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ABSTRACT 

This study is an attempt to address the problem associated with a high 

percentage of freshman students, at a private Christian high school in Florida, who 

either fail Algebra 1 or pass with a low percentage rate. As a result, these students 

either retake Algebra 1 or continue onðbeing inadequately prepared to successfully 

pass Geometry and Algebra 2. This study concentrates on the student background 

knowledge of mathematics, which is among the causes associated with this problem, 

and proposes remediation. As such, a mathematics remediation course is designed and 

implemented for a select number of incoming freshmen. This study includes a 

correlational examination to determine a possible correlation between studentsô 

background knowledge of the middle school mathematics and predicts a possible failure 

or successful completion of Algebra I in high school. In addition, it purposes a two-stage 

evolution plan in order to determine the effectiveness of the design of the remedial 

course as well as its effectiveness. Undertaking the design evaluation, this study uses a 

mixed-modes design consisting of a qualitative (interview and observation) of a number 

of participants and a quantitative examination (survey) of a larger sample. The 

correlational study indicates that there is a positive and moderately strong correlation 

between studentsô background knowledge in (middles school) mathematics and their 

grades in Algebra 1. The evaluation concludes that students find the design of the MIP 

program helpful and aesthetically appealing; however, its usability did not meet the 

evaluation criteria. Furthermore, the MIP Program Manager and teacher are fully 

satisfied with its design, content, and components. 
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CHAPTER ONE: INTRODUCTION 

Problem Statement 

For the past few years, Remnant High Schoolða private Christian high school in 

Floridaðhas been experiencing that a high percentage of freshman students either fail 

or pass Algebra 1 at a low percentage rate. 

Introduction 

Background 

This study is an attempt to address the problem associated with a high 

percentage of freshman students at Remnant High School (RHS) who either fail Algebra 

1 or pass it at a low percentage rate. As a result, these students either retake Algebra 1 

or continue onðbeing inadequately prepared to successfully pass Geometry and 

Algebra 2. The impact of such unpreparedness in mathematics is strongly manifested 

when students take Algebra 1, which is a fundamental course in high school 

mathematics and beyond. A successful completion of Algebra 1 is essential for 

undertaking Geometry and Algebra 2, among others. Among the causes associated 

with this problem, this study concentrates on the student background knowledge of 

mathematics as a major contributing factor to this problem. In order to address this 

problem and maximize the incoming freshman studentsô preparedness for Algebra 1, 

this study proposes a remediation solution by designing and implementing a 

remediation courseðMathematics Intervention Program (MIP)ðfor a select number of 

incoming freshmen. 
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Designing and implementing the MIP program, this study undertakes a two-part 

evaluation process: 1) conducting an evaluation of the program design, and 2) 

proposing an evaluation of the overall program implementation and its effectiveness. 

Such processes include a pre- and post-test design (the mathematics portion of the 

ACT Aspire standardized test) to determine the effectives of the MIP program. An 

anonymous survey will also be used to collect quantitative data from students who are 

placed in the MIP program at RHS. In addition, the quantitative data with respect to prior 

freshman studentsô Algebra 1 grades and related standardized test scores (ACT 

Explore) for the past three years will also be examined to determine the correlation 

between the incoming freshman studentsô prior Explore scores and their Algebra 1 

grades. The related data corresponds to studentsô grades/scores prior to the 

implementation of the MIP program in Fall 2014.This study will also include a qualitative 

examination of selected faculty and administrators. 

Organizational Context 

As a senior academy, Remnant High School was established in Florida in 1918. 

Its mission is declared as to modeling love and service for God, having respect for self 

and others, developing intellectual growth, and modeling a Christ-like character. The 

organizational structure of RHS is composed of a total of 35 faculty and staff members, 

among which there are 15 full- and three part-time teachers. There are about 345 

students (grades 9-12) in RHS. The demographic characteristics of the student body 

consist of approximately 35 percent white, 30 percent Hispanic, 30 percent black, and 
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five percent Asian and Native American. Moreover, there are about 15 English learners, 

and the student population is by far Christian. 

The Seventh-day Adventist (hereafter referred as Adventist) educational system 

is a denominationally-based school system which was established in the early 1870s, 

and is currently the second largest Christian school system in the world. The Adventist 

education is a worldwide Christ-centered system with a holistic approach in education. 

The global Adventist educational system includes 7, 804 educational institutions, 84, 

997 teachers, and over 1.6 million students (ADOE, 2011). The Adventist education 

adopted the philosophy that education should be redemptive in nature and that ñmental, 

physical, social, and spiritual health, intellectual growth, and service to humanityò form 

its core values (Circle, 2011, para. 2). As the highest world-wide authority for the 

Seventh-day Adventist Church, the General Conference also establishes and maintains 

Adventist education policies and oversees its corresponding Pre K-12 and post-

secondary schools. The General Conference is divided into 13 worldwide Divisions 

which are subdivided into Unions. Each Union is composed of several Conferences. 

One of its major divisions is the North American Division (NAD) which includes the 

United States and Canada (NAD, 2013). This study concentrates on one of the schools 

(RHS) in the Florida Conference of the Seventh-day Adventist (hereafter referred as the 

Conference) which is a member of the Southern Union in NAD. The Office of Education 

(OE) in the Conference maintains the educational policies of NAD in Florida, and 

oversees 23 elementary schools (grades 1-8), five junior academies (grades 1-9), and 

two senior academies (grades 9-12) in Florida (Conference, 2013). The Conference 

declares its fundamental mission as ñCreating Christian leaders grounded in their love 
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for Jesus and His churchò (Conference, 2013). To formalize its curricula and unify 

Adventist education, North American Division developed its own standards in the early 

2000s. The NAD standards have been compared with state standards and national 

organizations for each discipline. Such comparison, in Florida, indicated that NAD 

standards are comparable to both Sunshine States Standards as well as the Common 

Core. 

History and Conceptualization 

The problem associated with mathematics achievement is, indeed, a national 

concern for an increasing number of students requiring interventions of some sort to 

address their achievement gaps. Virtually in every state, students struggle to stay in 

grade level and are screened for potential difficulties in reading and mathematics 

(Jordan, Kaplan, Locuniak, & Ramineni, 2007), As Balfanz and Byrnes (2006) noted, 

the mathematics achievement levels of US students have fallen far behind the desired 

levels of achievement and that ñmany students end middle school ill-prepared to 

succeed in a rigorous sequence of college-preparatory mathematics courses in high 

schoolò (p. 144). Particularly, there is a strong indication that mathematics achievement 

of American students between fourth and eighth grade fall even more rapidly compared 

with the elementary grades (Balfanz & Byrnes, 2006). According to the 2007 Trends in 

International Mathematics and Science Study, as Meyen and Greer (2009) emphasize, 

ñeight countries outperformed the United States in mathematics achievement at the 

fourth-grade level, and five countries outperformed the United States at the eighth-

grade levelò (p. 1). With respect to mathematics, Geary (as cited in Jordan et al., 2007) 
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notes that studentsô weakness in mathematics are often related to ñselective cognitive 

deficits, inadequate instruction, or a combination of factorsò (p. 36). As Carr (2012) 

claims, students who develop a ñsolid conceptual mathematics foundation at the 

elementary levelò will later succeed in higher-level mathematics courses (p. 269). Given 

the situation, many schools implement strategies that are unsupported by research or 

data, unrelated to the actual problem, or ineffectiveðat times, may even adversely 

affect the achievement gap.  

The problem associated with remediation is initiated at the elementary level, 

nurtured in the middle school institutions, and solidified in our secondary school system. 

Continue to grow exponentially, this problem has been penetrating in our post-

secondary educational systemðgenerating serious educational, social, and economical 

problems in the U.S. especially during the recent decades. The high college remediation 

rates, as Howell (2011) observes, may signify a ñdisconnect between Kï12 curricula 

and the expectations and requirements of postsecondary studyò (p. 296).  To manage 

these discrepancies, ñmany states have implemented or are considering Kï16 

initiativesòðwhich signifies ñaligning secondary and postsecondary curriculum as well 

as the curriculum within the elementary and secondary system itselfò (Howell, 2011, p. 

296). Higher education institutions are finding that ever increasing number of entering 

freshman students are unprepared for college-level coursework, particularly in 

mathematics (Fine, Duggan, & Braddy, 2009). Perin (2006) asserts that more than half 

of community college students need remediation among which up to 80 percent enroll in 

at least one remedial course. Furthermore, 75 percent of postsecondary institutions in 

the United States, according to the U.S. Department of Education, ñoffer remedial 
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courses in mathematics and English catering to the 28% of first-time college freshmen 

at both two- and four-year postsecondary institutions who lack the skills necessary to 

perform college-level work (Parsad & Lewis, as cited in Howell, 2011, p. 296). Most of 

these students will be required to successfully complete the so-called remedial courses 

prior to taking the corresponding college-level coursework. Fine et al. (2009) observe 

that ñremediation of incoming college freshman students is a national concern because 

remediated students are at higher risk of failing to complete their degreesò (p. 433). 

Bahr (2008) estimates ñthe national direct cost of public postsecondary remedial 

programs at 1ï2 billion dollars annually, and the total direct and indirect public and 

private costs at nearly 17 billion dollars annuallyò (p. 421). This is a staggering number 

that reveals the magnitude of the remediation which I believe is a real burden on our 

educational system. Astin, as cited in Handel and Williams (2011), concludes that 

remedial education is ñthe most important educational problem in America todayò (p. 

29). 

Waycaster (2001) insists that the ñalternatives to remediation can range from 

unemployment and low-wage jobs to welfare participation and incarcerationðall of 

which are more expensive for [the] society, [and that] a good remediation program can 

serve as a cost-effective investmentò (p. 404). Given that most of these students are 

among the monitories, less affluent families, and those whom English is a second 

language (Attewell, Lavin, Domina, & Levey, 2006), remediation would provide 

opportunities to rectify race and class disparities to ñdevelop the minimum skills deemed 

necessaryéto acquire the prerequisite competencies that are crucial for negotiating 

college-level courseworkò (Bahr, 2008, p. 420). In addition, Waycaster (2001) stresses 
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that ñWell over half of minority students who ultimately graduated initially failed 

academic skills testsò (p. 890), and that the impact of eliminating remedial courses 

would be catastrophic on minority students. All indications point that although 

remediation is costly and redundant, it seems necessary. 

Literature Review 

A number of researchers have focused on the effectiveness of remedial 

mathematics courses and their impact on student achievement. Traditionally, most 

research with respect to remediation and its effectiveness is concentrated on higher 

educationðthe majority of which have studied (community) college students. 

Nonetheless their findings are helpful and to various degrees relevant to remediation at 

the secondary level as well.  

Bettinger and Long (2009) studied many aspects of college remediation from its 

economics to its effectiveness. They explored the impact of remediation on student 

interest, ñpersistence, transfer behavior, and degree completion for similar students 

placed in and out of remediationò (p. 752). This study focused specifically on 18- to 20-

year old college undergraduates. The researchers investigated the impact of 

remediation on college studentsô performance and persistence by using data comprising 

over 28,000 students provided by the Ohio Board of Regents (OBR). In addition, they 

explored the lack of collegesô uniform testing policies and remedial placement 

procedures. They also examined the possible social and psychological impact of 

grouping lower-ability students in remedial courses. With this comprehensive approach 

to the study of remediation, the researchers were able to explore the impact of remedial 
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courses from a variety of perspectives, including economical, psychological, emotional 

and other factors. They tracked these students for six years, using longitudinal 

information provided by colleges, and studentsô standardized test results and surveys, 

limiting their sample to full-time students who took American College Testing (ACT) and 

intended to complete four-year degrees.  

Emphasizing the positive impact of remediation on educational outcomes, 

Bettinger and Long (2009) concluded that students who take remedial courses ñhave 

better educational outcomes in comparison to students with similar backgrounds and 

preparation who were not required to take the coursesò (p. 760). Moreover, they 

observed that mathematics and English remediation increases the possibility of degree 

completion within four to six years. The researchers suggested that students who are 

required to take remedial courses ñare more likely to persist in college in comparison to 

students with similar backgroundsò (Bettinger & Long, 2009, p. 736) compared with 

those who are not required to do so. In this study, the researchers identified a variety of 

perspectives with respect to the impact of remediation on students which are very 

important to the design of the MIP program.  

