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SUPERINTENDENTS’ BELIEFS AND IDENTIFICATION OF DISTRICT LEVEL
PRACTICES CONTRIBUTING TO THE ACADEMIC ACHIEVEMENT OF BLACK
MALES IN THE STATE OF GEORGIA
by
HAYWARD CORDY
(Under The Direction of Abebayehu Tekleselassie)

ABSTRACT

The graduation rate for Black males in the state of Georgia during the 2003-04
school year as reported by the Schott Foundation was 39 percent. This was in stark
contrast to a 54 percent graduation rate for non-Hispanic White males. Nationwide, more
than 50 percent of Black males drop out of school compared to between 25 and 30
percent of all other student populations. Additionally, Black males are twice as likely as
Black females to be in special education. More Black males receive their GED in prison
than graduate from college.

The purpose of this study was to explore superintendents’ beliefs about and
identification of district level practices contributing to the academic achievement of
Black males in the state of Georgia. This qualitative study was a purposeful sampling of
school superintendents’ beliefs regarding the academic achievement of Black males and
identification of district level practices believed to positively impact the academic
achievement of school-aged Black males in the state of Georgia.

Superintendents identified multiple factors, both internal and external, believed to
impact the academic achievement of Black males in the state of Georgia. Factors

identified by superintendents were both school and community based. While



superintendents’ beliefs about their role in impacting the academic achievement of Black
males varied, the belief that superintendents can and should play a vital role in
implementing district level practices to impact the academic achievement of Black males
was universal. District level practices identified by superintendents as being implemented
to impact the academic achievement of Black males varied among the superintendents
and systems surveyed. District level practices as described by superintendents were
multifaceted and particular to districts surveyed. The findings from this study enabled the
researcher to make several recommendations regarding the academic achievement of
Black males in the state of Georgia.

INDEX WORDS: Black males, Graduation rate, Achievement gap, Teacher

perceptions, Stereotype threat, Teacher expectations, Superintendents’ role,

Student achievement, Academic disidentification
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CHAPTER1
INTRODUCTION
The idea of some type of transfer of knowledge, better known as education, has
existed since the beginning of time. The role of superintendent, however, is a fairly recent
educational development, having emerged well after other administrative positions such
as principal were established (Knezevich, 1984). The role of superintendent evolved only
after other approaches to deal effectively with the dynamics of an increasingly complex
educational system failed (Knezevich, 1984). Most early school superintendents focused
primarily on instruction with the responsibility of fiscal and facilities management being
added later. According to Knezevich (1984), the first superintendents began their tenure
in 1837 in Buffalo, New York, and Louisville, Kentucky. Originally, superintendents
were viewed as instructional leaders concerned with developing a graded organization for
schools, designing new courses of study, and organizing pupil promotion procedures
(Knezevich, 1984). Due to the fact that school board members had brief tenures, the
tenure of school superintendents in this day was short lived. Additionally, the
development of two agencies with administrative responsibilities, namely the school
board and the superintendent’s office, led to conflict and misunderstandings just as it
does today. Board executive committees continued to exercise authority and control over
school management, greatly inhibiting the ability of the superintendent to demonstrate his
professional and leadership skills (Knezevich, 1984). The role of the superintendent,
though static for some time, slowly began to change.
School superintendents in the 21* century are faced with the daily challenge of

facilitating and cultivating a culture of learning amidst constant change. This complex
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and socially challenging change requires school superintendents to examine the education
delivery system as it relates to the way in which and how well children learn (Houston,
2001). As change stirs up strong emotions within organizations, effective leadership is
the key to the success of the superintendent and the organization in the 21 century
(Houston, 2001). Houston (2001) states, “Successful superintendents of the 21% century
will be those who find a way of leading by sharing power and by engaging members of
the organization and the community in the process of leading” (p.430). Successful leaders
are change brokers who understand the nature of change so that they can influence it as
they institute reform efforts (Houston, 2001). Agreeing with Houston about the constant
and complex changes facing school superintendents in the 21* century, Fullan (2001)
asserts that these changes are grounded in the rapid nonlinear changes that our present
society is facing. According to Fullan, the availability of information is driving this kind
of never before seen change. Because information is easily accessible, knowledge gained
through business and global information systems has impacted the educational
community (Fullan, 2001).

