseling team

-Students attend college
with their high school
peers

-Increased student choice
of courses
-Conversations to help
students navigate college
expectations

-Assistance with college

-Increased college
exposure, student agency,
and college aspirations
-Students encourage and
influence each other
-Increased expectations of
high school teachers and
college professors
-Increase in student

Increase in graduation rate
(+1%)

-Increase in teacher
believe that magnet theme
improves student
achievement (+51%)

-168 of 270 ninth-grade
students (62.2%) and 176
of 654 10th-12th grade

-Tutoring registration, navigating perceptions that the students (26.9%) earned
post-secondary system magnet theme is college credits
challenging (+20%)
-Increase in emphasis of
help available (+6%)
Challenges

-Decrease in adequate
counseling supports (-7%)
-Decrease in teachers re-
teaching as needed (-32%)

-Decrease in student
perceptions that adults
care and adults believe in
them 6-11%)

-Decrease in agreement
that adults believe all
students can succeed (-
5%)

-Decrease in English
language arts proficiency
(-1%)

-Decrease in mathematics
proficiency (-4.7%)

Note. Increases or decreases listed as survey data outcomes represented an increase or decrease in the percentage of respondents who agreed
favorably with the survey items, as listed in full in Table 10.

Family and Community Partnerships

Quantitative and qualitative data revealed generally positive perceptions among staff and

students about family and community engagement at West Cal. Administrators indicated positive

new partnerships with parents and an open door to communicating with families, which they felt

contributed to increased PTSA membership, new extracurricular opportunities for students, and
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increased. Parent survey responses and site visit reports corroborated these ideas. The highest-
rated outcomes were that 87% of parents felt encouraged to be active partners in their children’s
education, and 85% felt welcomed. Students' agreement with this same survey item was
significantly lower (48%-54%) for unexplained reasons.

Apparent challenges revealed by interview data and supported by surveys included
parents’ perceptions that more communication could be helpful to indicate what students were
expected to learn in class and, in particular, how the MVCC system worked. The parents
interviewed mentioned that access to this information could be impeded by a lack of access to
technology and confusion about how the high school and college systems varied (see Table 18).
Table 18

Family and Community Engagement Logic Model

Inputs Activities Outputs Outcomes
Successes
-Dedicated school leaders  -Collaborating with -Increased PTSA -85% of surveyed parents
-Committed, diverse parents to increase membership feel welcome
teachers and staff leadership opportunities -  -New extracurricular -90%+ teacher
-Alumn support Leadership visibility at offerings perceptions of a
-Dual enrollment staff meetings and events welcoming environment
-New dual enrollment -Administration open to and communication of
theme with college partner feedback expectations to parents
-Open door to
communication

-Tours for current parents

Challenges

-Some parents feel -Decrease in student
confused by multiple and  perceptions that parents
varying systems between  feel welcome (-10-12%)
high school and college or

have difficulty accessing

information

Note. Increases or decreases listed as survey data outcomes represented an increase or decrease in the percentage of respondents who agreed
favorably with the survey items, as listed in full in Table 11.
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Chapter Summary

Since the dual enrollment magnet program was implemented, there have been notable
changes at the school. Of these changes, successes included increased and increasingly diverse
enrollment, facilitated by an attractive academic theme, improved school environment through
effective hiring and a focus on relationships, and school leaders' highly visible and accessible
approach to attracting and supporting families. At the same time, teachers engaged in various
professional development activities to support students in the new theme and provide more
inclusive and equitable environments. Students benefited from the experience of an increasingly
academic school environment, access to free college courses, and the opportunity to engage as
college students in a high school environment. Meanwhile, parent engagement increased via
many of the same strategies that attracted families to the school in the first place, the visibility
and accessibility of school administration.

However, program implementation was not without challenges. The greatest challenges
were scheduling MVCC courses and teacher concerns that they were left out of program
decisions, supporting equitable access for students in college courses when they were not passing
the classes, promoting the consistent implementation of early college strategies in core classes
and college courses, realizing gains in students’ achievement amidst the pandemic, and ensuring
all families had access to information about how to support their children in MVCC.

Overall, this chapter described findings to discuss changed outcomes since West Cal
implemented its dual enrollment magnet program and how school leaders may have fostered
successful outcomes or experienced and approached perceived challenges to program
implementation. The implications of these findings as related to the study’s research questions

and recommendations for future practice are discussed in Chapter 5.



153

Chapter 5: Discussion, Conclusions, and Recommendations

Integrated schools have long been a strategy to disrupt the patterns of differential
resources and opportunities between segregated schools and the resulting gaps in academic
outcomes for students. Further, integrated school environments promote cross-cultural and cross-
class friendships, which can reduce intergroup prejudice (Pettigrew, 2021), increase students’
economic mobility (Chetty et al., 2022), and prepare students to engage meaningfully in a
multilingual and multicultural society. Magnet schools, in particular, have been a politically and
socially popular strategy to achieve integrated schools, driven by parental choice, as opposed to
mandatory school assignments and busing (McCarthy, 2019; Riel et al., 2022).

Early college as a magnet theme has increased in popularity, and recent investments in
dual enrollment programs, in particular, have emphasized expanding college access and
increasing academic opportunities for students traditionally underrepresented in college,
including Black students, Latino students, English language learners, socioeconomically
disadvantaged students, and first-generation college students. Programs like early college
magnets, intended to promote integration and advanced academic opportunities, have
demonstrated increased graduation rates, increased college attendance and persistence, and
increased attainment of college credits and college degrees for students in one or more of these
respective student groups (Berger et al., 2013; Edmunds et al., 2017). Accordingly, California’s
recent legislation has been supportive of dual enrollment partnerships (AB-288 College and
Career Access Pathways Partnership Agreement, 2015; AB-30 Community colleges: College and
Career Access Pathways partnerships, 2019; AB-2617 Pupil instruction: dual enrollment
programs: competitive grants: College and Career Access Pathways partnerships: best practices:

communication and marketing strategy, 2022). The U.S. Department of Education has also
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recently increased federal funding for the Magnet Schools Assistance Program (Office of
Elementary and Secondary Education, 2022a). This increased investment warrants a closer look
at dual enrollment magnet programs and how schools implement them to benefit students.

Dual enrollment’s emphasis on access for students traditionally underrepresented in
college makes it a promising model for educational equity and excellence. However, choice-
based academically-themed programs may inadvertently institute practices that marginalize the
very students they intend to serve, such as through tracking or tiering of access to academic
opportunities (Howard & Noguera, 2020) or marketing schools in ways that might sacrifice
valued school traditions or social dynamics for increased enrollment of middle-class families
(Posey-Maddox et al., 2014; Roda, 2020). Therefore, this case study focused on understanding
how school leaders implemented a dual enrollment magnet program and how school leaders
fostered student integration and academic success while navigating barriers to providing an
equitable program that honors and values the existing school community.