Illich et al. (2004) focused on the collegeôs common practice of allowing students 

to concurrently enroll in remedial and college-level courses. They specifically analyzed 

the possible differences among students ñwho successfully complete their remedial 

courses, students who do not successfully complete their remedial courses, and 

students who are not required to take remedial coursesò (p. 438).  The researchers 

utilized a set of data which were collected over three semesters (Fall 1999, 2000, and 

2001), and obtained from the collegeôs Office of Institutional Effectiveness and Planning. 
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The population in this study was composed of 12,375 students who enrolled at 

McLennan Community College located in Waco, Texas. In addition, the researchers 

explored a possible negative impact of instructors ñwho teach college-level 

coursesé[but] may have little or no awareness that some of their students may be 

concurrently enrolled in remedial coursesò (Illich et al., 2004, p. 450). Moreover, they 

examined the sufficiency of relying primarily on a ñsingle placement test to determine a 

studentôs academic preparednessò (p. 452).  The researchers concluded that ñStudents 

who successfully complete their remedial courses perform as well as non-

developmental students enrolled in college-level courses [however, those who do not] 

under-perform in their college-level coursesò (p. 452). In addition, they suggested that 

exclusive reliance on a single test in determining studentsô academic preparedness is 

inadequate. Exploring the impact of these somewhat unique variables on remediation is 

helpful to my study, for the majority of MIP students will also enroll in Algebra 1, and the 

MIP placement and successful remediation will be determined by relying on a single 

standardized test result.  

In his longitudinal study, Bahr (2008) examined the relative success or failure of 

mathematics remediation by ñcomparing the long-term academic outcomeséof 

students who remediate successfully in mathematicséwith those of students who 

achieve college-level mathematics skill without the need for remedial assistanceò (p. 

421). In this research, he analyzed a set of data which addressed 85,894 first-time 

college freshmen enrolled in 107 community colleges in California in Fall 1996, and he 

tracked their mathematics progress for 6 years. To address the effectiveness of 

mathematics remediation, using two complex modeling systems, the researcher 
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presented a ñhierarchical multinomial logistic regressionò model to measure the long-

term student attainment and a ñmore complex 10-category nominalò model to measure 

the status of studentsô ñcollege-level math skill attainmentò (Bahr, 2008, p. 442). The 

researcher concluded that students who ñremediate successfullyéexhibit long-term 

academic attainmentéthat is comparable to that of students who achieve college-level 

math skill without the needò (p. 446) for remediation. In this regard, he found 

mathematics remediation to be highly effective only for those students who remediate 

successfully. Bahrôs important study and findingsðspecifically with respect to the 

positive long-term academic outcomes for students who remediate successfully in 

mathematicsðis particularly helpful for justifying the implementation of the MIP program 

at RHS. 

A few studies have been conducted with respect to Adventist education, in 

general, and non specific to mathematics achievement. Combining ñpublished and 

unpublished research to assess the extent to which Adventist schools have 

accomplished their goals,ò Thayer (2008) asserts that the ñResults of more recent 

studies should be given more weight in applying results to the current situationò (pp. 3, 

6). The most recent and by far comprehensive study on Adventist education was 

completed in 2007, the CognitiveGenesis Research Studyðcomponents of which have 

been used continuously by NAD in its advertising materials. Prior to the 

CognitiveGenesis Research Study, few studies have been conducted from mid-1970s to 

2006 (Thayer, 2008)ðmost of which concentrate on few individual Unions as well as 

select Adventist schools in NAD. A good portion of these studies measure elements 

such as the impact of Adventist education on studentsô spiritual outcomes; academic 



11 
 

achievements of Adventist youth in public schools; and academic achievement with 

respect to number of years of Adventist schooling, school size, and class size among 

others (Thayer, 2008).  

In an attempt to assess the academic achievement at the elementary and 

secondary levels in the Adventist educational system, a comprehensive four-year study, 

entitled the CognitiveGenesis Research Study, was conducted starting Fall 2006 to 

Spring 2010 at the Center for Research on Adventist Education at La Sierra 

Universityða post-secondary Adventist educational institution in NAD 

(CognitiveGenesis, 2013). The primary focus of this study is to measure achievement in 

Adventist schools and how it compares with that of the national norm 

(CognitiveGenesis, 2013). To accomplish this task, the researchers assessed various 

factors associated with academic performance of elementary and secondary students in 

U.S. Adventist schools. To assess studentsô achievementðmeasuring studentsô actual 

knowledge and skillsðthe researchers selected the following standardized test 

instruments: the Iowa Tests of Basic Skills (ITBS) for elementary and middle school 

students and the Iowa Tests for Educational Development (ITED) for high school 

students (CognitiveGenesis, 2013). To assess studentsô ability, the Cognitive Abilities 

Test (CogAT) was used. The ITBS, ITED, and CogAT tests were conducted starting 

2006-2007 and ending in the 2009-2010 schoolyear (four years). Furthermore, surveys 

from four groupsðstudents, parents, teachers, and school administratorsðwere 

conducted to measure how variables from different groups relate to achievement and 

ability (CognitiveGenesis, 2013). The surveys were conducted starting 2006-2007 and 

ending in the 2008-2009 schoolyear (three years). Subsequently, the collected data 
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were cleaned, and the final dataset included 51,706 records which were used for 

statistical analysis (CognitiveGenesis, 2013). The researchers identified the following 

among their findings: 1) The longer students remain in an Adventist school, the higher 

their academic achievement will be; 2) Studentsô achievements in small Adventist 

schools are comparable to students in larger schools; and 3) Median composite 

achievement was at the 60th percentile and median composite ability at 55th percentile 

over the four years for grades 3-8 (both above the national normði.e., above the 50th 

percentile of the norm group), and median composite achievement was at the 65th 

percentile and median composite ability at 62nd percentile over the four years for grades 

9 and 11 (both above the national normði.e., above the 50th percentile of the norm 

group). Furthermore, in all grade levels, the mean achievement was about a third of a 

grade level higher than the predicted value based on ability (CognitiveGenesis, 2013).  

This study was conducted in the Adventist schools only in Unites States. Given 

that Canadaôs Adventist schools were not included, the findings of this study may not be 

generalized to NAD or the global Adventist school system in general. (Adventist 

schools, education, or school systemsðunless specifiedðare usually defined and 

considered as a global term.) Moreover, given that La Sierra University itself is among 

the NAD educational institutions and in charge of conducting this research, the findings 

of this study might have been more reliable if the data and related findings had also 

been analyzed and validated by an independent institution as well. 
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Definitions 

Remediation (also known as the preparatory education or developmental 

coursework) refers to programs providing reading, writing, and mathematics courses for 

students with (related) competencies measured at below their grade levels, or students 

who are inadequately prepared entering higher education.  

Remedial mathematics (also known as developmental mathematics) refers to 

mathematics courses required for freshman college students who are not prepared for 

college-level mathematics courses, typically College Algebra. In this study, mathematics 

remediation refers to middle school mathematics (including Pre-Algebra) required for 

freshmen high school students who are unprepared for Algebra 1. 

Causes and Factors 

In addition to internal factors, all organizations, with varying degrees, are 

impacted by external changes and influencesðthe identifications and especially 

diagnoses of which are usually very complex. As such, identifying internal and external 

contributing factors to problems with respect to educational institutions is a colossal 

task.  In this study, I attempt to identify both internal and external contributing factors 

with respect to the existing problem at RHS.  

External Factors 

Like other secondary institutions, RHS admits freshman students from a variety 

of middle schools. Although the majority of these students come from within the 

Adventist schools system, RHS also accepts students from public schools and other 

Christian denominationsô school systems, among others. And so, students with varying 
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degree of competencies with respect to their grade levels are admitted who 

subsequently attend Algebra 1 as a high school entry level mathematics. RHS has been 

experiencing that about 25 percent of these students have difficulties in mathematics, 

and thus struggle in Algebra 1. Naturally, RHS does not have control over the possible 

educational-related inadequacies in other schools. As explained before, the problem 

associated with student unpreparedness, especially in reading and mathematics, is a 

national issue which seems to have its roots established early during studentsô 

elementary school-years. Given the complexity and enormity of the issue and its root 

causes, most studies have concentrated on remediation as a solution and its 

effectiveness. 

Internal Factors 

Internal factorsðsuch as structural changes, budget, and new administration, 

among othersðusually have direct impact on an educational institution. Although the 

major contributing factors associated with this problem at RHS are external in nature, 

there are internal factors which have amplified the problem. To better understand and 

diagnose the internal factors associated with this problem at RHS, the Bolman and 

Dealôs organizational theoryðthe four-frame model: human resource as well as 

structural, political, and symbolic framesðis used (Bolman & Deal, 2008).  

Human Resource Cause: Lack of a dedicated program in the Mathematics 

Department  

 Several administrators and leaders at RHS have been aware of this problem for 

many years; however, they did not address the issue effectively. It is important to note 
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that during the last eight years, RHS has been managed by two entirely different 

administration teams, and was subject to complete structural changes less than three 

years ago. Undoubtedly, such major changes especially during a short span of time 

would also have a major impact on the problem in this study. Nonetheless, the 

Mathematics Department at RHS has not truly investigated the problem internallyð

concentrating on the external causes associated with the problem. Given the situation, 

although all four members of the Mathematics Department had been aware of the 

problem, they mainly discussed its related impacts. 

Structural Cause: Lack of a clear admission policy and procedure with regard to 

unprepared incoming freshman students  

As far as admissions are concerned, RHS has a relatively relaxed policy with 

regard to admitting students. As such, it has continuously been admitting freshman 

students (approximately a quarter of whom) require remediation in mathematics. 

Political Cause: Lack of a comprehensive plan at the Conference level  

 Given that the majority of its incoming freshmen come from within the Adventist 

system, a good percentage of these unprepared students come from the middle schools 

under the jurisdiction of the Conference. The administration at RHS has not discussed 

the issue in the Conference. Having done so, they would have critically looked into the 

educational processes within many elementary and middle schools under the 

jurisdiction of the Conference which is not a ñpolitically correctò move. The other option 

for the RHS administration would have been to simply refuse admission to the 

unprepared incoming freshmen. This option would have also introduced very negative 

political consequences.  
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Symbolic Cause: Undetermined 

Given the organizationôs mission and culture, RHS has always stressed its 

intellectual and academic growth as a symbol for an institution of choice which has also 

been a source pride for RHS faculty and staff. The problem associated with the 

unprepared freshman students was an important issue to consider, discuss, and 

investigate by the faculty and administration. However, it is not entirely clear as to why 

such issue has been overlooked at the school level. 

Proposed Solution 

The new RHS administration became determined to resolve the continuous 

problems associated with the unprepared incoming freshmen; however, they highly 

desired to avoid a possible tension with other Adventist schools and the Conference.  

The school administration finally decided to look into this problem more closely 

and provide a data-driven solution using which RHS would be able to control and 

gradually resolve this problem ñinternallyòða possible solution to the political cause with 

respect to the problem in this study. The Admission Department at RHS has always 

been collecting incoming freshman studentsô ACT Explore test, Florida Comprehensive 

Assessment Test (FACT 2.0), and/or Iowa Test of Basic Skills (ITBS) scores as part of 

its admission requirements. Therefore, the RHS administration has been aware of 

students with low scores in mathematics, but the lack of a clear admission policy 

prevented them from taking the necessary action. With respect to a comprehensive 

admission policy including unprepared incoming freshman students, the new school 

administration evaluated two options: 1) Rejecting admissions to these students; and 2) 
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Admitting these students with a preconditionðrequiring them to take the related 

remediation course offered by RHS. The administration selected the latter option 

temporarily without changing the current admission policy officially until a proposed 

solution is determined, implemented, and evaluatedða possible solution to the 

structural cause with respect to the problem in this study. 

To study the problem and remedy a solution, the academic dean at school 

designated me, one of the teachers at RHS with the necessary experience and 

credentials in research and design, to investigate the problem and propose a solution. 

Furthermore, under the supervision of the academic dean, I would be fully supported by 

the Mathematics Department. In addition, it was decided that after the initial 

implementation and evaluation of the desired solution, the Mathematics Department 

would be fully in charge of the remediation course. A preliminary study, conducted in 

2014, indicated that about 25 percent of incoming freshman students struggle in 

mathematicsða high percentage of whom pass Algebra 1 with a grade of ñCò (a score 

about 75 percent). In this study, studentsô ACT Explore scores for grade 8 (the math 

portion only) were compared with their semester and final Algebra 1 grades. These 

students continue struggling through Geometry and especially Algebra 2 as it has also 

been observed by the Mathematics Department at RHS. In such situations, as research 

clearly indicates, remediation is a natural solution. Thus, concentrating on the lack of an 

adequate student background knowledge of mathematics as a major contributing 

(external) factor to this problem, this study proposed a remediation solution by 

designing and implementing a remediation courseðMathematics Intervention Program 
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(MIP)ðfor a select number of incoming freshmen ð a possible solution to the human 

resource cause with respect to the problem in this study. 