In light of the global and economic transformation currently taking place and its
likely consequences for formal education in America, in order to remain viable,
superintendents must focus on what makes schools flexible, responsive to change, and
effective (Hill and Guthrie, 1999). Guided by a highly effective superintendent, schools
must become a vital component of an ever changing learning system within the
community (Houston, 2001). While schools cannot become all things to all people,
schools can and must form bonds with other care-giving agencies in order to provide a

support network of caring around children and their families (Houston, 2001).
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Superintendents of the 21* century then must become champions for children, utilizing
their skills and influence to garner support for children and families that will enable all
children to be successful at learning (Houston, 2001). The superintendent of the 21*
century must work to create environmental conditions that get children ready for school
while getting schools ready to receive children at the same time (Houston, 2001). Giving
school superintendents the responsibility of getting children and schools ready is
consistent with his or her role as lead educational decision maker. In making decisions
that positively impact children and schools, superintendents must expand their knowledge
as to the present day educational dilemmas, determine root causes, and formulate
programs and practices to combat the identified problems. The need for educational
systems to reform themselves and the need for superintendents to regularly redefine their
role, skills, and knowledge base has been a historical constant (Houston, 2001).

Woodson (1933) spoke of the dilemma of education in a state of constant change
in his day. Woodson (1933), a pioneer in the movement to educate Blacks, saw a need for
the educational system of his day to change if it was to meet the needs of its Black
citizenry. Woodson stated, “To simply point out the defects of our schools as they exist
today is of little benefit to present and future generations. Defects must be viewed in their
historic setting. The conditions of today have been determined by what has occurred in
the past, and in review of this history, it is possible to see more clearly the events in
which Blacks have played a part” (Woodson, 1933). In his book titled, The Mis-education
of The Negro, Woodson (1933) theorized that America had missed the mark in educating
Black students. Woodson (1933) echoed the earlier writings of Booker T. Washington

and W. E. Du Bois. Washington (1901) had previously described the dilemma of the
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Black male in America from the vantage point of being born a slave and later
emancipated. Unlike Du Bois, who preached agitation and protest, Washington preached
a philosophy of self-help, racial solidarity and accommodation (PBS.org, 2006). In his
autobiography Up From Slavery, Washington (1901), writing about his childhood after
emancipation from slavery wrote:

The world should not pass judgment upon the Negro, and especially the Negro

youth, too quickly or too harshly. The Negro boy has obstacles, discouragements,

and temptations to battle with that are little known to those not situated as he is.

When a white boy undertakes a task, it is taken for granted that he will succeed.

On the other hand, people are usually surprised if the Negro boy does not fail. In a

word, the Negro youth starts out with the presumption against him (p. 17).

Du Bois (1903), in his work, The Soul of Black Folk: Essays and Sketches,
described his lived experiences as a Black male in America in the late eighteenth century
in similar terms. Dubois, an avid supporter of Black Nationalism and Pan-Africanism,
was the first Black person to earn a doctorate degree in history from Harvard University
(Hynes, 2006). In describing childhood lived experiences, Du Bois (1903) wrote:

In a wee wooden schoolhouse, something put it into the boys’ and girls’ heads to

buy gorgeous visiting-cards — ten cents a package — and exchange. The exchange

was merry till one girl, a tall newcomer, refused my card — refused it

peremptorily, with a glance. Then it dawned upon me with a certain sadness that I

was different from the others; or like, mayhap, in heart and life and longing, but

shut out from their world by a vast veil. I had thereafter no desire to tear down
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that veil, to creep through; I held all beyond it in common contempt, and lived

above it in a region of blue sky and great wandering shadows (p. 2).

These two similar yet distinctly different voices of the lived experiences of the Black
male in America, W. E. Du Bois and Booker T. Washington, deliver conflicting messages
regarding the historical and ongoing difficulties faced by Black males and those charged
with providing them with an education.