The study’s conceptual framework included a combination of ideas and theories to
engage in pragmatic and transformative inquiry. From a practical perspective, the five pillars of
magnet schools (leadership, academic excellence, curriculum and professional development,
diversity, family and community partnerships) were used to understand the nature of magnet
program implementation activities. Meanwhile, the theoretical idea of educational leaders as
cultural workers (Giroux, 2007; Roda, 2020) informed how leaders might serve as advocates
who critique and change systems to close opportunity and achievement gaps for students.
Further, the integration theory of choice (Ayscue et al., 2018; Johnson & Nazaryan, 2019) aided

in understanding the complexities of desegregation through regulated choice to improve student
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outcomes. These ideas merged into a framework that aided in critically analyzing practices that
might warrant replication or further reflection and revision.
An explanatory sequential mixed methods design was used to study the case, West Cal
High School, and answer the following research questions:
e RQI: What has changed at the school since the dual enrollment magnet program
was implemented?
e RQ2: How did school leaders foster successful outcomes of the dual enrollment
magnet program?
o SQ2: How did school leaders facilitate:
m SQ2a: ethnic, racial, and socioeconomic school diversity;
m  SQ2b: innovative curriculum and professional development;
m SQ2c: academic excellence; and
m  SQ2d: family and community partnerships?
e RQ3: How did school leaders experience and address challenges to program
implementation?
o SQ3: How did school leaders experience and address challenges to
fostering:
m SQ?3a: ethnic, racial, and socioeconomic school diversity;
m  SQ3b: innovative curriculum and professional development;
m SQ3c: academic excellence; and
m  SQ3d: family and community partnerships?
First, quantitative outcomes measures (enrollment, engagement, and achievement data

and pre- and post-survey results) were gathered and analyzed to determine changes at the school
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since the program was implemented. Quantitative findings informed interview questions for a
second phase of data collection to gather perspectives and experiences of school leaders to
understand how program outcomes were attained. Each data set was analyzed separately to arrive
at the study’s findings. Descriptive statistics were used to calculate the range between pre- and
post-data, and thematic analysis was used to code interview transcripts to arrive at common and
noteworthy themes. Then, integrated findings were presented in logic models, joint data displays
to connect quantitative outcomes with program activities and possible qualitative explanations.
Summary of Findings

Study findings revealed program successes and challenges alongside relevant
implementation activities and perceived or experienced factors that interviewees attributed to
program outcomes. A summary of those findings follows, as categorized by each magnet pillar.
Leadership

School leaders are instrumental to programmatic success (Straubhaar & Wang, 2022),
and West Cal leadership was described as such by parents, teachers, and counseling staff.
Interviewees frequently referred to the visibility and accessibility of the principal and school
staff and the school’s “open-door” culture as factors that increased their attraction to and affinity
for West Cal. Parents and families increasingly chose to attend West Cal, and increased numbers
of teachers requested transfers to the school. Meanwhile, interviewees also expressed
administrators’ particular leadership strengths, including effective hiring and a schoolwide focus
on relationships and connections to improve school climate, presumably resulting in an overall
improved school environment, including increased trust and collegiality among staff and

decreased student suspensions. Improved school climate was, in turn, mentioned as a factor that
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contributed positively to other pillar areas, including student diversity and family and community
partnerships.

While teachers and staff perceived an improved staff and student climate, collaborative
decision-making among personnel noticeably decreased throughout program implementation. As
the partnership between West Cal and its college partner, MVCC, grew, high school teacher and
parent leaders seemed less involved in conversations that might significantly impact their school.
Course scheduling particularly caused concern for high school teachers as they witnessed
increasing numbers of students taking dual enrollment classes taught by college professors
instead of traditional high school courses.

Diversity

As evidenced by enrollment data and interview accounts, increased numbers of students
were attending West Cal for the opportunities provided by dual enrollment. West Cal also
increased the number of White students, an underrepresented group compared to the surrounding
neighborhood demographics, while maintaining the number of Black and Latino students,
increasing the school's ethnic and racial diversity. According to interview data, the principal
contributed to school growth and integration through regular school tours and extensive
community outreach, as is becoming more typical of leadership responsibilities for school
administrators (Anast-May et al., 2012; Cucchiara, 2013; Damaso & Lima, 2020; McGhee &
Anderson, 2019; Oplatka, 2007).

The school’s overtly academic theme was also cited as a major contributing factor to
positive shifts in enrollment. Academics are a common value, if not the most important factor, in
families’ school choice decisions (Smrekar & Goldring, 1999; Teske & Schneider, 2001), and

classes taught by college professors for college credits seemed to help prospective families
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overlook or ignore the schools typically low test scores. Families also toured a noticeably
improved West Cal campus, as indicated by an increase in clean and well-maintained facilities,
reduced discipline incidents, and an increasingly academic environment. By multiple measures,
West Cal achieved first door strategies, activities aimed at integrating students into the school
(George & Darling Hammond, 2021) through re-branding with an academic focus, alum
testimonials, and word-of-mouth from current students and families who reported positive
experiences.

West Cal's first door strategies also included inclusive enrollment practices and strategic
siting decisions. West Cal and MVCC provided open access to dual enrollment for 9th-grade
students. The program did not have academic entrance criteria or require entrance examinations.
Additionally, the location of MVCC West on the West Cal Campus made the program physically
accessible to students. Most of the district’s students identified as economically disadvantaged
students live in the neighborhoods surrounding West Cal. Most staff also agreed that magnet
participation reflected school diversity once the program was fully established. Such inclusive
access is essential to promote equitable, integrated magnet schools (George & Darling
Hammond, 2021).

While first door desegregation strategies drew students from diverse backgrounds into
the dual enrollment program, West Cal achieved other positive outcomes through second door
strategies, which intend to integrate students within a school campus (George & Darling
Hammond, 2021). Professional development for high school teachers included anti-bias training,
book studies around culturally responsive and culturally affirming instructional strategies, and
frequent staff meeting discussions about building relationships with students and understanding

the unique challenges and circumstances that children may be navigating, especially during the
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pandemic. These activities may have contributed to the measured increases in an environment
that fosters an appreciation for diversity, students respecting each other’s differences, and
students feeling that they were a part of the school.

Amidst these successes, high school teachers commonly expressed concerns that more
collaborative decision-making was needed to ensure equitable access to dual enrollment
continued throughout students’ 4 years of high school. Teachers’ concerns were rooted in their
experience that students who struggled to pass dual enrollment classes took more high school
classes. When students were on track to fail an MVCC class, counselors transferred the students
to high school classes (before drop deadlines). This monitoring was noted as important since
failing grades would be listed on students' permanent college transcripts. However, some
teachers worried that the result was a two-tiered system that tracked students and that students
with increased socioeconomic barriers were most affected. This concern may explain one reason
to explain the decrease in agreement among staff that adults believe all students can succeed. In
response, school administrators asserted the importance of permitting students to opt to take
additional dual enrollment courses when students were more academically prepared and
scheduling students in heterogeneous groups by career academy.

Innovative Curriculum and Professional Development

The new dual enrollment partnership with MVCC enabled West Cal to offer up to 18
different college courses per semester by the Spring of 2022, including introductory courses such
as Intro to College and courses that met requirements for core content classes. One apparent
success from the data regarding discrete college courses was the Intro to College and Personal
Growth and Development Classes offered in 9th grade. These were described as helpful to

onboarding students in the college experience and promoting early college success. As students
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gained increasing exposure to dual enrollment, more students agreed that they liked the magnet
theme and wanted to attend West Cal for the dual enrollment program.

As a magnet program, thematic integration into all high school classes was also an
expectation. This focus included integrating college readiness skills to increase competencies
that the school defined as Early College Outcomes (see Appendix H). Professional development
was provided to support the integration of these outcomes into instructional practices and
curricular units. In alignment with existing research (Gay, 2018; Ladson-Billings, 1995; Paris &
Alim, 2017), school administrators also emphasized teacher training in topics related to race and
culture, including anti-bias training and culturally responsive teaching, as critical to achieving
effectively integrated schools. Teachers also reported significant increases in anti-bias training,
supports for teaching diverse students, and inclusive instructional materials, presumably
contributing to 100% teacher agreement that the school fosters an appreciation of student
diversity.