Mathematics Remediation 

According to the National Assessment of Educational Progress report that 

identifies the improvement in mathematics for students at all achievement levels, as 

Bottge, Grant, Stephens, & Rueda (2010) point out, ñ26% of students without disabilities 

and 67% of students with disabilities in Grade 8 still scored below the Basic level in 

mathò (p. 81). Research indicates that traditionally mathematics remediation has been 

less successful and that the need for a more comprehensive study on the effectiveness 

of mathematics remediation has become necessary. Among those who are in need of 

remediation, more students require remediation in mathematics, as Bahr (2007) 

observes, yet their low rate of successful remediation is troubling for ñthree out of four 

underprepared students who start down the path toward college-level math never arrive 

at that destinationò (p. 697). Furthermore, students do often ñassociate mathematics 

with anxiety and failure, which can negatively influence engagement,ò motivation, and 

self-efficacyðcomponents of which are essential especially in remedial mathematics 

courses (Wenner, Burn, & Baer, 2011). With respect to the secondary mathematics, 

research indicates that students who lack the necessary knowledge of middle school 

mathematics will struggle and most likely fail Algebra 1. As such, remediation in 

mathematics is vital in improving the mathematical foundations of the freshman 

students who lack the necessary knowledge of middle school mathematics (especially 

the grade 8 mathematics and Pre-Algebra). The impact of this unpreparedness is 
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strongly manifested when students take Algebra 1, which is a fundamental course in 

high school mathematics and beyond. A successful completion of Algebra 1 is, indeed, 

essential for undertaking Geometry and Algebra 2 among others. 
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CHAPTER TWO: DESIGN 

Mathematics Intervention Program 

Overview 

The MIP program is a remedial course in mathematics concentrated on 

mathematics grades 6-8 and Pre-Algebra which is designed to ñhelp students make the 

transition from basic elementary mathematics to Algebra 1 and Geometry and provides 

a foundation for understanding a broad spectrum of mathematical topicsò (NAD, 2003, 

p. 51). 

Objectives 

Upon the completion of this course, students will: 

1. Know the real number system, and be able to add, subtract, multiply and divide 

rational numbers. 

2. Solve problems involving integer exponents, roots, and radicals.    

3. Understand ratio, analyze proportional relationships, and use their applications. 

4. Understand variables and evaluate expressions. 

5. Solve one-variable equations and Inequalities. 

6. Understand and evaluate functions. 

7. Distinguish geometric shapes and figures.  

8. Solve problems involving measuring and computing angle, perimeter, area, 

surface area and volume. 

9. Understand the concept of probability and perform statistical data analysis.  
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Standards 

Standard-based education has become a common approach in teaching and 

learning for several decades. It has also become a venue by which schools and 

teachers (even students) are held accountable for learning achievements. As a set of 

guiding principles, standards refer to ñhow well the student must perform, at what kinds 

of tasks, based on what content, to be considered proficient and effectiveò (Wiggins & 

McTighe, 2006, p. 350). The MIP standards are developed in comparison with the NAD 

standards and the ACT Explore/Aspire standardized test contents to ensure 

compatibility. Although indirectly (somewhat) relevant, Sunshine State Standards are 

also considered and compared during the development process. The MIP standards are 

divided into four domains and four sub-domains: 1) Numbers, Properties, and 

Operations (including two sub-domains: Numbers and Operations as well as Ratio and 

Proportions); 2) Algebra (including two sub-domains: Variables, Equations, and 

Inequalities as well as Functions); 3) Geometry; and 4) Probability, Statistics, and 

Analysis. More information regarding these domains in comparison with the NAD, ACT 

Explore and Sunshine State standards are provided in Table 1. To maximize efficiency 

and expand simplicity, four modules of the MIP program carry the names of their 

corresponding domains. Furthermore, each domain is identified using specific codes to 

facilitate referencing, among others. These codes start with the M.I.P. prefix (for MIP) 

followed by ñMò (for Mathematics, the first domain), ñAò (for Algebra, the second 

domain), ñGò (for Geometry, the third domain), or ñDò (for Data, the forth domain), then 

followed by a number. Table 2 provides detail information on MIP standards. 
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Table 1 ð MIP Standards Overview and Comparison 

Standard Domain/Content 

 

 

MIP 

¶ Numbers, Properties and Operations ¶ Algebra ¶ Geometry ¶ Probability, 

Statistics 

and Data 

Analysis 

Numbers and 

Operations  

Ratio and Proportion Variables, 

Equations and 

Inequalities 

Functions 

 

NAD 

¶ Number and Operations ¶ Algebra ¶ Geometry ¶ Measurement ¶ Data Analysis 

and Probability Computation Ratio and 

Proportion 

Designs 

and 

Patterns 

Variables and 

Equations 

Functions 

 

ACT 

Explore 

 

¶ Numbers: 

Concepts 

and 

Properties 

¶ Basic Operations and 

Applications  

¶ Expressions, 

Equations 

and 

Inequality 

¶ Graphical 

Represen-

tations 

¶ Properties 

of plane 

figures  

¶ Measurement ¶ Probability, 

Statistics and 

Data Analysis 

 

Sunshine 

State 

¶ The Number 

System 

¶ Ratios and Proportional 

Relationships 

¶ Expressions 

and 

Equations 

¶ Functions ¶ Geometry ¶ Statistics and 

Probability 

          Sources: ACT-Explore (2013); FLDOE (2014); NAD (2003) 
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Table 2 ð MIP Standards 

MIP Standards 

MODULE I:  

NUMBERS, PROPERTIES AND OPERATIONS 

MODULE II:  

ALGEBRA 

MODULE III: 

GEOMETRY 

MODULE IV: 

PROBABBILITY, 

STATISTICS AND 

DATA ANALYSIS 

Numbers and Operations Ratio and Proportion Variables, 

Equations and 

Inequalities 

Functions Geometry Probability, 

Statistics and Data 

Analysis 

 

upon the completion of each standard, the student will be able to: 

 

¶ M.I.P.M.1: Know the real 

number system, and be 

able to add, subtract, 

multiply, and divide 

rational numbers.  

 

¶ M.I.P.M.2: Solve multi-

step arithmetic problems 

using rational numbers.  

 

¶ M.I.P.M.3: Solve 

problems involving 

integer exponents, roots, 

and radicals. 

 

¶ M.I.P.M.7: Understand 

ratio and use its 

applications. 

 

¶ M.I.P.M.8: Analyze 

proportional relationships 

and use their 

applications. 

 

¶ M.I.P.M.9: Solve 

problems that involve 

percentage and interest. 

¶ M.I.P.A.1: 

Understand 

variables, and 

simplify and 

evaluate 

expressions. 

 

¶ M.I.P.A.2: 

Solve first-

degree 

equations with 

one variable. 

 

¶ M.I.P.A.3: 

Perform word-

¶ M.I.P.A.6: 

Understand 

and evaluate 

linear 

functions. 

 

¶ M.I.P.A.7: 

Understand 

coordinate 

system and 

ordered pairs. 

 

¶ M.I.P.A.8: 

Locate points 

in the 

¶ M.I.P.G.1: 

Understand 

points, lines and 

rays. 

 

¶ M.I.P.G.2: 

Understand and 

solve problems 

involve angles 

and transversal. 

  

¶ M.I.P.G.3: 

Understand 

geometric 

shapes and 

¶ M.I.P.D.1: 

Understand the 

concept of 

probability. 

 

¶ M.I.P.D.2: 

Determine the 

probability of an 

event. 

 

¶ M.I.P.D.3: 

Compute 

measures of 

central tendency. 
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¶ M.I.P.M.4: Understand 

estimating and rounding, 

absolute value, primes 

and greatest common 

factor. 

 

¶ M.I.P.M.5: Understand 

the scientific notation. 

 

¶ M.I.P.M.6: Solve 

problems that involve 

converting units of 

measurement. 

to-symbol 

translations. 

¶ M.I.P.A.4: 

Understand 

and solve 

inequalities with 

one variable.  

 

¶ M.I.P.A.5: 

Solve real-

world problems 

involving simple 

equation.   

coordinate 

plane. 

 

 

¶ M.I.P.A.9: 

Perform 

graphing 

tables. 

 

¶ M.I.P.A.10: 

Perform 

graphing linear 

equations. 

 

¶ M.I.P.A.11: 

Understand 

and solve 

problems 

involve slope 

and intercepts. 

 

¶ M.I.P.A.12: 

Constructing 

linear 

equations. 

figures. 

 

¶ M.I.P.G.4: Solve 

problems 

involve 

computing 

perimeter and 

area of 

geometric 

figures. 

 

¶ M.I.P.G.5: Solve 

problems 

involve 

computing 

surface area 

and volume of 

geometric solid 

figures. 

¶ M.I.P.D.4: Create 

and use 

frequency tables. 

 

¶ M.I.P.D.5: Create 

and interpret 

graphs. 

 

¶ M.I.P.D.6: Read, 

understand and 

manipulate data 

from tables and 

graphs.  

 

¶ M.I.P.D.7: 

Perform statistical 

data analysis. 

Sources: Authorsô developed standards based on information from ACT-Explore (2013); FLDOE (2014); NAD (2003) 
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Contents 

The following is a short list of MIP contents. 

Module 0: Course Overview     (Duration: ½ Week) 

Module I: Numbers, Properties, and Operations     (Duration: 4½ Weeks) 

Module II: Algebra     (Duration: 5½ Weeks) 

Module III: Geometry     (Duration: 4 Weeks) 

Module IV: Probability, Statistics, and Data Analysis     (Duration: 2½ Weeks) 

The following is the list of MIP contents in detail. 

Module 0: COURSE OVERVIEW 

1. Orientation and syllabus 

2. eBackpack Program for Students 

Module I: NUMBERS, PROPERTIES AND OPERATIONS 

1. Computation and Basic Operation 

1.1. Real and Rational Numbers 

1.2. Estimating and Rounding  

1.3. Absolute Value 

1.4. Exponents, Roots, and Radicals 

1.5. Scientific Notation 

1.6. Primes and Greatest Common Factor 

1.7. Units of Measure and Conversions 

2. Ratio and Proportion 

2.1. Ratio and Proportion and Their Applications 



26 
 

2.2. Percent and Interest 

MODULE II: ALGEBRA 

1. Variables and Expressions 

1.1. Variables and Expressions 

1.2. Simplifying and Evaluating Expressions 

2. Properties and Order of Operations  

2.1. Properties 

2.2. Order of Operations  

3. Equations 

3.1. Equations with Variables on One and Both Sides 

3.2. Solving Multi-Step Equations 

3.3. Performing Word-to-Symbol Translation 

4. Inequalities 

4.1. Solving Inequalities by Adding or Subtracting 

4.2. Solving Inequalities by Multiplying or Dividing 

4.3. Solving Multi-Step Inequalities 

5. Functions 

5.1. Linear Functions 

5.2. Coordinate System and Ordered Pairs 

5.3. Graphing Tables and Linear Equations 

5.4. Slope and Intercept 

5.5. Writing Linear Equations 
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MODULE III: GEOMETRY 

1. Points, Lines, and Line Segments 

2. Angles 

2.1. Acute, Right, and Obtuse Angles 

2.2. Vertical, Complementary, and Supplementary Angles 

3. Transversals 

3.1. Parallel Lines and Adjacent Angles 

3.2. Alternate Interior and Exterior Angles 

4. Triangles 

4.1. Right, Acute, and Obtuse Triangles 

4.2. Equilateral, Isosceles, and Scalene Triangles 

4.3. Similar Triangles 

5. Rectangle, Square, and Circle 

6. Solid Figures 

7. Perimeter, Area, and Volume of a Figure 

MODULE IV: PROBABILITY, STATISTICS AND DATA ANALYSIS 

1. Probability 

1.1. Calculating Probability 

1.2. Tree Diagrams 

2. Measure of Central Tendency 

2.1. Mean, Median, Mode and Range 

2.2. Frequency Table 
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3. Creating and Interpreting Graphs 

3.1. Reading and Interpreting Tables and Graphs 

3.2. Bar, Line, and Circle Graphs 

3.3. Histograms 

Storyboards 

Storyboarding is tremendously helpful, if not essential, during the curriculum and 

instructional design process. It helps all involved to have a clear idea and overview of 

what content will be presented, how they will be delivered, and how learning will be 

measured, among others. In the storyboarding of the MIP program, I have concentrated 

on identifying the contents, learning outcomes, activities, and assessment methods as 

well as leaning theories that are utilized for each module. The following is the 

storyboard of the MIP program. 