Historically, the education of Blacks in the United States has been impacted by
historical, social and political developments since the founding of the United States
(Lewis, 2003). The introduction of the first Black slaves into the new world at
Jamestown, Virginia, in 1619 set the stage for the ongoing debate regarding the education
of Blacks in America (Robinson, 1971). As the number of Blacks in the colonies
increased and in the absence of codes in colonial New England prohibiting the education
of slaves, some slave owners educated Black slaves (National Park Service, 2000). Some
slave owners advocated teaching Blacks to read so that they would have a more efficient
labor pool (Vaughn, 1974). Some missionaries wanted Blacks to be taught to read so that
they could read the scriptures (Vaughn, 1974). Many Whites would later rethink this
position after several high profile pockets of resistance to slavery and its practices
(National Park Service, 2000).

The Gabriel Prosser slave revolt occurred in 1800 and the Nat Turner slave
uprising occurred in 1831 (National Park Service, 2000). The Denmark Vessey Revolt of
1822 was also a high profile uprising (Vaughn, 1974). After these uprisings, southern
White fear of further slave uprisings led to more stringent slavery laws and in many cases

prohibitions against educating slaves and free Blacks (National Park Service, 2000).
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Many southern Whites saw it as impossible to educate Blacks without increasing
rebellion among Blacks (Vaughn, 1974). After these incidents, laws forbidding the
education of Blacks were passed by various states (National Park Service, 2000). At its
1831 legislative session, the North Carolina Legislature passed an “Act To Prevent All
Persons From Teaching Slaves To Read or Write” (National Park Service, 2000). A
Georgia law passed in 1829, allowed free Blacks who taught slaves to be fined and
whipped. Conversely, White citizens caught teaching slaves were treated more harshly as
they were subject to a maximum fine of $500.00 and subject to imprisonment at the
discretion of the sitting judge (Vaughn, 1974). In 1834, the South Carolina Legislature
passed a law forbidding the instruction of free Blacks as well as requiring that a White be
present if a free Black taught other Blacks.
The issue of the education of and treatment of Blacks as slaves would later play a pivotal
role in escalating hostilities between the states, leading to the Civil War of 1861 (The
Civil War Home Page, 2006). It was not until the second year of the Civil War that
progress was made in the education of Southern Blacks (Vaughn, 1974). At the beginning
of the second year of the Civil War, Northern religious and social organizations began
efforts to educate slaves living in the areas occupied by the Union Army (Vaughn, 1974).
As a result, between 5 and 10 percent of the adult Black population in the South were
literate by 1860 (Vaughn, 1974).

Prior to and after the Civil War, the limited education afforded some Blacks
occurred in segregated settings despite the objections of both Black and White citizens as
well as attempted legal interventions (National Parks Service, 2000). Roberts vs. City of

Boston (1849) is the first documented court case challenging America’s segregated
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educational system (African American Registry, 2005). Chief Justice Lemuel Shaw, in
issuing his ruling in Roberts vs. City of Boston (1849) indicated that he could find no
constitutional reason for abolishing Black schools (African American Registry, 2005).
Boston’s schools, like others in the nation, would remain segregated (African American
Registry, 2005). The quest for equal access to education would continue into the next
century as segregated educational institutions for Blacks continued to be the norm
(African American Registry, 2005). Racial segregation within the nation’s educational
institutions and within the larger society received a major blow when the Supreme Court,
in Brown v. the Board of Education of Topeka (1954), declared separate but equal
schools unconstitutional (Orfield & Yun, 1999).

It has been 50 years since Brown v. Board of Education (1954) outlawed
intentional segregation in the South (Orfield & Yun, 1999). A series of Supreme Court
decisions in the 1990s helped push the country farther away from the ideals espoused by
Brown and closer to the old adage of “separate but equal.” The Brown v. Board of
Education United States Supreme Court ruling struck down the idea of “separate and
equal” schools. The Supreme Court put off its decision about how to enforce Brown until
1955 and then called for gradual change “with all deliberate speed” (Orfield & Yun,
1999). Many politicians, educational leaders, social scientists and political activists
applauded the ruling, believing that a universal, equal education would be quickly
available to all (Downey, 2003). Many Southern states refused to comply until they were
sued individually. In 1964, 98 percent of Southern Black children were still in totally

segregated schools (Orfield & Yun, 1999). By 1970, the enforcement of the 1964 Civil
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Rights Act by the Johnson Administration and the courts had made the South the nation’s
most integrated region for both blacks and whites.