For training to impact teacher practice and student outcomes, professional development
should be of sufficient quantity (Yoon et al., 2007) and be sustained, collaborative, subject-
specific, and practice-based (Darling-Hammond et al., 2017; Desimone, 2009; Timperley et al.,
2007). Survey results indicated that teachers increasingly felt comfortable incorporating the
magnet theme and increasingly altered their teaching methods. Most teachers agreed that training
in thematic integration was effective. However, interviews and other survey data revealed
inconsistencies in thematic integration training participation and implementation. Less than half
of teachers reported ten or more hours of training in the magnet theme, and most teachers
reported that they implemented the magnet less than seven hours per week. High school teachers

also asserted that college professors needed more training in supporting adolescent students.
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Academic Excellence

While schoolwide pedagogical practices may have been inconsistent, other strategies that
are known to promote students’ academic success in dual enrollment appeared to be more
widespread. Duncheon and DeMatthews (2018) found that instructional rigor, embedded
program supports such as skill-building courses, and enrichment and extracurricular activities
contributed to student success in dual enrollment programs. West Cal survey data revealed that
the magnet theme provided students with more challenging classes. Interview data described
expanded access to student supports, including tutoring and additional counseling staff who
assisted students with college advisement and technical support. Interviewees also mentioned
increased extracurricular activities (band, athletics, and new clubs) as student enrollment grew
and teachers and parents interested in supporting new opportunities were encouraged to do so.

These program features and expanded opportunities may explain why interviewees and
survey respondents acknowledged increased college-going behaviors and college aspirations
exemplified by students, increased expectations and challenging coursework, and increased
availability of academic supports. According to existing research, these results may also stem
from the structure of dual enrollment, as students acclimated to college norms and college
behaviors by being actual college students as well as having positive relationships with caring,
supportive teachers (Jett & Rinn, 2020; Karp, 2012; Knight-Diop, 2010; Martinez et al., 2022;
Song et al., 2021). While there is not one clear explanation for improved academic excellence,
by Year 5 of implementation, most teachers believed that the school’s focus on dual enrollment
improved their students' achievement, and West Cal’s graduation rate and dual enrollment

participation and pass rates increased.



162

However, one noticeable measure, student test scores, did not increase, and some other
indicators of academic expectations and supports for students also decreased. English and math
proficiency scores decreased over time. Student survey responses indicated decreased
perceptions that adults cared about them and believed in them, despite high agreement among
teachers that they did. Fewer teachers also agreed that they retaught topics as needed, and staff
reported less agreement that counseling support was adequate. While there was not one clear
explanation for each of these declines or inconsistencies, the COVID-19 pandemic was the most
frequently cited challenge that impacted students’ academic performance and social-emotional
wellness overall. During remote learning, chronic absenteeism was as high as 39%, and there
were reported increases in teacher absences as well. In response, school leaders shifted
professional development for teachers to emphasize building relationships with students and
accommodating students’ academic needs with increased flexibility and understanding. It
seemed school leaders also engaged in greater collaboration in response to the pandemic, which
may have helped the school community to begin to recover in some ways.

Family and Community Partnerships

In addition to positive relationships with teachers, caregiver support has also been shown
to help students navigate school systems (Yosso, 2005), overcome academic challenges (Ongaga,
2010), and aspire to enroll in dual enrollment programs and college (Ceja, 2004; Sdenz &
Combs, 2015). Parent engagement increased at West Cal via many of the same strategies that
attracted families to the school in the first place, the visibility and accessibility of school
administration. Based on interview and survey data, West Cal seems to have provided a
collaborative and welcoming environment to parents, families, and partners. Parent leadership

groups have grown in size and interviewee accounts described school leaders as accessible.
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While families felt welcomed, there were indicators that more information was needed to
help parents be able to support their children in navigating the school system. Multiple
interviewees mentioned difficulty in accessing information, specifically in regard to college
systems. For example, parents mentioned that different grading systems were confusing.
Additionally, 76% of parents felt that teachers communicated what students would learn. This
indicates that there may be greater opportunities to improve access to information.
Conclusions

The dual enrollment program at West Cal reflected an innovative model that combined
high school and college, physically and programmatically. Physically, the college building was
located on the high school campus. Programmatically, students earned high school and college
credits by taking dual enrollment courses. As increased funding becomes available for dual
enrollment and magnet programs, this unique model may offer insight into how school leaders
can promote student integration and foster equally high academic outcomes for all students in
dual enrollment settings.

Duality

Successes in relation to each of the magnet pillars were not indicative of any one
implementation activity but a synergy between two factors. Similarly, the interweaving thread
among the pillars and each of their relative challenges was the tension between two conflicting
values or two separate bureaucracies. The conclusions that follow altogether represented the
inherent successes and challenges of dual enrollment— or duality, the ideas about how two
different systems coexist and may work in support or in conflict with one another.

Programs and People. First, the combination of the dual enrollment program design and

leader behaviors contributed synergistically to successful outcomes. Offering students college
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access in high school helped change perceptions that West Cal was not an academically rigorous
school, thereby attracting enrollment. Further, the program delivered on its promise of expanded
college access and opportunity. Students experienced tangible benefits, free college credits and
college experience, in a supportive high school environment. These benefits were relayed to
others, improving school perceptions and contributing to positive word-of-mouth testimonials.
More students and families were therefore drawn to enroll in the program, and increasing
numbers of students earned college credits.

In synergy with the program were school leader behaviors. There was resounding
agreement that school leaders were highly visible, committed, and communicative. From the
principal or counselor and their open doors to the teacher leaders conversing with students about
how to talk with their college professors, to the parent leaders who engaged in a spirit of
collaboration, school leaders and their commitment to students was a key success factor. When
asked about implementation successes, common phrases included, “I think it was a perfect
storm,” “I think it's hard to separate,” or “It’s just a lot of factors.” However, data revealed, most
commonly, that successful changes at West Cal distilled down to the academic program and the
people. Programmatic elements combined with leader behaviors worked in concert to improve
school perceptions, more diverse and increased enrollment, and an academic environment
characterized by student motivation and agency, and student success in college-level
coursework.

All and Some. Second, there were tensions between the values that early college is for all
students and the reality that educators felt a need to protect some students from failure. As more
students attended West Cal and more students were attracted to dual enrollment, school leaders

had to actively work on challenging the idea that college is only for students who arrive
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academically prepared and ensure that dual enrollment benefitted students traditionally
underrepresented in college. Open access policies, robust student supports, and ongoing
professional development and coaching in culturally affirming and supportive instructional
practices contributed to outcomes including high representation of Black and Latino students in
dual enrollment. Still, concerns remained that the school could become, as one teacher said, more
academically “tracked than it’s ever been before.” That same teacher and other participants also
agreed that it would not be beneficial and, in fact, would be harmful to a student to remain in a
college class and that they might ultimately fail. There was great tension between the ideas of
classes that were open to all versus open to those succeeding. Dual enrollment programs and the
nature of combining high school and college practices also presented other new tensions. For
example, were high expectations (such as firm due dates) helpful for students to acclimate to the
college environment or harmful, especially to the youngest teens still learning to be high school
students?