Module 0: Course Overview 

Summary of Content: 

¶ Familiarization with course requirements, assignments, assessments, and 

other course policies and procedures 

¶ Familiarization with the eBackpack program  

Learning Outcomes: 

Upon the completion of this module, the student will be able to: 

¶ Identify course requirements, policies and procedures. 

¶ Demonstrate navigating the eBackpack program using an iPad. 

Figure 1 reflects the storyboard for Module 0. 
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Figure 1 ð Storyboard for Module 0 

Module I: Numbers, Properties and Operations 

Summary of Content: 

Activities 

Students will be:  

¶ Reading and discussing the 

syllabus 

¶ Navigating the eBackpack 

program using studentsô iPads 

¶ Completing the Act-Aspire test 

(pre-test)  

Assignments 

¶ Read the course syllabus 

¶ Explore the eBackpack program 

¶ Complete the ACT-Aspire test 

 (mathematics section only) 

 

 

 

 

 

 

 

 

¶ The contents and activities of this 

module include Visual, Aural, 

Kinesthetic, Interpersonal and 

Intrapersonal intelligences within the 

Multiple Intelligences Theory. 

 

¶ The assignments in this module fit into 

the Bloom Taxonomy under Knowledge 

and Application cognitive dimensions. 

Assessment 

¶ Observation (formative, informal) 

¶ Performance task (formative, 

informal) 

¶ Demonstration (formative, 

informal) 

¶ Self- and peer-evaluation 

(formative, informal) 
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¶ Real numbers and operations involving rational numbers 

¶ Improper fraction and mixed numerals 

¶ Problems involving integer exponents, roots, and radicals  

¶ Estimating and rounding, absolute value, primes and greatest common factor 

¶ Scientific notation and conversion of units of measurement 

¶ Ratio and proportional relationships and their applications 

Learning Outcomes: 

Upon the completion of this module, the student will know and be able to: 

¶ The real number system and their characteristics and relationship 

¶ Estimating, scientific notation and rounding, absolute vale, primes and 

greatest common factor 

¶ Proportion and use its applications 

¶ Solve simple and multi-step arithmetic problems using rational numbers.  

¶ Solve problems involving integer exponents, roots, and radicals. 

¶ Solve problems involving converting units of measurement. 

¶ Analyze proportional relationships and use their applications. 

¶ Solve problems involving percentage and interest. 

Figure 2 reflects the storyboard for Module I. 
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Activities 

Students will be: 

¶ Reviewing and solving problems 

related to the previous concepts at 

home using the module. 

¶ Studying the new concepts (as 

directed) and solving related 

problems using physical and 

virtual recourses.  

¶ Working on the bell-work and 

participating in the corresponding 

class discussion. 

¶ Participating in the discussion of 

the new concepts (and reviews) 

presented in class.  

¶ Working on examples and 

problems related to the presented 

new concept individually or in 

groups as well as interacting with 

the teacher and the in-class tutor. 

¶ Completing the corresponding 

module tests and quizzes in class. 

Assignments 

¶ Review the assigned concepts 

in the module using the online 

links as well as resources 

provided in the module and 

workbooks. 

¶ Solve problems provided in the 

module and workbooks as 

directed, and check answers in 

the provided sources. 

Assessment 

¶ Observation (formative, informal) 

¶ Performance task (formative, 

informal) 

¶ Demonstration (formative, 

informal) 

¶ Self- and peer-evaluation 

(formative, informal) 

¶ Quizzes (formative, formal) 

¶ End-of-module Test (summative, 

formal) ¶ The contents and activities of this 

module include Visual, Aural, 

Kinesthetic, Logical, Interpersonal 

and Intrapersonal intelligences within 

the Multiple Intelligences Theory. 

 

¶ The assignments in this module fit 

into the Bloom Taxonomy under 

Knowledge, Comprehension, 

Application and Analysis cognitive 

dimensions. 
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Figure 2 ð Storyboard for Module I  

Module II: Algebra 

Summary of Content: 

¶ Variables and expressions 

¶ Equations and inequalities 

¶ Linear Functions 

Learning Outcomes: 

Upon the completion of this module, the student will be able to: 

¶ Simplify and evaluate expressions. 

¶ Understand the laws of operations. 

¶ Apply the order of operations. 

¶ Solve equations and inequalities with one variable. 

¶ Understand and apply linear functions. 

¶ Understand coordinate system and ordered pairs, and locate points in the 

coordinate plane. 

¶ Construct and graph linear equations and related tables. 

¶ Perform word-to-symbol translation and solve real-world problems. 

Figure 3 reflects the storyboard for Module II. 
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Activities 

Students will be: 

¶ Reviewing and solving problems 

related to the previous concepts at 

home using the module. 

¶ Studying the new concepts (as 

directed) and solving related problems 

using physical and virtual recourses.  

¶ Working on the bell-work and 

participating in the corresponding 

class discussion. 

¶ Participating in the discussion of the 

new concepts (and reviews) presented 

in class.  

¶ Working on examples and problems 

related to the presented new concept 

individually or in groups as well as 

interacting with the teacher and the in-

class tutor. 

¶ Completing the corresponding module 

tests and quizzes in class. 

Assignments 

¶ Review the assigned 

concepts in the module using 

the online links as well 

resources provided in the 

module and workbooks. 

¶ Solve problems provided in 

the module and workbooks as 

directed, and check your 

answers in the provided 

sources. 
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¶ The contents and activities of this 

module include Visual, Aural, 

Kinesthetic, Logical, Interpersonal and 

Intrapersonal intelligences within the 

Multiple Intelligences Theory. 

 

¶ The assignments in this module fit into 

the Bloom Taxonomy under 

Knowledge, Comprehension, 

Application, Analysis, Synthesis and 

Evaluation cognitive dimensions. 

Assessment 

¶ Observation (formative, 

informal) 

¶ Performance task (formative, 

informal) 

¶ Demonstration (formative, 

informal) 

¶ Self- and peer-evaluation 

(formative, informal) 

¶ Quizzes (formative, formal) 

¶ End-of-module Test 

(summative, formal) 

Figure 3 ð Storyboard for Module II  
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Module III: Geometry 

Summary of Content: 

¶ Points, lines and rays 

¶ Angles and transversals 

¶ Triangles  

¶ Rectangle, Square, and Circle 

¶ Solid figures 

Learning Outcomes: 

Upon the completion of this module, the student will be able to: 

¶ Define and distinguish pointes, lines and rays. 

¶ Understand different types of angles and their properties. 

¶ Understand angles associated with transversals and measure them. 

¶ Understand different types of triangles and their properties. 

¶ Understand rectangle and square and their properties. 

¶ Understand different types of triangles and their properties. 

¶ Compute the perimeter and area of geometric figures. 

¶ Compute the surface area and volume of solid figure. 

Figure 4 reflects the storyboard for Module III. 
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Assessment 

¶ Observation (formative, 

informal) 

¶ Performance task (formative, 

informal) 

¶ Demonstration (formative, 

informal) 

¶ Self- and peer-evaluation 

(formative, informal) 

¶ Quizzes (formative, formal) 

¶ End-of-module Test 

(summative, formal) 

Assignments 

¶ Review the assigned 

concepts in the module using 

the online links as well 

resources provided in the 

module and workbooks. 

¶ Solve problems provided in 

the module and workbooks as 

directed, and check answers 

in the provided sources. 
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Activities 

Students will be 

¶ Reviewing and solving problems 

related to the previous concepts at 

home using the module. 

¶ Studying the new concepts (as 

directed) and solving related 

problems using physical and virtual 

recourses.  

¶ Working on the bell-work and 

participating in the corresponding 

class discussion. 

¶ Participating in the discussion of the 

new concepts (and reviews) 

presented in class.  

¶ Working on examples and problems 

related to the presented new concept 

individually or in groups as well as 

interacting with the teacher and the 

in-class tutor. 

¶ Completing the corresponding 

module tests and quizzes in class. 

¶ The contents and activities of this 

module include Visual, Aural, 

Kinesthetic, Logical, Interpersonal 

and Intrapersonal intelligences within 

the Multiple Intelligences Theory. 

 

¶ The assignments in this module fit 

into the Bloom Taxonomy under 

Knowledge, Comprehension, 

Application, Analysis, Synthesis and 

Evaluation cognitive dimensions. 

Figure 4 ð Storyboard for Module III  
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Module IV: Probability, Statistics and Data Analysis 

Summary of Content: 

¶ Probability of an event 

¶ Measure of central tendency 

¶ Tables and graphs 

Learning Outcomes: 

Upon the completion of this module, the student will be able to: 

¶ Determine the probability of an event. 

¶ Calculate the average of a list of numbers. 

¶ Determine the median, mode and range of a list of numbers. 

¶ Create and use frequency tables. 

¶ Create and interpret graphs. 

¶ Read, understand and manipulate data from tables and graphs. 

Figure 5 reflects the storyboard for Module IV. 

 

 

 

 

 

 

 



39 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

Assignments 

¶ Review the assigned concepts 

in the module using the online 

links as well resources 

provided in the module and 

workbooks. 

¶ Solve problems provided in the 

module and workbooks as 

directed, and check answers in 

the provided sources. 

Activities 

Students will be 

¶ Reviewing and solving problems 

related to the previous concepts at 

home using the module. 

¶ Studying the new concepts (as 

directed) and solving related 

problems using physical and virtual 

recourses.  

¶ Working on the bell-work and 

participating in the corresponding 

class discussion. 

¶ Participating in the discussion of 

the new concepts (and reviews) 

presented in class.  

¶ Working on examples and 

problems related to the presented 

new concept individually or in 

groups as well as interacting with 

the teacher and the in-class tutor. 

¶ Completing the corresponding 

module tests and quizzes in class. 

Assessment 

¶ Observation (formative, 

informal) 

¶ Performance task (formative, 

informal) 

¶ Demonstration (formative, 

informal) 

¶ Self- and peer-evaluation 

(formative, informal) 

¶ Quizzes (formative, formal) 

¶ End-of-module Test 

(summative, formal) 
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¶ The contents and activities of this 

module include Visual, Aural, 

Kinesthetic, Logical, Interpersonal and 

Intrapersonal intelligences within the 

Multiple Intelligences Theory. 

 

¶ The assignments in this module fit into 

the Bloom Taxonomy under 

Knowledge, Comprehension, 

Application, Synthesis and Evaluation 

cognitive dimensions. 

Figure 5 ð Storyboard for Module IV  
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Textbook 

 Inclusion of a variety of sources has been important in the design of the MIP 

program. Textbooks, in general, include too many topics, and promote an overwhelming 

feeling for both students and teachers. A textbook is truly helpful if it is used as a tool to 

promote learning, among other resources, and not taking a central role in the process of 

teaching and learning. As Wiggins and McTighe (2006) observe, at their best, textbooks 

ñorganize information and provide many exercises for reinforcing key knowledge and 

skillò (p. 231). Having this principle in mind, the following criteria are considered for an 

appropriate textbook for the MIP course: 1) covering the content of the MIP program, 2) 

providing a balanced approach to the content and related explanations, 3) including 

several solved examples and a variety of exercises and their answers, 4) being visually 

pleasing and age appropriate, and 5) being relatively inexpensive since the cost of 

providing the text was included in the MIP budget. After careful consideration, the 

following three textbooks are designated for the MIP program which satisfy the above 

criteria and offer more: 

Spectrum (2007). Spectrum math ï grade 8. Greensboro, NC: Carson-Dellosa. 

Spectrum (2011). Spectrum algebra ï grades 6-8. Greensboro, NC: Carson-

Dellosa.  

Spectrum (2011). Spectrum Data Analysis & Probability ï Grades 6-8. 

Greensboro, NC: Carson-Dellosa. 
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Procedures 

Upon a full or partial admission of the incoming freshmen at RHS, studentsô prior 

scores on the Explore test, the ITBS test, or FCAT 2.0 were collected and analyzed. 

The following is the criteria for MIP placement: student test score on ACT Explore is 18 

or less; student test score in FCAT 2.0 is 240 or less; or student normalized standard 

score on ITBS is 3 or less. The procedures are as follow: 

1. Students who met the placement criteria for the MIP were automatically placed in 

the program during the first semester.  