After nearly a quarter century of increasing integration, schools began to
resegregate in the late 1980s. The percent of Black students in majority White schools in
the South fell from a peak of 43.5 percent down to 34.7 percent in 1996 (Orfield & Yun,
1999). At the end of the 2002-03 school year, the average Black student in the southern
states of Texas, Louisiana, and Mississippi attended a school whose racial makeup was
more than 70 percent nonwhite (Orfield & Lee, 2005). In Georgia, 37 percent of black
students attended majority minority schools at the end of the 2002-03 school year
(Orfield & Lee, 2005). While the causes of this shift toward resegregation of schools in
the South are many, all lead back to the question of whether “separate but equal” schools
afford all children the opportunity to receive a quality and equal education (Duff, 2001).
The resegregation of schools in the South has educational, moral, political, social and
economic ramifications (Downey, 2003).

In addition to the racial component, the resegregation of schools in the South has
a strong class component as well. When Black and Latino students, the majority minority
populations in America, end up in segregated neighborhood schools, they are likely to be
in schools where poverty is concentrated (Orfield & Yun, 1999). Concentrated poverty is
linked to lower educational achievement. Schools of concentrated poverty have proved to
be the least able to provide an adequate education to children (Downey, 2003). School
level poverty is related to many variables that affect a school’s ability to successfully
educate children. Poverty related issues such as parent educational level, availability of

advanced courses, teacher quality, high dropout rates and low expectation levels in regard
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to student achievement impact educational quality (Downey, 2003). In addition,
impoverished families grapple with many problems including a lack of health care, poor
nutrition, housing evictions, job losses and drug and alcohol struggles. These poverty-
based family issues follow impoverished children to school and hinder their ability to
achieve (Downey, 2003). In promoting school integration, Justice Thurgood Marshall’s
goal was more than a mixture of races in a classroom (Downey, 2003). Marshall wanted
to insure that all children were provided the same educational opportunities (Downey,
2003). He sought to ensure that all children, even poor children, received the full benefits
of'a good education (Downey, 2003).

An unintended consequence of Brown (1954) was the negative impact on the
number of Black teachers and administrators in the teaching profession. In 1954,
approximately 82,000 Black teachers were responsible for teaching 2 million Black
school children. By 1965, more than 38,000 Black teachers and administrators in 17
Southern and border states had lost their jobs (Toppo, 2004). Additionally, by some
estimates, approximately 90 percent of Black principals in 11 Southern states lost their
jobs. Many were fired while some retired. Of those who remained in the teaching
profession, many were demoted to assistant principal or to coaching or teaching jobs
(Toppo, 2004). The unintended impact of Brown (1954) greatly reducing the number of
Black teachers in America is still being felt. In the year 2000, 84 percent of teachers in
America were White while only 8 percent were Black. This is in sharp contrast to the fact
that only 61 percent of students in America are White while 17 percent are Black (Toppo,
2004). These numbers are of great concern as the number of Black students majoring in

education was reported to have dropped by 66 percent from 1975 to 1985 (Toppo, 2004).
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During the 1999-2000 school year, 38 percent of public schools had no Black teachers on
staff (Toppo, 2003). Within the past decade however, the tide has begun to shift. During
the 1999-2000 school year, while only 16 percent of teachers nationwide were Black, 21
percent of teachers new to the teaching profession were Black (Toppo, 2003).