High School and College. Finally, it became clear throughout the analysis that dual
enrollment did not equate to one merged system but that several challenges were attributed to the
nature of maintaining separate high school and college systems. Scheduling was a great
challenge, logistically with varying school calendars, and also as a source of tension for high
school teachers who perceived their role as diminishing. Training and implementation in the
integration of college preparation skills at the high school were inconsistent, and college
professors' training in supporting high school students was minimal. Parents, a vital support to
helping students navigate school, also felt the information about the difference between high

school and college systems was available but insufficient to reach all families. West Cal’s
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program eliminated common access barriers to equitable participation in dual enrollment, yet the
challenges of navigating and succeeding in dual systems exceeded available supports.
Study Limitations

Several limitations may have impacted the credibility of the study results. These
limitations included imprecise demographic data, validity concerns regarding academic
achievement data, and the inherent limitations to the generalizability of findings for a single case
study. Socioeconomic status and ethnic/racial demographic data may be unreliable or invalid
based on collection and reporting practices; the data may not reflect how students self-identify,
and changes in data collection or shifts unrelated to the program of study, such as migration
patterns, may impact such data. Additionally, student engagement and outcome data were likely
impacted by the COVID-19 pandemic, its resulting school closures, remote learning, excessive
absences among students and teachers, and increased emphasis on relationships and social-
emotional health over instructional supports. Therefore, academic data included in this study
should be interpreted cautiously. Additionally, the study’s narrow scope may limit the
generalizability of findings to other schools or programs.
Implications

School leaders at West Cal implemented a model that is likely one of its kind, a
reimagined dual enrollment program that brings college to high school. Given the success and
challenges at West Cal, there are several theoretical and practical implications and research
recommendations.
Theoretical Implications

At West Cal, perceptions were overturned and patterns of declining enrollment reversed.

Students who have been traditionally underserved in college had access to college in high school



167

in multiple ways (open and free admittance, free textbooks and materials, an accessible location,
the comfort of high school peers, and the support of additional counselors and tutors) that
resulted in expanded academic opportunities. In some ways, the combination of visible and
committed leadership, an attractive academic program, and active pursuit of culturally
responsive practices challenged and changed some systems that have not traditionally served
students well. Such successes may not have been achieved without all of those components.
Meanwhile, findings indicate that there continued to be a need to challenge and question
everyday practices and decisions at West Cal to maintain the mission of providing an equitable
program.

Practical Implications

Based on challenges and concerns, an important implication for practitioners is the need
for safeguards to ensure equitable access to dual enrollment classes, such as open access, entry-
level college courses in which most students experience early success, and robust support
systems. Additionally, dual enrollment programs may benefit from regular monitoring of
program enrollment and outcomes and inclusive conversations with parents and teachers to
ensure that the dual enrollment program continues to provide adequate and appropriate supports
to achieve its equity aims.

Additionally, it appears that high school classroom teachers and college professors could
benefit from increased communication and collaboration with each other. All participants spoke
about the high school and college campuses as if they were still two separate programs. High
school teacher leaders felt unaware of dual enrollment and left out of dual enrollment-related
decisions. As described by Mr. Moore, teachers believed that they could positively contribute

their ideas and expertise if included:
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I think I've never felt more out of touch or out of the loop as a teacher than I have with
dual enrollment-related stuff. I think if more teachers were involved throughout some of
the issues, we could have been working [together] so that they wouldn't become big
issues... making sure that it's equitable, making sure we're doing it with students’ best
interests in mind, making sure we're challenging them the right amount, but not amount
that's going to be too much.
Collaboration between these two groups may require negotiated agreements of their respective
unions, so the rationale and benefits to each group may be critical to achieving buy-in and
support for this recommendation. The benefits of greater collaboration may include greater
supports to improve equitable participation and success in dual enrollment.

Finally, consistent and transparent communication with teachers about how the dual
enrollment may impact the school and their role in supporting the program, including
professional development, appear to be critical components for consistent buy-in and consistent
implementation of embedded skill-building supports that may improve student success in college
courses. Dr. Lewis recommended, “Meet with the staff. Go over as much as you can. Be honest.”
Recommendations for Future Research

This study closely examined the implementation activities and outcomes of a dual
enrollment magnet program from high school leaders’ perspectives. Findings revealed ways that
high school leaders fostered successful outcomes and responded to challenges. However, college
partner perspectives are absent. Understanding college leaders’ perceived successes and
challenges could bring additional insights into additional ways to support students. Future
research on the nature of collaboration between the high school and college partners, such as

how school leaders from both organizations made decisions and established West Cal’s unique
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program structure, could also help other entities understand critical elements and characteristics
of dual enrollment programs that have successfully eliminated transportation and financial
barriers to dual enrollment.

Additionally, the outcomes reported are short-term. Dual enrollment programs have been
shown to increase college attendance, persistence, and attainment of college credits and degrees
(Berger et al., 2013; Edmunds et al., 2017; Karp et al., 2007; Song et al., 2021). Future research
to examine how students in West Cal’s program fared toward these outcomes would help others
further understand the potential long-term benefits of dual enrollment. This study did not find
positive academic impacts on traditional standardized assessments. While they may have been an
invalid measure due to COVID-19, it would be important to know how students benefit in ways
that may not be measured on standardized tests.

In Closing

After an interview with a teacher leader about the dual enrollment magnet program, he
emphasized the responsibility of school leaders to shape the future, ensuring rather than
presuming that equitable practices would be sustained. He attributed this concept to science-
fiction writer Octavia E. Butler. In an essay titled “Rules for Predicting the Future,” O.E. Butler
(2000) provided guidance to readers for anticipating future problems to strive for a better
outcome:

e “Learn from the past” (O. E. Butler, 2000, p. 166). The history of U.S. school
segregation, as presented in Chapter 2, the tendency for exclusion and marginalization,
and the push-pull patterns of progress and rescission remind educators that equity is not

likely if it is not constantly sought.
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e “Respect the law of consequences” (O. E. Butler, 2000, p. 166). Every action and every
plan has a consequence, and a well-intentioned program may still have unintended
consequences. The benefits and risks of any program or policy must be considered and
weighed.

e “Be aware of your perspective” (O. E. Butler, 2000, p. 166). Collaboration, conversation,
and inclusion of diverse viewpoints are critical to assessing a program’s actual versus
perceived impacts and outcomes.

e “Count on the surprises” (O. E. Butler, 2000, p. 264). They are inevitable. Despite this
inevitability, school leaders should strive to foresee the future of their policies, plans, and
actions.

So why try to predict the future at all if it’s so difficult, so nearly impossible? Because
making predictions is one way to give warning when we see ourselves drifting in
dangerous directions. Because prediction is a useful way of pointing out safer, wiser
courses. Because, most of all, our tomorrow is the child of our today. Through thought
and deed, we exert a great deal of influence over this child, even though we can’t control
it absolutely. Best to think about it, though. Best to try to shape it into something good.
Best to do that for any child. (O. E. Butler, 2000, p. 264)

O.E. Butler’s advice reminds us to reflect on the past, anticipate outcomes, see reality through

multiple and different perspectives, and prepare for the unexpected to continually strive for and

achieve high academic outcomes for all students in the future. Yes, it is “Best to try to shape it

into something good. Best to do that for any child,” and all children (O. E. Butler, 2000, p. 264).
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Survey Items Related to Magnet Pillars
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Pillar 1: Leadership

Construct Survey Items Data
Source
collaboration 1. This school promotes trust and collegiality among staff.  Cal-Sta
2. This school promotes personnel participation in Cal-Sta
decision-making that affects school practices and
policies.
3. Adults who work at this school feel a responsibility to Cal-Sta
improve this school.
Pillar 2: Diversity
Construct Survey Items Data
Source
attractive 1. I like the magnet theme at my school. MS-Stu
choice program 2. T wanted to attend this school because of the magnet MS-Stu
theme.
3. This school has clean and well-maintained facilities and Cal-Sta
property.
respect 4. Students respect each other’s differences. Cal-Sta
5. Adults from this school respect differences in students.  Cal-Sta
6. This school fosters an appreciation of student diversity ~ Cal-Sta
and respect for each other.
interaction 7. Students get along well with one another. Cal-Sta
8. Teachers show that they think it is important for Cal-Sta
students of different races and cultures at this school to
get along with each other.
equity and 9. Students' participation in magnet theme activities MS-Te
inclusion reflects the racial mix of the school.
10. This school considers closing the racial/ethnic Cal-Sta
achievement gap a high priority.
11. I feel like I am a part of this school. Cal-Stu
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Pillar 3: Innovative Curriculum and Professional Development

Construct Survey Items Data
Source
participation 1. How many hours did you spend on professional MS-Te
development activities related to magnet theme
development and implementation, including unit
development?