2. During the first week of the program students will take the ACT-Aspire testðpre-test. 

3. During the regular class sessions, students studied each section in the selected 

module, completed the section activities and exercises, and worked with the teacher 

and tutor when necessary. Then, they reviewed the section and completed the 

corresponding quiz(s). After completing each module, they reviewed the assigned 

module and completed the corresponding end-of-module test.  

4. At the end of the semester, students took the ACT-Aspire test again (post-test). 

Student who scored 25 (%83.3) or above on the ACT-Aspire test were removed from 

the MIP program. However, students with the score of 23 (%76.6) or less continued 

with the MIP program in the following semester.  

5. A student whose score was 24 (80%, borderline score) were considered for further 

consideration. In such case, the MIP teacher compared the studentôs average 

percentage for each module with the cutoff percentage of 83 percent (grade ñBò at 

RHS). The result helped the teacher to determine whether the student would pass 
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the corresponding module, and thus only retake modules which she/he has earned 

less that than 83 percent.  

6. The results will also be analyzed and compared with studentsô corresponding pre-

test scores to determine the success of the program.  

Figure 6 demonstrates the procedures in detail.  
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  Figure 6 ï MIP Program Procedure  

MIP 

Program Procedures 

Selection Process for Semester I 

  

¶ Student test score in Explore is 19 or more 

    OR 

¶ Student test score in FCAT 2.0 is 241 or more 

    OR 

¶ Student normalized standard score in ITBS 

is 4 or more 

¶   

¶ Student test score in Explore is 18 or less 

    OR 

¶ Student test score in FCAT 2.0 is 240 or less 

    OR 

¶ Student normalized standard score in ITBS is 

3 or less 

 

¶  

Student will NOT be selected for the MIP 

program 

Student will be automatically placed in the MIP 

program 

Pre-test: MIP Students will take the ACT-Aspire test  

MIP 

Schedule (Fall 2013): students attend the MIP program during the 2nd periodð 

Monday and Wednesday (9:40-11:05 am) and Friday (9:40-10:30 am). 

 

Post-test: MIP Students will take the 

ACT-Aspire test  

Student test score in Aspire is 23 or less 

Student will be automatically placed in the 

MIP program for the following semester 

Student test score in Aspire is 25 or more 

Student will NOT continue with the MIP 

program 

Student with a test score of 24 may only retake modules 

with average test/quiz score of less than 80%. 
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Program Design 

The purpose of this program design is to address the overall mathematics 

remediation needs of the MIP students and teacher, Mathematics Department, and the 

administration at RHS. It is designed for a face-to-face (F2F) classroom environment. 

The overall design of this program is based on prior research, general principles of 

design and learning, and personal experience (as a teacher, designer, and artist). The 

MIP program is designed to include the following characteristics:  

¶ Promoting a student-center learning environment; 

¶ Empowering students to get directly involved in their own learning; 

¶ Using differentiated instructional strategies to maximize efficiency and learning;  

¶ Using the filliped classroom model to maximize student involvement;  

¶ Using appropriate technology and digital media to maximize learning and 

differentiation; 

¶ Using elements of backward design principles and universal design for learning 

to maximize efficiency and promote learning; 

¶ Using universal principles of design to enhance the overall usability and 

aesthetics aspects of the design;  

¶ Using the learning styles theory to maximize differentiation and learning;   

¶ Incorporating theoretical approaches to learning that are derived from cognitive 

psychology (aspects of information-processing approaches, motivational models, 

Vygotskyôs sociocultural-cognitive theory, and Banduraôs social-cognitive theory); 

¶ Incorporating aspects of both teacher-led and constructivist approaches to 

teaching and learning; and  
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¶ Including assignments, activities, and assessment that are designed based on 

cognitive process dimensions included in the Bloomôs Taxonomy for learning, 

teaching, and assessing. 

Although often neglected, the overall satisfaction of those who actually use the 

product is central to a successful design. As Norman (2013) indicates, designs should 

be human-centeredða philosophy that encourages designers to make products that 

meet peopleôs needs and satisfaction, in terms of being functional, understandable, 

usable, and visually pleasing. To accomplish these important results, designers must 

have a ñgood understanding of people and the needs that the design is intended to 

meetò (Norman, 2013, p. 9), which is accomplished primarily through observation of the 

intended users and research. Such approaches are, indeed, vital in designing products 

that are intended for use in an educational environment. The MIP program has been 

designed with consideration for typical characteristics of MIP students and both novice 

and veteran teachers. A typical MIP student is about 14 to 15 years old, mainly 

freshman high school student with demographic characteristics similar to those of RHS 

(more on this on Chapter III). Furthermore, in this design, ample consideration has been 

given to both novice and veteran teachers. In practice, given the (daily) classroom 

dynamics and teachersô sense of autonomy and personal satisfactions, providing rigid 

step-by-step action recipes for teachersô functions in the classroom will not be practical. 

In this regard, numerous resources, information, and guidelines are provided for novice 

teachers. And, at times, flexible recipe-like actions are also provided to maximize 

efficiency and productivity (especially for the novice teachers). Furthermore, the design 

is flexible enough for a veteran teacher to modify certain aspects of the lesson plans 
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without changing the integrity of the program (more on these two points later in this 

chapter). 

Designing products that earn usersô overall satisfaction is a complex task given 

the variety of individualsô needs, preferences, interests, knowledge, and abilities. 

However, designing a product for an educational learning environment which, along with 

utilizing sound design principles, requires knowledge of multiple aspects of human 

behavior and learning processes, and more, is a colossal task. Correspondingly, 

designing a comprehensive and successful curriculum, in addition to an understanding 

of the learnersô characteristics and needs, requires the knowledge of relevant learning 

theories, and the necessary design elements among others. Several design and 

learning principles and theories have been used in the design of the MIP program. 

Theoretical Framework 

Learning Theories 

The theoretical approaches to learning that are derived from cognitive 

psychology (information-processing approaches, motivational models, Vygotskyôs 

sociocultural-cognitive theory, and Banduraôs social-cognitive theory); learning styles 

theory,  and constructivist approaches to teaching and learning; and cognitive process 

dimensions included in the Bloomôs Taxonomy for learning, teaching, and assessing are 

used in the design of the MIP program.   

Vygotskyôs emphasis on the importance of social interactions during the learning 

process is used in the design to promote a more collaborative program (student-to-

student during the group work activities; peer-tutoring) in which more experienced 
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students are used to help the teacher with the processes of ñimitation and inventionò 

(Gredler, 2009). This theory is used hand-in-hand with Banduraôs emphasis on 

observation, imitation, and modeling and their impact on learnersô cognitive processes 

(Gredler, 2009). In this program, an experienced teacher, the designated tutor, and 

online videos demonstrate how to approach learning new concepts, perform activities, 

and solve problems. The Goal Orientation Models address the learnersô rationale for 

engagement in a task and ñhow they approach and engage in learning activitiesò 

(Gredler, 2009, p. 397). Correspondingly, the modules in this program (semi self-

directed and peer-coaching) are designed to enable students mastering desired tasks, 

making progress in learning new skills, and/or feeling good about engaging in those 

tasksðthe very definition of success for learners with learning-goal orientations 

(Gredler, 2009). Given the environment of a remediating classroom, especially in 

mathematics, student motivation has a great impact on learningðthus the success of 

the program. Therefore, the design of the program must maximize student motivation to 

learnðan essential contributing factor in the learning process. In a learning 

environment, such as a classroom which embodies learners from different cultures, 

ethnicities, emotions, beliefs, and socioeconomic backgrounds, individual and groupôs 

motivation to learn become very complex and its analysis a colossal task. Nonetheless, 

motivational principles seem comparable, although ñspecifics of motivational beliefs will 

vary developmentally, culturally, and along other dimensionsò (Rueda, 2011, p. 39).  

Motivation, according to Mayer (2011), is a reflection of the amount of effort 

learners exert to ñengage in the appropriate processes of selecting, organizing, and 

integratingò the material during learning (p. 39). As such, it is necessary to study 
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carefully the common indicators of motivational factors. These indicators, according to 

Schunk, Pintrich, and Meece (as cited in Rueda, 2011), are identified as active choiceð

actively choosing an activity over anotherð, persistenceðcommitment to follow an 

activity over time, and effortðinvesting the necessary mental work. Moreover, the 

importance of ñvariablesò associated with these indicatorsði.e., self-efficacy, 

attributions, values, goals, and goal orientations (Rueda, 2011)ðin the analysis of the 

studentsô motivation to learn is emphasized. Self-efficacy, according to Bandura (as 

cited in Rueda, 2011), refers to ñpeopleôs judgments of their capabilities to organize and 

execute the course of action required to attain designated levels of performancesò (p. 

39). More specifically, in an academic setting, it refers to the beliefs that learners can 

successfully perform particular academic tasks (Zimmerman, as cited in Gredler, 2009). 

The research indicates that people with higher self-efficacy tend to be highly motivated 

to ñengage in, persist at, and work hard at a task or activityò and that learners who 

perceive themselves as competent for the task tend to learn better (Rueda, 2011, p. 

41). Gredler, (2009) asserts that student self-efficacy may be ñenhanced by observing 

the success of peers who are perceived to be similar in competenceò (p. 753). Rueda 

(2011) recommends the following strategies to address motivational gaps with respect 

to self-efficacy: 1) Frequently provide clear, accurate, and concise feedback, focusing 

on the development of studentsô expertise and skills; and 2) design tasks that provide 

opportunities for success. 

Usher and Pajares (2008) emphasize the powerful role of social modeling in ñthe 

development of self-efficacy, especially when students are uncertain about their own 

abilities or have limited experience with the academic task at handò (p. 753). They 
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stress that such an impact is evident when learners ñéwho struggle through problems 

until they reach a successful end, are more likely to boost the confidence of observers 

than are mastery modelséò (p. 753). However, Schunk (as cited in Gredler, 2009) 

asserts that the use of modeling alone in a classroom seems to be ñless effective than 

when combined with some form of verbal instructionò (p. 375). In this regard, to promote 

exerting extra effort to make sense of the presented lessons and maximize learning, 

Mayer (2011) recommends providing instruction that fosters generative processing: 

Providing relevant graphics along with the words, using a conversational style, relating 

the new material with learnersô familiar knowledge to encourage motor activity, and 

presenting the new material in a context of familiar situations. Furthermore, he asserts 

that people learn better when a complex concept is presented in manageable parts 

(segmenting) which also help learners to better manage their essential (cognitive) 

processing. He further recommends providing worked examples with step-by-step 

explanation of how to solve a problem using a variety of coaching, scaffolding, and 

modeling techniques. Worked examples, according to Gredler (2009), are ñeffective in 

facilitating learning in situations involving highly structures tasks or problemséò (p. 

247). To facilitate meaningful learning, Mayer (2011) recommends providing pre- and 

post-questions which help learners better focus ñon parts of the lesson that help answer 

the questionò and develop expectations ñfor a certain type of questionsò (p. 76). In 

addition, providing familiar material relevant to learnersô prior knowledge and immediate 

explanative feedback are highly recommended (Mayer, 2011). The MIP program is 

designed to provide several solved examples (modeling) and numerous problems 
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(including answers) for each topic. This would help students to study and practice 

individually and in groups both in class and at home.  

Constructivism maintains that ñmeaning cannot be taught; it must be fashioned 

by the learner via artful design and effective coaching by the teacherò (Wiggins & 

McTighe, 2006, pp. 103-104). In comparison to teacher-centered, the higher benefits of 

the constructivistôs approach (student-centered) in learning are well establishes. 

However, ñthere is increasing consensus that the two approaches are compatible 

andéthat a balanced instructional paradigm will ultimately provide comprehensive and 

effective instructional practiceséò (Zemelman, Daniels, & Bizar, as cited in Johnson, 

2004, p. 73). As Tomlinson (2001) observes, there are occasions in which sharing 

information or using the same activity with the entire class is more effective or efficient. 

She further observes that such instruction ñestablishes common understandings and a 

sense of community of students by sharing discussion and reviewò (p. 5). Johnson 

(2004) observes that a simultaneous combination of both constructivist approaches 

(resulting in a ñmeaningful student learning, student-centered instruction, active student 

involvement, student interest and motivation, and student personal satisfaction with 

learningò (p. 83)) and instructionist approaches (systematic instruction, and curricular 

efficiency as well as teacher control, organization, corrective feedback, and specific 

student learning objectives) is essential in an all-reaching learning environment. As 

such, although primarily relying on the constructivist approach to learning, the MIP 

program is designed to incorporate aspects of the teacher-led approach as well. 
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Design Framework 

The Backward Design model, Universal Design for Learning, Filliped Classroom 

concept, and general principles of technology and digital media integration in instruction 

are used in the design of the MIP program.   