The dramatic decrease in the number of Black teachers and administrators is
particularly troubling in light of the impact that Black teachers have on the academic of
Black students, especially Black males. According to King (1993), Black teachers have
personal experience and institutional knowledge that enables them to better help Black
children navigate their way through White-dominated society (p. 121). King (1993)
states:

For many African-American children, African-American teachers
represent surrogate parent figures, disciplinarians, counselors, role models, and
advocates. African American teachers are able to communicate with African-
American students about the personal value, the collective power and the political
consequences of choosing academic achievement as opposed to failure. Such a
communication process between African-American teachers and students includes
African-American teachers’ ability to involve students in exchanges which help
students to become empowered and involved in their own education (p. 118).
Historically, Black children score lower than white children on standardized

measures of achievement. Desegregation, it was believed, would help to narrow this gap
(Ikpa, 2003). Upon analysis, the results of a study that was conducted on the achievement
gap between minority and White students in resegregated and desegregated schools in

Norfolk, Virginia, revealed that the composite tests scores for the resegregated schools in
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Norfolk fell below those of students in desegregated schools. In 1992, the gap increased
from 21 points to 30 points and grew to 33 points in 1994. A decline of ten points
occurred from 1995 to 1996; however, the gap widened by 9 points in 1997. Analysis of
the various data elements indicated that the resegregated all Black schools performed
poorly when compared to their desegregated counterparts (Ikpa, 2003). While clearly a
factor in student achievement, the equal access issue, previously resolved by school
desegregation efforts, clearly has moved from center stage (Ikpa, 2003).

As was the focus of Brown v. Board of Education, educational leaders, policies
and practices have focused on providing universal access to public education for all
children for the past 50 years (Orfield & Yun, 1999). Initially, these efforts focused on
racial and ethnic minorities. The focus later broadened to include children with
disabilities, migrant children, students whose home language is not English and homeless
children (Lewis, 2003).

In her article entitled “From Universal Access to Universal Proficiency,” Lewis
(2003) theorizes that the American goal of providing universal educational opportunities
for all students has largely been met. According to Lewis, the goal has shifted to that of
universal proficiency. Universal proficiency focuses on educational quality and
accountability (Lewis, 2003).

The ensuing goal of educational proficiency has led to continuing comparisons of
student performance nationally and internationally. The launching of Sputnik, the world’s
first artificial satellite, by the Soviet Union on October 4, 1957, marked the start of the
space age and the U.S. — U.S.S.R. space race (NASA 2006). The successful launching of

Sputnik created a political furor in the United States, leading to serious concerns about
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the effectiveness of the American educational system (NASA, 2006). Political leaders,
some educational leaders, and the business community saw a need for an accountability
system that would insure the development of educational standards as well as measure
movement toward the new goal of universal proficiency in education. Various state and
federal accountability initiatives were developed as a result (Bracey, 2003). Federal
accountability initiatives were often tied to funding. The Elementary and Secondary
Education Act (ESEA) continues to be the largest source of federal support for K-12
education, providing more than $12 billion annually for education (United States
Department of Education, 2005). ESEA was created as part of President Lyndon
Johnson’s War on Poverty in 1965. Congress reauthorized ESEA on October 20, 1994
through the Improving America’s Schools Act of 1994. The Improving America’s
Schools Act was a precursor to the most recent federal accountability initiative, the No
Child Left Behind Act as it focused on changing the way education was delivered,
encouraging comprehensive systemic school reform, upgrading instructional and
professional development to align with high standards, strengthening accountability, and
promoting the coordination of resources to improve education for all children (United
States Department of Education, 2005). The No Child Left Behind Act was a bipartisan
education reform effort proposed by President George Bush his first week in office.
Congress passed the No Child Left Behind Act into law on January 8, 2002. The No
Child Left Behind Act of 2001 (NCLB) reauthorized the Elementary and Secondary
Education Act (ESEA) (Lewis, 2003). The No Child Left Behind Act was built on four
principles: 1. accountability for results, 2. more choices for parents, 3. greater local

control and flexibility, 3. an emphasis on doing what works based on scientific
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research (United States Department of Education, 2005). The message of the act was that
of universal proficiency and accountability. The premise of NCLB was that many
children in America have been intentionally or unintentionally left behind (Lewis 2003).
NCLB created an expectation from a national perspective that, children who had been
allowed to languish, would no longer be allowed to fall through the cracks in the
American educational system (Houston, 2003). NCLB set the expectation that all
students would be working on grade level by the year 2014. The act requires every
school, school system, and state to disaggregate test results by ethnicity, disability,
limited English proficiency, and socioeconomic status (Georgia Department of
Education, 2005).