2. How many hours did you spend on professional MS-Te
development activities related to the development of MS-Te
magnet-theme instructional strategies?

3. This school has staff examine their own cultural biases  Cal-Sta
through professional development or other processes.

4. This school provides the supports needed for teaching Cal-Sta
culturally and linguistically diverse students.

effectiveness 5. To properly implement the magnet theme, I have altered MS-Te
my teaching methods.

6. Iam comfortable teaching lessons that are related to the MS-Te
magnet theme.

7. Please indicate the approximate number of hours per MS-Te
week you incorporate your school’s magnet theme into
your lessons.

8. The professional development I have received has MS- Te
helped me integrate lessons with the magnet theme into
lessons.

9. Ilearn about the magnet theme in most of my classes. MS-Stu

10. It is clear that the magnet theme is an instructional MS-Te
priority of this school.

11. This school emphasizes using instructional materials Cal-Sta
that reflect the culture or ethnicity of its students.

Pillar 4: Academic Excellence
Construct Survey Items Data
Source
care 1. At my school, there is a teacher or some other adult who Cal-Stu
really cares about me.

2. Adults who work at this school really care about every  Cal-Sta

student.
high/rigorous 3. At my school, there is a teacher or some other adult who Cal-Stu
expectations believes that I will be a success.

4. Adults who work at this school believe that every Cal-Sta
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student can be a success.

5. This school promotes academic success for all students.  Cal-Sta
6. This school promotes academic success for all students.  Cal-Par
7. Our magnet theme makes school challenging. MS-Stu
support 8. This school is a supportive and inviting place for Cal-Sta
students to learn.
9. This school emphasizes helping students academically  Cal-Sta
when they need it.
10. This school provides adequate counseling and support Cal-Sta
services for students.
11. Teachers re-teach topics because student performance MS-Te
on assignments or assessments did not meet high
standards.
impact 12. My school’s focus on the magnet theme has improved MS-Te
the achievement of my students.
13. As things stand now, how far in school do you think MS-Stu
you will get [in school]?
Pillar 5: Family and Community Partnerships
Construct Survey Items Data
Source
welcoming 1. Parents feel welcome to participate at this school. Cal-Stu
environment 2. Parents feel welcome to participate at this school. Cal-Sta
3. Parents feel welcome to participate at this school Cal-Par
4. This school is welcoming to and facilitates parent Cal-Sta
involvement.
partnership 5. This school encourages parents to be active partners in ~ Cal-Sta
educating their child.
6. The school encourages me to be an active partner with ~ Cal-Par
the school in educating my child.
7. School actively seeks the input of parents before making Cal-Par
important decisions.
communication 8. Teachers at this school communicate with parents about Cal-Sta
what their children are expected to learn in class.
9. Teachers communicate with parents about what students Cal-Par

are expected to learn in class.

Note. This table details existing data for survey items related to each of the five magnet pillars. Surveys responses
will inform interview questions. Survey data sources were abbreviated (Magnet Student Survey”- MS-Stu; Magnet
Teacher Survey- MS-Te; California School Climate, Health, and Learning Survey for Students -Cal-Stu®; Staff- Cal-

Sta%; and Parents- Cal-Par®).
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*Adapted from 2018 MSAP student and teacher survey report, by J. Herman, V. Bozeman, and J. Wang, 2018,
National Center for Research on Evaluation Standards, and Student Testing (CRESST). The Regents of the
University of California. Copyright 2018 by The Regents of the University of California. Reprinted with permission.
°Adapted from 2022 MSAP student and teacher survey report, by J. Wang, V. Bozeman, L. de Vries, and Q. Debley,
2022, National Center for Research on Evaluation Standards, and Student Testing (CRESST). The Regents of the
University of California. Copyright 2018 by The Regents of the University of California. Reprinted with permission.
“CalSCHLS Survey Modules. (2023b). Middle/high school climate in-school module (English). CalSCHLS.
https://calschls.org/site/assets/files/1103/mshs-schoolclimate-in-school-2223 final.pdf. Reprinted with permission.
4CalSCHLS Survey Modules. (2023a). California school staff in-school survey. CalSCHLS.
https://calschls.org/site/assets/files/1103/csss-2223 in-school final watermarked.pdf. Reprinted with permission.
°CalSCHLS Survey Modules. (2023c). California school parent in-school survey. CalSCHLS.
https://calschls.org/site/assets/files/1103/csps-2223 in-school final watermarked.pdf Reprinted with permission.


https://calschls.org/site/assets/files/1103/mshs-schoolclimate-in-school-2223_final.pdf
https://calschls.org/site/assets/files/1103/csss-2223_in-school_final_watermarked.pdf
https://calschls.org/site/assets/files/1103/csps-2223_in-school_final_watermarked.pdf
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APPENDIX B

Recruitment Email Script

Dear [name],

My name is Shannon Mumolo, and I am a doctoral student in the Graduate School of Education
and Psychology at Pepperdine University. I am conducting a research study to understand the
successes and challenges of your school's dual enrollment magnet program implementation, and
I need your help!

I am seeking volunteer study participants for interviews about your school's dual enrollment
magnet program. Your participation in the study is anticipated to take no more than 30-60
minutes.

Participation in this study is voluntary, and your identity as a participant will be protected before,
during, and after the time that study data is collected. Strict confidentiality procedures will be in
place during and after the study. To protect your privacy and confidentiality, pseudonyms will be
used for all names, places, and identifiable events. Interviews will be audio-recorded for
transcription purposes only, and notes and transcripts from interviews will not identify content
attributable to individual participants. All records will be stored in a password-protected drive.

If you have any questions or would like to participate in this study, please feel free to contact me
at your earliest convenience.

Thank you for your consideration of participation,

Shannon Mumolo

Pepperdine University

Graduate School of Education and Psychology
Doctoral Student

(626)487-1716
shannon.mumolo@pepperdine.edu
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APPENDIX C

IRB Approval

Pepperdine University

24255 Pacific Coast Highway
Malibu, CA 90263

TEL: 310-506-4000

NOTICE OF APPROVAL FOR HUMAN RESEARCH

Date: January 23, 2023

Protocol Investigator Name: Shannon Mumolo

Protocol #: 22-10-2011

Project Title: Marketization without marginalization? Approaches to school integration in an early college magnet
School: Graduate School of Education and Psychology

Dear Shannon Mumolo:

Thank you for submitting your application for exempt review to Pepperdine University's Institutional Review Board
(IRB). We appreciate the work you have done on your proposal. The IRB has reviewed your submitted IRB
application and all ancillary materials. Upon review, the IRB has determined that the above entitled project meets
the requirements for exemption under the federal regulations 45 CFR 46.101 that govern the protections of human
subjects.