The MIP program is generally designed according to the principles of backward 

design which is an approach in curriculum design that begins with desired results in 

mind (Tomlinson & McTighe, 2006; Wiggins & McTighe, 2006). The essence of 

backward design, according to (Wiggins & McTighe, 2006), is: ñGiven the desired 

results and the targeted performances, what kind of instructional approaches, 

resources, and experiences are required to achieve these goals?ò (p. 192). Planning 

curricula using the backward design process, the designer must consider three stages: 

1) identifying desired results (to what students should know and be able to do), 2) 

determining acceptable evidence (to determine whether students have achieved their 

desired results), and 3) planning learning activities and instruction (to determine what 

activities and resources are best necessary to accomplish learning goals) (Tomlinson & 

McTighe, 2006; Wiggins & McTighe, 2006). In addition, as a theoretical framework for 

the development of curricula, Universal Design for Learning (UDL) emphasizes on the 

design of ñcurricula with the needs of all students in mind, so that methods, materials, 

and assessment are usable by allò (Little, 2009, p. 10). As Meyer, Rose and Gordon 

(2014) put it, the basic premise of UDL is to ñprovide equitable opportunities to reach 

high standards across variable students in our schoolsò by providing multiple means of 

engagement, representation, action, and expression (p. 7). These principles have been 
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used in constructing the backbone of the design of this program which is extensively 

explained in the Curriculum Module section which follows later in this chapter. 

The integration of technology and digital media in mathematics classrooms (and 

other subjects) has continuously been encouraged, especially the use of mobile 

technology, such as tablets, which is second nature to many students (Carr, 2012). With 

its vast available application programs (apps), using iPads has become very popular in 

learning institutions, most of which cannot afford providing it to all students. Given its 

popularity and increased usage in the classroom, ñscholarly research on the effects of 

iPad use on education has been limited in general and nonexistent for mathematics 

achievement since the device became available in 2010éò (Carr, 2012, p. 270). Using 

mobile devices, in particular, has been important to RHS, given its recent paperless 

initiative.  At the present time, iPads are primarily used at RHS to replace physical 

textbooks, maximize electronic communications between students and teachers, 

facilitate electronic homework and project submissions, and utilize somewhat limited 

other classroom usageðuniform related policies of which are yet to be determined at 

the school level.  Furthermore, there is no clear policy with regard to access to sites in 

the Internet. This situation has contributed to limiting access to online resources to both 

teachers and especially students. A lack of a general policy, in this regard, has also 

affected the integration of some innovative instructional tools and strategies, such as 

game-based learning applicationsðintegration of which in the design of the MIP 

program was highly desirable. 

Flipped learning is not a new concept; however, it has become more popular, 

manageable, and beneficial given the Internet, current technology, and mobile devices. 
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In addition, online resources such as Khan Academy with its wealth of reliable audio-

visual resourcesðproviding more than ñ3,250 digital lectures at no costò (Paslow, 2010, 

p. 337) to the consumersðhave made flipping classroom a reality for many. Although 

this model stresses the use of instructional videos, it is important to note that flipped 

learning is not about using videos in lessons; it is ñabout how to best use your in-class 

time with studentsò (Sams & Bergmann, 2013, p. 16). The flipped classroom model 

provides more opportunity for direct student involvement in their learning, and extends 

the responsibility for learning to the studentsðenabling the teacher to allocate more 

personalized attention to students in the classroom. According to Fulton (as cited in 

Herreid & Schiller, 2013), teachers who are using this method ñreport seeing increased 

levels of student achievement, interest, and engagementéò (p.62). Bergmann and 

Sams (2012) observe that using the flipped classroom model helps struggling students 

by providing more attempt to study using the videos; increases student-teacher and 

student-student interactions during the class-time; enables slow learners to maximize 

their learningðgiven that they can  ñpause and rewind their teacherò using the provided 

videos (p. 24)ð;  and maximizes differentiated instructions. In contrast, Herreid and 

Schiller (2013) indicate that the flipped model depends ñheavily on students preparing 

outside of class,ò and so students ñmay come unprepared to class to participate in the 

active learning phase of the courseò (p. 63). Given this valid observation, a provision 

has been made in the design of the MIP program to incorporate reviews of the assigned 

studies during the (daily) bell-work session in class. Using the flipped classroom model 

in the design of the program enables the MIP teacher (and tutor) to spend more time 

with individual students. In addition, it helps them to provide a timely feedback to 
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individuals and groups of students during the class sessions. The provided online 

videos in each module are at studentsô disposal for immediate help, especially at home.  

Design Specifications 

This section provides detailed information about the design of the components 

central to the MIP program itselfðlearning goals and objectives, instructional strategies, 

assessment, individual modules, and more. It explains how elements of the identified 

design and learning framework, explained earlier in this chapter, and research findings 

are utilized to design and develop these vital components. The MIP program is modular, 

and each module has two aspects: 1) the actual module contents that are used mainly 

by the students and occasionally the teacher (e.g., Module I), and 2) the overall lesson 

plans, standards, prerequisites, goals and objectives, and resources among others 

related to each module that are used primarily by the teacher the teacher and 

occasionally the academic dean (e.g., Curriculum Module I). This naming conventionð

Module and Curriculum Moduleðis developed to help distinguishing these two aspects 

of each module, and thus prevent confusion. The section is subdivided into two main 

parts: 1) Curriculum Module, and 2) Module.  

Curriculum Module 

Framing Questions and Learning Goals 

What we ought to teach and want students to know, understand, and be able to 

do are central to teaching (Tomlinson & McTighe, 2006). Thus identifying the relevant 

and appropriate goals and direction is essential to any educational program. Learning 

goals, according to Marzano (2009), ñprovide a set of shared expectations among 
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students, teachers, [and] administratorséò (p. 4). McTighe and Wiggins (2013) stress 

the establishment of essential questionsðfundamental and necessary questions that 

are thought-provoking and intellectually engagingðis essential to promote higher-order 

thinking in the classroom as well as designing well-established learning goals. They 

identify two kinds of essential questions: topical (specific questions) and overarching 

(more general)ðboth of which are necessary in designing learning units. Designing 

clear learning goals and objectives enables the teacher to guide the learner into the 

nature of content and thus learning (Marzano, 2009). This is important because if 

educators ñarenôt sure of instructional goals, their instructional activities will not be 

focused, and unfocussed instructional activities do not engender student learningò 

(Marzano, 2009, p. 1). Learning goals and learning objectives are usually used 

interchangeably. However, learning goals are more global in natureðwhat students 

ought to knowðand learning objectives are specific in natureðwhat student should be 

able to do (sometimes under certain condition) according to a certain criterion. In 

addition, in line with the essential questions and learning goals and objectives, a set of 

focused questions are developed in each unit (in the MIP program) to better align the 

content-focused formal assessment tools. Given the backward design principles, 

teachers should identify specific learning goals and objectives, select learning activities 

which best align with them, and design appropriate assessment processes to determine 

whether learning of the desired goals and objectives is achieved. Table 3 identifies 

sample essential questions, learning goals and objectives, and related standards for 

Module I. In addition, a complete curriculum Module, including the information specific 

to the section for Module I, is provided in Appendix B.  
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Table 3 ð Essential Questions and Learning Goals and Objectives for Module I  

Content Standards Essential Questions Learning Goals and Objectives 

¶ M.I.P.M.1: Know the real number 

system, and be able to add, subtract, 

multiply, and divide rational numbers. 

¶ M.I.P.M.2: Solve multi-step arithmetic 

problems using rational numbers. 

¶ M.I.P.M.3: Solve problems involving 

integer exponents, roots, and 

radicals. 

¶ M.I.P.M.4: Understand estimating and 

rounding, absolute value, primes, and 

greatest common factor. 

¶ M.I.P.M.5: Understand the scientific 

notation. 

¶ M.I.P.M.6: Solve problems involving 

converting units of measurement. 

¶ M.I.P.M.7: Understand ratio and use 

its applications. 

¶ M.I.P.M.8: Analyze proportional 

relationships and use their 

applications. 

¶ M.I.P.M.9: Solve problems involving 

percentage and interest. 

¶ Why is it necessary to have 

different types of numbers in 

mathematics? 

¶ How are negative numbers 

used in real life situations? 

¶ What are the benefits and 

drawbacks of estimating? 

¶ Why is using the scientific 

notation important? 

¶ When would using proportions 

become necessary? Why? 

Upon the completion of this module, 

the student will know/understand: 

¶ The real number system and their 

characteristics and relationship; 

¶ Estimating, scientific notation, 

rounding, and primes and greatest 

common factor; 

¶ Proportion and use its applications. 

Upon the completion of this module, 

the student will be able to: 

¶ Solve simple and multi-step 

arithmetic problems using rational 

numbers.  

¶ Solve problems involving integer 

exponents, roots, and radicals. 

¶ Solve problems involving converting 

units of measurement. 

¶ Analyze proportional relationships 

and use their applications. 

¶ Solve problems involving 

percentage and interest. 
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Differentiated Instructions and Learning Activities 

The United States is a melting pot composed of people from many different 

backgrounds (cultures, languages, habits, preferences, economics, and more). 

Inevitably such differences are also present in a learning environment. As Tomlinson 

and McTighe (2006) observe, ñculture, race, language, economics, gender, experience, 

motivation to achieve, disability, advanced ability, personal interests, learning 

preferenceséare just some of the factors that students bring to school with them in 

almost stunning varietyò (p. 1). Given these diverse personal, social, and economical 

factors, ñdiverse learners at risk and the demands of the new global economy of the 21st 

century, educational leaders are requiring more from all studentsò (Coyne, Kameôenui, & 

Carnine, 2011, p. 4). Furthermore, ñStudents with divers learning and curricular needs, 

primarily children living in poverty, children with disabilities, and children with limited 

English-speaking skills face numerous forcesðcultural, familial, sociological, political, 

educational, and economicðthat place them at increasing social and educational riskò 

(Coyne at al., 2011, p. 2). Naturally, in addition to demographics and characteristic 

diversity, students differ in their background knowledge, preferred styles, and the pace 

at which they learn. Such learnersô diversity demands a variety of instructional 

strategies in order to help them becoming better learners, thinkers, and skilled in order 

to be better prepared for the demands of the 21st century and global economy. Unlike 

providing instructions predominantly through teacher direction, differentiating instruction 

enables diverse students to become more independent and self-regulated (Coyne et al., 

2011). Tomlinson (2001) identifies the following conditions under which people learn 

best: a) when content is personally meaningful, challenging, and appropriate for the 
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learnerôs developmental level, b) when learner has choice and feels in control, c) when 

there exists ñopportunities for social interaction,ò d) when learner receives timely and 

helpful feedback, and e) the learning ñenvironment supports the intended learningò 

among others (p. 18). Naturally, such consideration, when designing instructional 

strategies, enforces the teacher to create units of instructions that promote and 

maximize student learning. A differentiated classroom, as Tomlinson (2001) observes, 

ñprovides different avenues to acquiring content, to processing or making sense of 

ideas, and to developing products so that each student can learn effectivelyò (p. 1).  

Similar to the flipped classroom model, differentiated instructions help the 

teacher to maximize interactions with students and attend to their specific needs, and 

thus become more of a coach, guide, or mentor in the classroom. A differentiated 

classroom environment facilitates and promotes direct student involvement in learning. 

By incorporating studentsô learning personalities, background knowledge, and preferred 

style of learning as well as accommodations for students with special needs, 

differentiated instructions truly promote and facilitate a student-centered learning 

environment. Stressing that learning happens ñwithin students, not to themò (p. 22), 

Tomlinson and McTighe (2006) recommend the following guidelines and strategies 

which promote differentiating instruction: a) continually, seek opportunities to get to 

know students, b) ñoffer more ways to explore and express learningò (p. 20), c) regularly 

use informal assessment strategies to monitor student progress, d) ñteach in multiple 

waysò (p. 21), e) allow student working individually or in groups, f) respond to struggling 

students by adjusting instruction to address their gap in knowledge and skills,  g) use 

clear and concise rubrics that ñcoach for qualityò (p. 21), and h) ñcultivate a taste for 
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diversityò (p. 22). To address student readiness, interest, and learning profile, Tomlinson 

and McTighe (2006) stress using small group instruction, designing task at different 

degrees of difficulty, expressing learning in a variety of models, and incorporating a 

variety of teacher presentation approaches among others.  