Since the mid-1980s and prior to the passage of the No Child Left Behind Act
(2002), data have been collected on the success in educating the various subgroups that
make up the public school enrollment in America (Ravitch, 2000). Data on suspensions,
expulsions, retentions, and dropout rates indicate higher percentages in all of these areas
for Black males. (Ravitch, 2000).

While the accountability measures contained in NCLB focus primarily on
academics, available disaggregated achievement and other related data yields startling
facts regarding the plight of school-aged Black males in America. Smith (2005), Director
of the Schott Foundation for Public Education, has compiled statistics regarding the
plight of Black males in America. While making up only 8.6 percent of public school
enrollment, Black males represent approximately 23 percent of students suspended from
school and approximately 22 percent of students who are expelled from school (Smith,

2005). While approximately 25 to 30 percent of American high school aged students fail
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to graduate from high school with a regular high school diploma, more than 50 percent of
Black male students in many cities in America fail to receive a regular high school
diploma (Smith, 2005). As reported in the 2005-06 State of Georgia Report Card, the
graduation rate for all students in the state of Georgia was 70.8 percent for the 2006-06
school year. Since data was not disaggregated and reported by both gender and race as an
individual category, the graduation rate for Black males in the State of Georgia was not
reported separately. The graduation rate for Black males was reported within the category
of all Black students. The graduation rate for Black students in the state of Georgia
during the 2005-06 school year, which includes Black males was significantly lower than
the graduation rate for all and White students in the state of Georgia. During the 2005-06
school year, the graduation rate for Black students in the state of Georgia was 63.6
percent. This was in comparison to a graduation rate for all students of 70.8 percent and a
graduation rate of 76.4 percent for White students in the state of Georgia during the 2005-
06 school year (Georgia Department of Education, 2006). Black males are also over
represented in special education programs. Black students in general are 2.9 times more
likely to be labeled as mentally retarded, 1.9 times more likely to be designated as having
an emotional disability, and 1.3 times more likely to be diagnosed with a learning
disability (Smith, 2005). In some large urban districts, 30 percent of Black males are in
special education classes, and half or less of the remaining 70 percent receive a high
school diploma (Smith, 2005). Black males dominate these bleak statistics, as there are
twice as many black males in special education programs as there are Black girls (Smith,
2005). When measuring school failure, statistics indicate that Black males are at the top

of the list for all indicators. Black males exceed other sub-groups in the dropout rate,
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absenteeism/truancy; suspension and expulsion; and low academic achievement (Smith,
2005).
Statement of the Problem

The graduation rate for Black males in the state of Georgia during the 2003-04
school year as reported by the Schott Foundation was 39 percent. In 2001-2002, the
graduation rate for school-aged Black males in America was 42 percent. This was in stark
contrast to a 71 percent graduation rate for non-Hispanic White males. More than 50
percent of Black males drop out of school compared to between 25 and 30 percent of all
other student populations. Nationwide, Black students are 2.9 times more likely as
Whites to be labeled mentally retarded. Black students are 1.9 times more likely to be
labeled as being emotionally disturbed and 1.3 times more likely to be labeled learning
disabled. Black males are twice as likely to be in special education as Black females.
More Black males receive their GED in prison than graduate from college. In addition,
twice as many Black females as males now attend college. When measuring school
failure, statistics indicate that Black males are at the top of the list for all indicators.
Black males exceed other sub-groups in the dropout rate, absenteeism/truancy,
suspension and expulsion, and low academic achievement.