Your research must be conducted according to the proposal that was submitted to the IRB. If changes to the
approved protocol occur, a revised protocol must be reviewed and approved by the IRB before implementation. For
any proposed changes in your research protocol, please submit an amendment to the IRB. Since your study falls
under exemption, there is no requirement for continuing IRB review of your project. Please be aware that changes to
your protocol may prevent the research from qualifying for exemption from 45 CFR 46.101 and require submission
of a new IRB application or other materials to the IRB.

A goal of the IRB is to prevent negative occurrences during any research study. However, despite the best intent,
unforeseen circumstances or events may arise during the research. If an unexpected situation or adverse event
happens during your investigation, please notify the IRB as soon as possible. We will ask for a complete written
explanation of the event and your written response. Other actions also may be required depending on the nature of
the event. Details regarding the timeframe in which adverse events must be reported to the IRB and documenting the
adverse event can be found in the Pepperdine University Protection of Human Participants in Research: Policies and
Procedures Manual at community.pepperdine.edu/irb.

Please refer to the protocol number denoted above in all communication or correspondence related to your
application and this approval. Should you have additional questions or require clarification of the contents of this
letter, please contact the IRB Office. On behalf of the IRB, I wish you success in this scholarly pursuit.

Sincerely,

Judy Ho, Ph.D., IRB Chair
cc: Mrs. Katy Carr, Assistant Provost for Research
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APPENDIX D

Informed Consent

PEPPERDINE UNIVERSITY
(Graduate School of Education and Psychology)

INFORMED CONSENT FOR PARTICIPATION IN RESEARCH ACTIVITIES

IRB #: 22-10-2011

Participant Study Title: Success and challenges in establishing a dual enrollment magnet
program

Formal Study Title: Marketization without marginalization? Approaches to school integration
in a dual enrollment magnet

Authorized Study Personnel:

Principal Investigator: Shannon Mumolo, MA
Cell: (626) 487-1716

Key Information

If you agree to participate in this study, the project will involve:
e Staff, parents, teachers, and alumni between the ages of 18-65

Procedures will include participation in one interview

1 online visit is required

This visit will take 30-60 minutes in total

There are possible risks associated with this study (loss of confidentiality, psychological

distress)

You will be paid $0 for your participation.

You will be provided a copy of this consent form

e This study will not impact students’ opportunity to learn, have any impact on the
evaluation of any instructors, or involve any significant time and attention away from the
delivery of regular curriculum or withholding of standard educational content. Instructor
participants will not experience any adverse or negative impact on employment as a
result of participating in this study.

Invitation

You are invited to take part in this research study. The information in this form is meant to help
you decide whether or not to participate. If you have any questions, please ask.
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Why are you being asked to be in this research study?

You are being asked to be in this study because you are either an employee, parent, or former
student associated with the dual enrollment magnet program. You must be 18 years of age or
older to participate.

What is the reason for doing this research study?

Early college magnet programs have different structures and supports. This research is designed
to understand the successes and challenges of your school's dual enrollment magnet program.

What will be done during this research study?
You will be asked to participate in one interview, which will take 30-60 minutes.
How will my contributions be used?

Your ideas may be included in summaries of a program report or article. Any personal
information that could identify you will be removed before any report or article is published.

What are the possible risks of being in this research study?

This research presents the risk of loss of confidentiality and emotional or psychological distress
because the interviews involve questions about your perceptions or experiences with the dual
enrollment magnet program.

What are the possible benefits to you?

You may have the opportunity to help improve the school’s implementation of your school's dual
enrollment magnet program. However, you may not get any benefit from being in this research
study.

What are the possible benefits to other people?

The benefits to society may include a better understanding of how to help improve the way other
schools create or implement new magnet or dual enrollment programs. Your ideas may also
inform future areas that should be researched.

What are the alternatives to being in this research study?

Instead of being in this research study, you can share your thoughts or ideas about the dual
enrollment magnet program directly with your school administration or program staff.

What will being in this research study cost you?

There is no financial cost to you for being a participant in this research study.
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Will you be compensated for being in this research study?
You will not be compensated for your participation in this study.
What should you do if you have a problem during this research study?

Your welfare is the primary concern of every member of the research team. If you have a
problem as a direct result of being in this study, you should immediately contact one of the
people listed at the beginning of this consent form.

How will information about you be protected?

Reasonable steps will be taken to protect your privacy and the confidentiality of your study data.
The data will be stored electronically through a secure server and will only be seen by the
research team during the study and for 3 years after the study is complete. The only persons who
will have access to your research records are the study personnel, the Institutional Review Board
(IRB) of Pepperdine University, and any other person, agency, or sponsor as required by law.
The information from this study may be published in scientific journals or presented at scientific
meetings, but the data will be reported as group or as summarized data, and your identity will be
kept strictly confidential.

What are your rights as a research subject?

You may ask any questions concerning this research and have those questions answered before
agreeing to participate in or during the study. For study-related questions, please contact the
investigator(s) listed at the beginning of this form. For questions concerning your rights or
complaints about the research, contact the Institutional Review Board (IRB):

Phone: 1(310)568-2305
Email: gpsirb@pepperdine.edu

What will happen if you decide not to be in this research study or decide to stop
participating once you start?

You can decide not to be in this research study, or you can stop being in this research study
(“withdraw’) at any time before, during, or after the research begins for any reason. Deciding not
to be in this research study or deciding to withdraw will not affect your relationship with the
investigator or with Pepperdine University (list others as applicable). You will not lose any
benefits to which you are entitled.

Documentation of informed consent

You are voluntarily making a decision whether or not to be in this research study. Verbal consent
to this form means that (1) you have read and understood this consent form, (2) you have had the
consent form explained to you, (3) you have had your questions answered, and (4) you have
decided to be in the research study. You will be given a copy of this consent form to keep.


mailto:gpsirb@pepperdine.edu
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Participant feedback survey

To meet Pepperdine University’s ongoing accreditation efforts and to meet the Accreditation of
Human Research Protection Programs (AAHRPP) standards, an online feedback survey is
included below:

https://forms.glemnnRgRwLgajYzBq5t7
Participant consent will be verbal to protect the privacy and confidentiality of participants.

Investigator certification

Investigator signature certifies that all elements of informed consent described on this consent
form have been explained fully to the subject. In my judgment, the participant possesses the
capacity to give informed consent to participate in this research and is voluntarily and knowingly
giving informed consent to participate.

Signature of Investigator Obtaining Consent Date


https://forms.gle/nnRgRwLgajYzBq5t7
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APPENDIX E

Interview Protocol

Section A. Overview

1. Purpose: To understand how school leaders implemented a dual enrollment magnet
program over a 5-year period.

2. Questions:

a. RQI- What has changed at the school since the dual enrollment magnet program
was implemented?

b. RQ2- How did school leaders foster successful outcomes of the dual enrollment
magnet program?

c. RQ3- How did school leaders experience and address challenges to program
implementation?

d. SQ: How did school leaders foster successes or experience and address challenges
to: §Q2/3a- school diversity? SQ2/3b- innovative curriculum and professional
development? SQ2/3c- academic excellence? $Q2/3d- family and community
partnerships?

3. Theoretical Framework

a. Five pillars of magnet schools- leadership, academic excellence, curriculum and
professional development, diversity, parent and community partnerships

b. Educational leaders as cultural workers- (Giroux, 2007; Roda, 2020) informs how
leaders might serve as advocates who critique and change systems to close
opportunity and achievement gaps.

c. Integration theory of choice- (Ayscue et al., 2018; Johnson & Nazaryan, 2019;
Pettigrew & Tropp, 2006) as related to understanding the complexities of
desegregation through regulated choice to achieve societal benefits

4. Role of the protocol in guiding the case study researcher: Maintain focus on the line
of inquiry and promote consistent administration of interviews.