 The central instructional issue, according to Bottge et al. (2010), is ñhow to 

deliver engaging instruction that values procedural fluency (e.g., computing with 

fractions) while also giving attention to conceptual understanding (e.g., the meaning 

behind computational rules)ò (p. 82). In this regard, research recommends incorporating 

a variety of authentic (real-world) problems and hands-on activities in the instruction 

along with clear and timely feedback. In addition, Wiggins and McTighe (2006) 

recommend designing activities that focus on ñclear and worthy goalsò that help student 

to develop ñgreater skill and understanding,ò and providing ample opportunities for 

students for self-assessment and self-adjustment on feedback (p. 196). Bottge et al. 

(2010) recommend designing instructional strategies that include problems with real-

world applications, providing ñin-depth instruction on skills and concepts as students 

need them,ò and allowing students to ñwork together in small groups to discuss, test, 

and find solutions to the problemsò (p. 83). The use of modeling and demonstrating 

techniques in instruction is essential in successful teaching and learning, especially in 

complex subjects, such as mathematics. Studentsô strengths even in a single subject 

area do vary as they do in their preferences in working individually or in groups. A 

differentiated classroom highly encourages teachers to make accommodations for both 

preferred styles in instructional planning. To maximize differentiation, teachers may 

allow flexible group formation either by selecting the group members or permit students 
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to form their own. Both strategies are useful; however, certain instructional activities 

may require the teacher to create ñskills-based or interest-based groups that are 

heterogeneous in readiness levelòðbased on ñthe match of the task to student 

readiness, interest, or learning styleò (Tomlinson, 2001, p. 102). The use of modeling 

and demonstrating techniques in instruction is essential in successfully teaching and 

learning mathematics. Doabler et al. (2012) stress regularly using the modeling and 

demonstration techniques in instructional tasks, presenting ñvisual representations of 

math ideasò (p. 50), and providing ñfrequent and meaningful practice and review 

opportunitiesò (p. 52). Archer and Hughes (as cited in Doabler et al., 2012) suggest 

using the following three ways to improve the quality of teacher models: 1) using ñclear 

and concise language,ò 2) providing several (yet not overwhelming) models, and 3) 

allowing ñstudents to actively participate in the models, such as answering questionsò 

(p. 52). 

The differentiated classroom is designed with consideration to learnersô diversity 

and needs in many areas. Accommodations, according to Little (2009), may be 

considered and implemented in ñinstructional methods and materials; assignments and 

classroom assessments; time demands and scheduling; learning environment; and use 

of special communication systemsò (p. 9). In addition to struggling students, a 

differential classroom also requires accommodations for students with special needs, 

such as advanced and ELL students, among others. It is important to note that 

advanced learnersô special needs are usually dismissed or unrecognized, and thus they 

are not accommodated. These students also require teacherôs help to develop their 

abilities and achieve their potentials (Tomlinson, 2001). To accommodate advanced 
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learnersô needs, Tomlinson (2001) recommends raising ñceiling for expectations so that 

advanced learners are competing with their own possibilities rather than with a norm,ò 

identifying ñwhat constitutes excellence,ò and ensuring to ñbalance rigor and joy in 

learningò (p. 12). Table 4 identifies a list special accommodation for designated students 

in a differentiated classroom.  

Table 4 ð Accommodation for Designated Students 

Designated Students Accommodations 

ESOL/ELL/LEP  ¶ Pair students with bilingual peers, if available.  

¶ Provide bilingual dictionaries in class.  

¶ Provide verbal and written directions. 

¶ Designate extra time (as needed) for activities, quizzes, 

and tests. 

ESE/SLD/ESE ¶ Provide visual aids (hand-outs with large prints, etc.). 

¶ Designate extra time (as needed) for activities, quizzes, 

and tests.  

¶ Provide specific student needs as resources permit. 

¶ Follow direction recommended and/or directed by the 

school counselor or administration. 

Struggling ¶ Adjust instruction to address studentsô gap in 

knowledge and skills. 

¶ Use small group instruction. 

¶ Provide more peer-tutoring opportunities. 

¶ Design tasks at different degrees of difficulty. 

¶ Use a variety of presentation approaches. 

¶ Designate extra time (as needed) for activities, quizzes, 

and tests  

Advanced/Gifted ¶ Raise expectations. 

¶ Design more challenging exercises and activities.  

¶ Constitute levels of excellence. 
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Table 5 identifies sample differentiated instructional strategies and learning 

activities. In addition, a complete curriculum module including related lesson plans for 

Module I is provided in Appendix B.  
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Table 5 ð Differentiated Instruction and Learning Activities 

Differentiated Instruction Learning Activities 

¶ Providing visual aids, PowerPoint (visual-

aural); 

¶ Providing verbal explanations (aural); 

¶ Using written materials (aural-visual); 

¶ Assigning hands-on activities (kinesthetic); 

¶ Providing (online) video clips (visual-aural); 

¶ Providing links to appropriate website(s) 

related to the topic; 

¶ Allowing collaborations, using flexible 

grouping techniques; 

¶ Using modeling techniques (using teacher, 

student, videos, etc.); 

¶ Chuckingðespecially complex topics 

(breaking concept into smaller with 

parts/patternsðgrouping);   

¶ Allowing students to work individually; 

¶ Providing special activities for struggling 

and advanced students; 

¶ Providing special assistance and activities 

for ESOL and ESE students; 

¶ Providing student-tutoring (peer-tutoring); 

¶ Providing guided practiceðstep-by-step 

directions; 

¶ Providing individual teacher/tutor 

assistance;  

¶ Providing ongoing feedback. 

Bell-work  

Teacher invites students to ask questions about their study and 

problems that may have. Then the teacher and students review the new 

topic which students have already studied. Most elements of 

instructionist teaching will be used during the bell-work session. This 

session could last up to 20 minutes.  

Class-work 

Working individually or in groups, students engage in performing a 

variety of tasks and activities the selected by both students and the 

teacherðactivities such as solving select problems from the module, 

MIP textbooks, and online; watching the designated video clips; and 

exploring the identified websites.  

¶ The teacher observes (individual and groups) of students while they work 

on their activities and assignments. The teacher provides feedback, and 

may actively and/or passively participate in studentsô activities, during 

which the teachers provided feedbacks. In addition, as student work on 

their activities, they also evaluate their progress and achievement using 

the guidelines set by individual students and the teacher.  

¶ Students may take a tutoring role and rotate this responsibility while 

working in groups. During these activities, students may perform certain 

task, demonstrating their mastery of the designated content. In addition to 

participating in these groups, the teacher and the tutor will work with the 

students who work individually on their selected and/or designated tasks 

and activities.   

Recap 
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About 10 minutes before the bell, the teacher ask students to go back to 

the normal seating arrangement, provides a recap of the topic and 

general suggestions (if any), and reminds student about the next topic 

and the designated topic and related assignment and activities at home. 
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Assessment 

Essential to backward design principles, an ongoing assessment is vital to the 

learning and instructional processes. In this regard, taking a test at the end of a module 

will, at best, represent an insufficient or incomplete picture of student mastery of the 

content and thus learning achievement. To obtain a relevant and reliable 

picture/outcome, determination, given the desired results, of evidence is required to 

ensure that students have achieved them. Little (2009) views assessment as a 

ñsystematic process whereby information about student learning is collected to make 

instructional decisions,ò and indicates that assessment should ñmatch studentôs needs, 

the curriculum, and instructional strategiesò (p. 9). The purpose of testing, according to 

Kubiszyn and Borich (2007), is to ñcollect objective information that may be used in 

conjunction with subjective information to make better educational decisionò (p. 65). A 

balanced approach in assessment, i.e., using a variety of assessment techniquesðin 

line with the spirit of the backward designðis necessary in order to analyze ñstudent 

accomplishment against specific goals and criteriaò (Wiggins & McTighe, p. 337). Given 

the diversity of learners, a variety of assessment processes are required in order to 

measure and subsequently make valid inferences about the degree to which students 

truly know, understand, and be able to do (Tomlinson & McTighe, 2006; Wiggins & 

McTighe, 2006). An assessment may be formal (preplanned, such as a test) or informal 

(spontaneous, such as teacher observation). Both assessments may be quantitative 

and qualitative in nature, although informal assessments are usually viewed as 

qualitative. Tomlinson and McTighe (2006) identify three major types of assessments: 

1) Formativeðongoing assessments which ñoccur concurrently with instruction,ò  
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2) Summativeðgenerally ñused to summarize what has been learned,ò and  

3) Diagnosticðgenerally ñused to check studentsô prior knowledge and skill levelsò (p. 

71). In the design of the MIP program, formal, informal, formative, and summative types 

of assessment are used to assist instruction and evaluate student learning. 

Furthermore, formal assessment tools in MIP are criterion-based. A criterion-based 

assessment tool measures a student performance against selected criteria 

(standards)ðin this case, MIP standards. 

Student learning assessment is enhanced with greater use of a variety of 

formative assessment techniques such as observation, performance task, 

demonstration, oral explanations, and peer-assessment. In addition, as Wiggins and 

McTighe (2006) observe, empowering students to take greater role in learning is greatly 

enhanced when assessment techniques such as self-monitoring and self-assessment 

are incorporated. In this regard, constructing a variety of response items allows 

ñstudents to show their work and reveal their thinkingò (Wiggins and McTighe, 2006, p. 

161). As part of the instructional design, provisions must be made for teachers to assist 

students to ñself-monitor, self-assess, and self-adjust their work, individually and 

collectively, as the work progressesò (Wiggins & McTighe, p. 215). To have an accurate 

measure of student learning, assessment items should measure what it is supposed to 

measureðalso referred as the validity of an assessment tool.  In other words, there 

must be an alignment between the test items and their related contents and thus related 

standards. As such, it is considered to be the ñéevidence of an achievement testôs 

content validityò (Kubiszyn & Borich, 2007, p. 35). To ensure alignment and maximize 

validity for formal quizzes and end-of-module tests, test items for each module are 
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selected and/or designed directly from the related sections in the moduleðcontent 

focused. Unlike the on-going informal assessments which directly or indirectly address 

the essential questions and learning goals and objectives, the formal assessment 

processes in MIP are directly related to the learning objectives and focused questions. 

Whether formal or informal, assessment tools and processes should be clear and 

concise, include the necessary information such as required time and total value points, 

identify permitted tools and materials; and provide references to the related content for 

each item and more. In addition, Wiggins and McTighe (2006) recommend using the 

following techniques when developing assessment tools and materials: 1) deriving items 

from the goals and objectives, 2) using a reasonable number of questions, and  

3) framing the question in ñkid language [simple and age appropriate] as needed to 

make them more accessibleò (p. 121). Student learning assessments should follow a 

timely, clear, and specific feedback to the student, resulting in the necessary 

instructional adjustment. As Marzano (2009) puts it, ñIf goals provide clear target for 

learning, then feedback may be thought of as information that facilitates the process of 

reaching those targetò (p. 10). Hattie and Timperley (as cited in Marzano, 2009) indicate 

that the main purpose of feedback in educational settings is to ñreduce discrepancies 

between current understandings and performance and a goalò (p. 10). Assessment tools 

in MIP are designed to include two to three problems from each section in the module. 

This process will assist teachers to assess studentsô performance and learning 

achievement specific to each topic in the module, and provide detailed feedback to 

students and their parents. Availability of rubrics is very important, especially for the 

assessment purposes. Using rubrics, teachers can provide timely, detailed, and 
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meaningful feedback more efficiently. Rubrics describe ñthe degree of quality, 

proficiency, or understanding along a continuumò (Wiggins & McTighe, 2006, p. 173), 

and facilitates student ñself-assessment and self-improvementò as well as 

ñcommunication with students, parents, faculty, and administrationò (Stevens & Levi, 

2005, pp. 21, 23). 

Embedded in its design, the MIP program requires a comprehensive assessment 

process which includes a variety of assessment procedures, such as observation, 

performance tasks, demonstration, self- and peer-evaluation, quizzes, and tests. 

Assessment types and related processes and examples are provided in Table 6. 

Furthermore, the overall formal assessment tools (including Taxonomy specification, 

test items, and related rubrics) for Module I are available in Appendix C. 
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Table 6 ð Assessment Type, Characteristic, and Process 

Assessment Type/Characteristic Process 

Observation formative, 

informal 

An on-going assessment process ð The teacherôs observe (individual and 

groups) of students while they work on selected assignment and activities 

during the bell-work and/or subsequent class-time. During this evaluation 

process, the teacher will actively and/or passively participate in studentsô 

activities, and share thoughts and observation when necessary. 