Statistical data supports the notion that Black males underachieve at much higher
rates than other student populations. Previous studies have focused more on the
educational plight of Black males in America. Previous studies have attempted to
quantify and qualify the lived and school experiences of Black males. Richardson and
Evans (1992), in their research paper titled African-American Males: Endangered Species

and the Most Paddled focused on the rate at which Black males receive corporal
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punishment for disciplinary infractions at school. Terrell (2000), in her doctoral
dissertation entitled /¢ Just Couldn’t Have Been Our School, did a phenomenological
study of the school and lived experiences of Black male inmates. Terrell’s study focused
on school experiences of Black male inmates that she believed contributed to their
dropping out of school and subsequent disengagement with society as a whole.
Additional study that focuses on the beliefs of superintendents and district level
programmatic and policy changes that can positively impact the previously qualified and
quantified school experiences of Black males is needed. It is within this context that the
impact of leadership, primarily the local school superintendent, plays in guiding the
implementation of effective practices and district level policy changes designed to
positively impact Black male achievement and lived experiences. Houston (2001)
contends that the job of superintendent in today’s school has high and unrealistic
expectations in many cases. Superintendents, he believes, face inappropriate expectations
and inadequate training working within an organization with changing demographics and
growing diversity, fragmenting culture and increased accountability with no additional
authority given them. Yet, superintendents, as instructional leaders, bear ultimate
responsibility for improving student achievement (Houston, 2001). Anthes (2005), in
analyzing five sets of standards for superintendents and other educational leaders, found
that leadership standards generally fit within nine distinguishable categories. Highly
qualified superintendents based on Anthes analysis of leader strategies model: 1)
developing and articulating a vision, 2) strategic decision making and implementation, 3)
creating a culture of learning, 4) using data effectively, 5) communicating effectively and

honestly with staff, students and the community, 6) Engaging all members of the staff, 7)
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providing high-quality professional growth opportunities to staff, 8) understanding
effective management, and 9) understanding curriculum and instruction. In a related
survey, Belden, Russonello, and Stewart (2005) compiled results from a national survey
of superintendents and found that regardless of years of experience or district type, 90
percent of superintendents surveyed believe that superintendents should have a major role
in directing instruction in their respective school district. Superintendents’ beliefs about
and knowledge of educational issues such as the academic achievement of Black males
play a key role in the development of policy and programs within their district. Key
unknowns included:

1. School superintendents’ beliefs regarding the academic performance of school-
aged Black males?

2. How and to what extent have the beliefs of school superintendents regarding
practices that impact the academic achievement of school-aged Black males
resulted in programmatic and policy changes in their respective school district?

The researcher explored the beliefs of school superintendents about the growing

achievement gap between school-aged Black males and other school populations.
Therefore, the researcher’s purpose was to explore superintendents’ beliefs about and
identification of district level practices contributing to the academic achievement of
Black males in Georgia.
Research Questions
1. What are school superintendents’ beliefs about factors that impact the

academic achievement of Black males?
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2. What are school superintendents’ beliefs about their role in impacting the
academic achievement of Black males?

3. What district level practices have superintendents implemented to impact
the academic achievement of Black males?

4. What is the role of superintendents’ background characteristics on their
beliefs about and district level practices implemented to impact the
academic achievement of Black males?

Significance of the Study

This study was significant in that it increased the body of knowledge regarding
district level practices believed to be effective in impacting the academic achievement of
Black males in the state of Georgia. Additionally, this study expanded the body of
knowledge regarding factors believed to impact the academic achievement and lived
experiences of school-aged Black males. It was believed that increasing the body of
knowledge regarding district level practices and factors believed to impact the academic
achievement of Black males in the state of Georgia could impact the ratings that

individual schools and systems receive under the guidelines of the No Child Left Behind

Act. From a policy perspective, it was believed that this study would provide insight as to
the effect that policy decisions being made by school superintendents, based on their
beliefs, have on Black male achievement. In terms of impact on the teaching profession,
it was believed that information gained from this study would be useful in identifying
beliefs and practices of school superintendents which may impact the beliefs and
practices of instructional providers as well as the implementation of programs designed to

impact Black male achievement. Being a Black male as well as a Georgia school
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superintendent of schools, the researcher had a vested personal interest in the academic
achievement level and quality of the lived experiences of school-aged Black males.
Procedures