Section B. Interview Procedures

Interview Procedures

Introduction e Introduce the interviewer and their role.

e Provide an overview of the purpose of the study.- successes
and challenges of program implementation

e Provide an overview of the purpose of the interview- to
understand their unique perspectives regarding the early
college program implementation.

e While I have identified guiding questions, this interview is
intended to be semi-structured. Therefore, I may skip or
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adjust questions or add new questions based on the flow of
our conversation.

The goal of this interview is to understand what has
changed at your school and why since the dual enrollment
magnet program was implemented. I’'m particularly
interested in learning more about the successes and
challenges your school leadership team perceived and
experienced to inform our future practice within the school
and district. The results and analyses will be used for a
written dissertation, and an anonymous case study report of
high-level themes may be provided to other practitioners to
enhance practitioner knowledge.

Privacy,
Confidentiality, and
Consent

This interview is intended to capture your perceptions and
experiences but no information personally attributable to
you or others in the school community.

To that extent, the use of names of individual persons or
personally identifying characteristics should be avoided.
No information will be used for any program or staff
evaluations, and pseudonyms will be used for all note-
taking and in the written manuscript.

Consent

Share a copy of the informed consent form.

Verbally confirm that they agree to participate in the study
and have read and understand the information contained in
the informed consent form.

Ask if they have any questions.

Remind the participant that they may opt out at any time,
and that participation is strictly voluntary. This includes
asking to skip or move on from any questions.

Ask the participant if you have their permission to record
the interview for transcription purposes. This transcript will
support analysis to identify common themes across multiple
interviews.

The audio recording itself will be deleted within one hour
after the meeting concludes (when a transcript is available
for download), and the transcript will not include any
personally identifiable information. It will only be reviewed
by me, my chair, or IRB upon request and will not be
published anywhere.

Remind the participant that even if they consent to
recording at this time, they can skip any question or request
that the recording be stopped at any time.

Begin recording if the participant consents.




Guided Questions

213

e Over the past five years, what’s one change that stands out
most to you? What do you think most contributed to that
change occurring?

e Invite the interviewee to share additional examples or pose
further questions to each other to clarify thinking. Consider
clarifying or probing stems to elicit responses that guide the
conversation to understand:

e What did school leaders do to bring about that
change?
e How school leaders may have challenged or
changed systems?
Leadership

e What are some ways you have seen your school
environment improve over the past five years, and what do
you think brought about those changes?

e To what extent did teachers and staff participate in decision-
making related to these changes or to your school overall?

e How has that changed over time? Why?

Diversity

e How would you describe the diversity and equity of your
school’s dual enrollment program and why?

e Increased enrollment-

e Reasons students chose your school
e Reasons students in this attendance zone may not
choose your school

e Student interactions and relationships

e Respect among students from diverse backgrounds

e Instructional practices were reflective of students’ diverse
backgrounds

e Student participation in dual enrollment reflective of the
racial mix of the school

e How did the early college theme impact students' feelings
about school?

e Their sense of connection to the school community?

e Do all students feel welcome? Why or why not?

Curriculum and Professional Development

What does students’ exposure to the early college theme
look like in the classroom, and how does that compare to
instruction a few years ago?

Implementation of the magnet theme over time
Teacher-reported comfort

Incorporating the magnet theme in instruction
Professional Development
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Academic Excellence
e How has the school’s dual enrollment program impacted
students’ academic outcomes?
e Graduation rates
e Standardized tests
e C(College credits
e Supports offered and how communicated
e Are the program’s academic impacts equitable? Why or
why not?
e What do staff or teachers do that most impacts student
outcomes, positively or negatively?
e What barriers have you experienced or seen that have
prevented these supports from reaching all students?
e High expectations
e Counseling services
e Re-teaching of content

Family and Community Partnerships
o How has the school’s magnet theme influenced family
engagement?
e (Caring relationships
e Welcoming environment
e Planning for college and career
e Parent involvement
e What if any barriers are there for families wishing to engage
more or differently?
e Has this changed or been impacted by the implementation
of the new magnet theme?

Concluding Questions

e Based on all that we’ve discussed, what do you see as the
greatest success and greatest challenge to implementing this
school’s dual enrollment program?

e What advice would you give to someone establishing a new
dual enrollment program to achieve that success?

e What is one recommendation you would make to overcome
or avoid that challenge?

e s there anything else you want me to know? / Have I
missed anything?

Possible STEMS for Clarifying Prompts:
follow-up questions e (Can you tell me more about...
e What’s an example of...
e So,you...?
e What do you mean?
e To what extent did school leaders...?
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e [’m curious to hear how...

Probing Prompts:
e How did that compare to...?
e What sort of an impact do you think...?
e How do you know...?
e What did you think when...?
e [ wonder how that changed...
Closing e Thank the participant. Provide time for the participant to ask

additional questions if needed.

Note: Probing and clarifying prompts adapted from The art of coaching: Effective strategies for school
transformation by E. Aguilar, 2013. Copyright 2013 Jossey Bass.
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APPENDIX F

Revised Interview Questions and Rationale

Interview Questions (and Rationale for Changes, where applicable)

Ist Draft of e Invite the interviewee to share additional examples or pose further
Interview questions to each other to clarify thinking. Consider questions that
Questions focus the discussion:

e What did school leaders do to bring about that change?
e What were some initial successes? Barriers?
e What are some successes or challenges related to your
program implementation today?
e Asrelated to the magnet pillars?
e Jleadership
e academic excellence
e curriculum and professional development
e diversity
e parent and community partnerships
e Ending questions:
e What is one recommendation you would make to improve
your program?
e What advice would you give to someone establishing a new
program?
e Have I missed anything?

Ist Revision of  Rationale for Changes: Detailed prompts were added based on the results
Interview of quantitative findings from Phase 1.
Questions

1. What has changed at the school since the dual enrollment magnet
program was implemented?

2. What’s one change that stands out most to you? What did school
leaders do to facilitate that change?

3. Invite the interviewee to share additional examples or pose further
questions to each other to clarify thinking. Consider questions that
focus the discussion:

a. What did school leaders do to bring about that change?
b. What were some initial successes? Barriers?

4. What is one recommendation you would make to improve your
program?

5. What advice would you give to someone establishing a new dual
enrollment program?

These next questions relate to how school leaders fostered successful
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outcomes of the dual enrollment magnet program.

Leadership
6. How did you build feelings of trust and collegiality among staftf?
7. How did you make it clear that the magnet theme was an
instructional priority?
8. How did you facilitate improved cleanliness and maintenance of
facilities?
9. What did you do to facilitate decreased suspensions?

Diversity

10. What did you do to support increased enrollment and increasingly
diverse enrollment?

11. How did your leadership team promote positive student interactions
and relationships and respect among students from diverse
backgrounds?

12. How did you ensure that instructional practices were reflective of
students’ diverse backgrounds?

13. How did you ensure that student participation in dual enrollment
was increasingly reflective of the racial mix of the school?

Curriculum and Professional Development
14. How did your leadership team influence increased implementation
of the magnet theme over time, including increased teacher-reported
comfort and time incorporating the magnet theme in instruction?
15. What steps did you take to ensure that professional development
was impactful?

Academic Excellence

16. What did you do to support increased graduation rates?

17. How did you influence the large increases in the number of students
earning college credits?

18. How did the magnet improve student achievement and what did the
leadership team do to impact that?

19. How did you ensure the dual enrollment magnet program promoted
academic success for all students?

20. What supports did you offer and how did you communicate them?

Family and Community Partnerships
21. What did you do to make parents feel welcome?
22. How did you help parents plan for their child’s college and career?

These next questions relate to how school leaders experienced and
addressed challenges to the implementation of the dual enrollment magnet
program.
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Leadership
23. What challenges did you perceive and experience in fostering staff
participation in decision-making?
24. What challenges did you perceive and experience in supporting
students' feelings of connectedness or belonging?

Diversity
25. What are the main reasons students choose your school?
26. What are some of the main reasons students in this attendance zone
may not choose your school?
27. Why might some current students feel they are not a part of this
school?

Academic Excellence

28. What barriers did you face in increasing student achievement (on
standardized tests)?

29. What barriers did you perceive to incoming students knowing
adults on campus care about them?

30. Where do you experience decreased expectations of students?

31. What are some barriers to adults having high expectations for
students?

32. Why might students or staff feel that counseling services are less
adequate than before the program began?

33. What might explain student perceptions that re-teaching of content
has largely decreased since the program began?

Family and Community Engagement
34. What are some ways parents could feel more involved and welcome
as partners in the school, and what may be preventing those
strategies from occurring?

Concluding Questions
35. Is there anything else you want me to know?
36. Do you have any questions for me?

Final Interview
Questions

Rationale for Changes: Based on responses from pilot testing, similar
questions were consolidated for efficiency. Other questions were re-
worded. For example, rather than ask about successes and challenges
separately, questions were revised to focus on magnet pillars and change
over time, with possible follow-up prompts/topics to explore based on
participant responses so as not to lead the interviewee’s responses and to
avoid explicit reference to any specific individuals.

Introduction: The goal of these questions are to understand what has
changed at your school and why since the dual enrollment magnet program
was implemented. I’m particularly interested in learning more about the
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successes and challenges your school leadership team perceived and
experienced to inform our future practice within the school and district.
1. Over the past five years, what is one change that stands out most to
you? What do you think most contributed to that change occurring?
Invite the interviewee to share additional examples or pose further
questions to each other to clarify thinking. Consider clarifying or probing
stems to elicit responses that guide the conversation to understand:
a. What did school leaders do to bring about that change?
b. How school leaders may have challenged or changed
systems?
Leadership
2. What are some ways you have seen your school environment
change over the past five years, and what do you think brought
about those changes?
3. To what extent did teachers and staff participate in decision-making
related to these changes or to your school overall?
a. How has that changed over time?
b. Why?
Diversity
4. How would you describe the diversity and equity of your school’s
dual enrollment program and why?
a. Increased enrollment-
i.  Reasons students choose your school
il.  Reasons students in this attendance zone may not
choose your school
b. Student interactions and relationships
c. Respect among students from diverse backgrounds
d. Instructional practices were reflective of students’ diverse
backgrounds
e. Student participation in dual enrollment reflective of the
racial mix of the school
5. How do you think the new early college theme impacted students'
feelings about school and their sense of connection to the school
community?
a. Do all students feel welcome?
b. Connected? Why or why not?

Curriculum and Professional Development
6. What does students’ exposure to the early college theme look like in
the classroom, and how does that compare to instruction a few years
ago?
a. Implementation of the magnet theme over time
b. Teacher-reported comfort
c. Incorporating the magnet theme in instruction
d. Professional Development
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Academic Excellence
7. How has the school’s dual enrollment program impacted students’
academic outcomes?
a. Graduation rates
b. Standardized tests
c. College credits
d. Supports offered and how communicated
Are academic impacts equitable? Why or why not?
9. What do staff or teachers do that most impacts student outcomes,
positively or negatively?

a. What barriers have you experienced or seen that have
prevented these supports from reaching all students?
Caring relationships
High expectations
Counseling services

Re-teaching of content

S

b
C.
d.
e

Family and Community Partnerships
10. How has the school’s magnet theme influenced family
engagement?
a. Welcoming environment
b. Planning for college and career
c. Parent involvement
11. What if any barriers are there for families wishing to engage more
or differently?
a. Has this changed or been impacted since the new magnet
theme was implemented?

Concluding Questions

12. Based on all that we have discussed, what do you see as the greatest
successes and greatest challenges to implementing this school’s
dual enrollment program?

13. What advice would you give to someone establishing a new dual
enrollment program to achieve that success?

14. What is one recommendation you would make to overcome or
avoid that challenge?

15. Is there anything else you want me to know? / Have I missed
anything?

16. Do you have any questions for me?
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APPENDIX G

Early College Outcomes

1. INQUIRY: I can ask critical questions in order to analyze and evaluate an issue or problem,
considering the evidence before I form a judgment and/or propose a solution

Competencies:

1) Develop thoughtful questions for investigation and test hypotheses to create evidence-
based explanations and conclusions about various issues and phenomena.

2) Conduct research to gather, filter, evaluate, analyze and synthesize information, data, and
evidence from a variety of authentic sources.

3) Clarify thinking, probe others’ thinking, and work through ambiguity while seeking to
answer questions, solve problems, and create original products.

4) Present findings and evidence effectively by establishing the credibility and limitations of
sources and by using correct citations.

2. READING AND WRITING: I can acquire knowledge and meaning from print and other
media and create written works that communicate understanding of existing ideas and present
original thoughts.

Competencies:

1) Read and comprehend written material critically and effectively, with attention to text
structures and context.

2) Connect reading to other texts, self, and the world.

3) Annotate, summarize, and create images to represent multiple written texts.

4) Write with precision, clarity, and coherence to skillfully communicate ideas while
considering audience and purpose.

5) Engage in various writing processes to address specific situations.

6) Apply language fluidly and appropriate to context in order to demonstrate understanding
and support thinking.

3. REFLECTION: I can reflect upon how I best learn, when I need additional support, and
where I can seek guidance from teachers, mentors, and peers in order to better retain
information and produce quality products that give me a sense of pride.

Competencies:
1) Connect, build, revise, and refine proposals and products to increase quality, individually
and with others
2) Reflect on performance, growth as a learner, and ability to apply academic, interpersonal,
and metacognitive strategies and skills within a variety of contexts
3) Seek feedback from, and offer feedback to others using benchmarks, rubrics and models
4) Implement action plans, evaluating, adjusting, and overcoming obstacles along the way

4. PRESENTATION: I can prepare, present, and defend my ideas verbally to a variety of
audiences.

Competencies:
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1) Defend a perspective verbally to an audience, supporting one’s perspective with
evidence.

2) Organize a presentation in a way that delivers information accurately and demonstrates a
clear line of reasoning to support audience understanding.

3) Use technology and visual media to clarify content and support audience understanding.

4) Listen actively and respond effectively to audience questions .

5. AGENCY: I can grow my intelligence and skills through effort, practice, and challenge; I
can learn how to learn so 1 can be successful in projects, school and life

Competencies:

1) Use effort and practice to improve skills, work quality, and performance.

2) Develop meaningful goals, broken down into achievable action steps and monitor
progress regularly.

3) Identify academic strengths, personal success, and mastered skills in order to confidently
work toward identified goals.

4) Actively participate in activities, discussions, and meetings by staying focused, listening
deeply, and offering original ideas and thoughts to strengthen discussion.

5) Reach for all available resources, including role models and mentors, to enhance
learning, expand opportunities, and influence values.

From: Copyright 2018 by Mesa Verde School District. Reprinted with permission.