Design

The researcher utilized a qualitative research design model to explore the beliefs
of currently employed Georgia school superintendents regarding school-aged Black male
achievement. The qualitative research model was selected due to the researcher’s desire
to solicit and qualify descriptive data from Georgia school superintendents. The
qualitative research design yielded data regarding beliefs of Georgia school
superintendents about Black male achievement. Additionally, utilizing the qualitative
research design yielded pertinent data regarding superintendents’ beliefs about their role
in impacting Black male achievement. Also, the qualitative research design yielded data
regarding superintendents’ identification of district level practices implemented to impact
the academic achievement of Black males in the state of Georgia. Finally, the researcher
believed that the qualitative research design would be useful in qualifying the interaction
of local school superintendents’ beliefs and current district level practices implemented to
impact the academic of Black males.
Population

For purposes of this study, the population was currently employed Georgia school
superintendents. The population was identified as currently employed Georgia school
superintendents due to regional differences in educational outcomes and methods utilized
to evaluate as well as impact Black male achievement. Current local school districts in

Georgia were identified by listings developed by the Georgia Department of Education
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School Improvement Division. Data from the Georgia School Superintendent’s
Association was utilized to confirm that superintendents surveyed were currently
employed as superintendent in the respective district surveyed. These data were used to
select superintendents to be interviewed. Local school superintendents, serving as chief
operating officers, have overall responsibility for recommending and implementing local
school board policies that may impact Black male achievement. Additionally, local
school superintendents, as system leaders, are instrumental in approving strategies and
programs as well as determining what resources will be made available for programs and
interventions.
Sampling

The researcher utilized purposive sampling to interview five currently employed
local public school superintendents in Georgia. Superintendents interviewed were
identified by the Georgia Department of Education School Improvement Division as
presiding over a district whose graduation rate for black males met or exceeded the
graduation rate for all students in the state of Georgia during the 2005-06 school year. A
study of this type stresses the importance of context, settings, and participant’s frames of
reference (Marshall & Rossman, 2002). Seven local Georgia School superintendents were
sent a cover letter and a brief description of the proposed study along with consent to
participate form. The consent to participate form included a section where
superintendents were asked to indicate a day and time that they could be interviewed.
Superintendents were asked to return the consent to participate form in the enclosed self

addressed, stamped envelope. Within three weeks after the initial mailings, a phone call

32



was made to each of the superintendents who had not responded. Superintendents
contacted by phone were asked for a day and time to be interviewed.

Utilizing socio-demographic factors such as years of experience, age, race, and
previous administrative experience of Georgia school superintendents surveyed, the
researcher sought to qualify the following: 1. School superintendents’ beliefs regarding
factors that impact the academic achievement of Black males. 2. School superintendents’
beliefs about their role in impacting the academic achievement of Black males. 3.
Programmatic changes superintendents have implemented as a result of the data collected
regarding the academic achievement of Black males.

Delimitations

1. This study was restricted to educators employed as public school

superintendents in Georgia.

2. Because sampling was limited to Georgia school superintendents, results

cannot be generalized to the United States.

Limitations
1. Selecting participants purposely for this study involved, to some degree a
selection bias.
2. Because of the fact that there were only five respondents for this study, it

was difficult to measure trends regarding superintendents’ beliefs about
factors that impact the academic achievement of as well as identification
of district level practices implemented to impact the academic

achievement of Black males.
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Summary

Many of the studies that have focused on the academic achievement of Black
males have often focused on teacher expectations, instructional practices, family related
issues, and environmentally related issues. Little is known about the impact of
superintendents on the academic achievement of school-aged Black males. Black males
have struggled since being brought to America as slaves. While no longer denied an
education, the education attainment level of Black males continues to lag behind that of
their White non-Hispanic male counterparts as well as that of Black females. The
academic achievement level of Black males in the state of Georgia mirrors much of what
is reported nationwide. It is believed that the systemic change necessary to improve the
academic achievement of Black males in the state of Georgia must begin at the district
level. Georgia superintendents, as district leaders, direct the policy and decision making
process as well as the allocation of resources necessary to positively impact the academic

achievement of Black males in the s