Performance 

Task 

formative, 

informal 

An on-going assessment process ð Working individually or in groups, students 

engage in performing a variety of tasks and activities, such as solving 

problems, as selected by both students and the teacher. 

Demonstration formative, 

informal 

An on-going assessment process ð Students may take a tutoring role and 

rotate this responsibility while working in groups. During these activities, 

students may perform certain task, demonstrating their mastery of the 

designated content. In addition to participating in these groups, the teacher will 

work student who work individually while they perform selected tasks.   

Self- and  

peer-evaluation 

formative, 

informal 

An on-going assessment process ð As student works progress, they evaluate  

progress and achievement using guidelines set by individual students and the 

teacher. 

Quiz formative,  

formal or 

informal, 

criterion-bases 

(rubrics 

provided) 

A minimum of one to two formal quizzes are designated for each module 

including content-focused items. At the discretion of the teacher, short/pop-

quizzes (informal) may also be takes in class for diagnostics purposes.  B  
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Test summative, 

formal 

criterion-bases 

(rubrics 

provided) 

End-of-module testðone test is designated for each module. The related 

assessment items are content-focused.  
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Syllabus 

 Many educators, rightfully, consider syllabus as a contract between the students 

and the teacher with respect to the related course. A well-developed syllabus is 

essential in communicating the course contents; learning goals and objectives; list of 

required and recommended resources, tools, and materials; list of prerequisites; 

communication protocols; grading policy; course calendar; list of activities, assignment, 

projects, tests and related rubrics; and relevant school policies among others. In 

addition to including the necessary components mentioned above, the MIP syllabus is 

designed to include age-appropriate visually pleasing elements. A copy of the MIP 

syllabus is provided in Appendix E. 

Module 

In this section, the overall design on the modules is explained. Modules are 

extremely important in the overall design of the MIP program, for they are used primarily 

by the students. Although the teacher may use MIP modules (from time-to-time) for 

different purposes, students routinely use them as a primary source during the entire 

program. Modules include, identify, and refer to a variety of physical and virtual sources 

relevant to each topic as well as information about the module content, learning goals 

and objectives, assessment, and schedule among others. Given its importance, 

especially with respect to the students, outmost attention has been paid to the 

aesthetics aspects of the modules, in addition to its usability and functionality as a 

product. The human-centered design concept has been considered in the overall design 

of the MIP program which Norman (2013) defines as ñan approach that puts human 
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needs, capabilities, and behavior first, then designs to accommodate those needs, 

capabilities, and ways of behavingò (p. 8). Discoverability, in a system, is defined as, 

ñdiscovering what it does, how it works, and what operations are possibleò (Norman, 

2013, p. 10). Among the psychological concepts resulting discoverability, affordance 

and signifiers concepts are used in the process of designing modules in MIP program. 

For example, several navigation buttons and labels are presented in each module which 

communicate possible actions (e.g. content) with the userðaffordanceðand where 

these actions should be takenðsignifiers (Norman, 2013). A successful design, 

according to Lidwell, Holden, and Butler (2010), must meet peopleôs basic needs, such 

as needs for functionality of its componentsðfor example, do the online links provided 

in the module function? b) reliability needs for stable and consistence performanceðfor 

example, do the navigation buttons in the module work consistently? c) proficiency 

needsðfor example, do students feel that they are making progress when they use (the 

content of) the module? In addition, it is utterly important to note that ñdesigns should be 

usable by people of diverse abilities, without special adaptation or modificationò (Lidwell 

et al., 2010, p. 16). The characteristics of an accessible design, such as perceptibility 

(being able to use the design regardless of the userôs sensory abilities) and simplicity 

(being able to use the design regardless of the userôs experience and literacy level) 

have been incorporated in the design of the MIP module (Lidwell et al., 2010, p. 16). For 

example, the modulesô components are presented using redundant coding (consistent 

text, icon, color, etc.)ðperceptibilityð and excluding the unnecessary complexity 

(usage of simple and concise works and expressions, etc.)ðsimplicity. In order to 
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identify and explain the overall design of the modules more specifically and efficiently, 

these design aspects are grouped according to their usability and aesthetics principles. 

Usability 

Usability of a design has to do with its simplicity, forgiving (Lidwell et al., 2010), 

and usefulness. To enhance the usability of the MIP modules, as recommended by 

Lidwell et al. (2010), the following principles are used: the 80/20 rule, consistency, 

layering, performance load, progressive disclosure, and readability principles.  

The 80/20 rule indicates that ñapproximately 80 percents of the effects generated 

by any large system are caused by 20 percent of the variables in the systemò (p. 14). 

Most teachers and students concur with this principle that applies to the majority of 

textbooks in the marketði.e., approximately 80 percent of the information in many 

textbooks is provided by about 20 percent of its content. In this regard, special 

consideration has been made so that the overall content of the modules in the MIP 

program is kept to an absolute minimumðexcluding any unnecessary information, 

graphs, images, etc. The ñusability of a system is improved when similar parts are 

expressed in similar ways,ò and functional consistency refers to the consistency of 

symbol, meaning, and action (Lidwell et al., 2010, p. 56). For example each icon in a 

module corresponds to a specific function. Using the functional consistency principle, 

these relationships have been replicated in all modules. To manage complexity and 

reinforce relationships in information, module contents are organized into related 

groupsða process that is identified as layering (Lidwell et al., 2010). Topics in each 

module are grouped into separate sectionsðaccessible by their corresponding 
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navigation buttons, according to their relationshipsð, which also helps with managing 

the complexity of topics.  Performance load is defines as the degree of mental activity 

(i.e., the ñamount mental activityðperception, memory, problem solvingòðcognitive 

load) and physical activity (i.e., ñdegree of physical activityðnumber of steps or 

movements, or amount of forceòðKinematic load) required to accomplish a goal 

(Lidwell et al., 2010, p. 178). The cognitive load management has been combined with 

the layering principles in the design of the MIP modules. Furthermore, to manage its 

Kinematic load in its designðin addition to the menu buttons at the beginning of each 

moduleð, several óreturn buttonsô are included to facilitate navigation and reduce extra 

and/or unnecessary steps.  To prevent information overload and manage information 

complexity, ñonly necessary or requested information is displayed at any given timeò 

which is identified as progressive disclosure (Lidwell et al., 2010, p. 188). The principle 

of readabilityðexpressing ñcomplex materials in the simplest way possibleò (Lidwell et 

al., 2010, p. 198)ðalong with layering, cognitive load, and readability principles have 

been the basis, using which topics in each module are grouped and presented. To 

enhance readability, Lidwell et al. (2010) recommend omitting needless words or 

punctuation, avoiding acronyms or jargon, managing sentence length, and using simple 

(and age appropriate) language. 

Aesthetics 

 Aesthetic aspect of a design is concerned with the overall appearance of the 

design and its appeal to the end-user. Aesthetic designs, according to Lidwell et al. 

(2010), are ñeffective at fostering positive attitudes;ò are perceived as easier to use and 



 
 

 

76 
 

more readily accepted; promote ñcreative thinking and problem solving;ò and foster 

ñpositive relationship with peopleò (p. 20). Among the principles used which enhance the 

appeal of a system, recommended by Lidwell et al. (2010), the following are used in the 

design of the MIP modules: alignment, color, picture superiority effect, proximity, and 

similarity principles. 

 To create a sense of unity, cohesion, and stability, elements in a design should 

be aligned with one another (Lidwell et al., 2010). Common elements of the modules 

are consistently placed such that edges line up along common rows, columns, or 

center. As Williams and Tollett (2006) observe, color can ñcreate moods, add emphasis, 

attract attention, organize information, and entertain the viewerò (p. 100); however, its 

excessive or inappropriate use can be counterproductive. In the design of modules, 

colors have been used consistently yet conservatively for grouping and aesthetics in a 

balance with the graphs and icons present in each module. To improve recognition and 

recall of key information, the picture superiority effect principle used for ñpictures are 

generally more easily recognized and recalled than wordsò (Lidwell et al., 2010, p. 184). 

The picture superiority effect along with the proximity principleðthe developed 

relationships as the result of placing items close together (Williams, & Tollett, 2006)ð

and similarity principleðsimilar elements are perceived to be more related than 

elements that are dissimilar (Lidwell et al., 2010)ðare used in designing modules to 

maximize optimal effect and improve cognitive load when presenting the same 

information. As a sample, a full copy of Module I is provided in Appendix D.  
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Program Completion 

Deliverables 

The list of deliverables upon the completion of the design and development of the MIP program and the 

corresponding recipients is presented in Table 7.  

Table 7 ð List of Deliverables 

 
Deliverables 

 
Recipient(s) 

MIP overview, objectives, and standards MIP program director 

MIP contents and storyboard MIP program director 

MIP student selection process and program procedures  MIP program director 

The List of necessary tools and materials MIP program director and the designated teacher 

MIP calendar (for the first semesterðFall 2014) MIP program director and the designated teacher 

Individual modules  

(contents, lesson plans, and assessment tools) 

MIP designated teacher 
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Timeline 

The allocated time for the design and development of the program is four months (April-July 2014). The related 

timeline is provided in Figure 7. In addition, the implementation timeline (for Fall 2014) is provided in Figure 8. 

1. Develop Standards            April 1-4    

2. Develop Overview and Content            April 7-11           

3. Determine tools and materials                April 7-30            

4. Develop the storyboard       April 15-30 

5. Determine the processes and procedures      April-May 

6. Develop individual modules                May-July 

7. Develop the calendar               July 15-31  

                 

       0       (April) 1       (May) 2       (June) 3        (July) 4  

                                                                                                                                          Timeline (in month) 

Figure 7 ï Design and Development Timeline 
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1. Preliminary Actions       August 1-10 

place modules on eBackpack,  

iPad distribution, and initial student orientation  

                    

2. Complete Module 0, Conduct ACT pre-Test         August 11-15 

3. Complete Module I                        August 18 ï Sep 19           

4. Complete Module II                        Sep 22 ï Oct 24            

5. Complete Module III                   Oct 27 ï Nov 21 

6. Complete Module IV                      Dec 1-15 

7. Conduct ACT post-Test             

                        Dec 18-19 

  

8. Complete Grade-Score Analyses and Report                Dec 20-24 

 

  0     (August) 1  (September) 2    (October) 3   (November) 4   (December)    5 

 

  Quarter I (Aug 11 ï Oct 10)          Quarter II (Oct 13 ï Dec 19) 

              Timeline (in month) 

 

Figure 8 ï Implementation Timeline (Fall 2014) 
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CHAPTER THREE: EVALUATION 

The research and evaluation related to this study are explained in this chapter. A 

correlational study is conducted to examine the relationship between studentsô ACT 

Explore scores and their Algebra 1 grades. The evaluation of the MIP program is 

conducted in two stages: 1) evaluation of the program design, and 2) evaluation of the 

program effectiveness. 

Correlational Study 

Purpose 

A correlational study is conducted to determine the relationship between 

studentsô ACT Explore mathematics scores and their Algebra I grades. More 

specifically, it is used to determine the correlation between studentôs background 

knowledge of the middle school mathematics and predict a possible failure or 

successful completion of Algebra I (i.e., scoring 83 percent or higher) using their 

Explore scores. (The test score of the mathematics portion of the ACT Explore test 

reflects studentsô knowledge of middle school mathematics.) This study will also be 

helpful in determining the minimum score below which students will be placed in the 

MIP program. 

Methodology 

Population and Instrumentation 

The population in this study is all freshmen students for each designated 

schoolyear. The instruments used in this portion of the study are the ACT Explore 
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standardized tests (mathematics scores) as well as RHS Algebra 1 semester grades for 

the 2011-2012, 2012-2013, and 2013-2014 schoolyears. These data reflect studentsô 

scores prior to the implementation of the MIP program in Fall 2014.  

Procedures   

In this study, all incoming freshman studentsô prior ACT Explore scores and their 

corresponding Algebra 1 semester grades for the 2011-2012, 2012-2013, and 2013-

2014 schoolyears were necessary. Upon following the necessary procedures required 

by the Registrar and Records Office at RHS, these datasets were extracted from the 

school archived database. The collected student data included student name, gender, 

grade level, Algebra 1 grade, and related Explore test scores. Generic names, such as 

Student 1, Student 2, etc., are used to protect student identity. The related student 

identifier will remain confidential and secure both electronically and physically. These 

datasets were then cleaned to ensure each student who entered RHS had an Explore 

score and that completed, at least, the first semester at RHS, and thus having a score in 

Algebra 1. Duplicate entries were removed. There were students who were admitted to 

RHS without prior Explore scores, and thus their records were removed from the data. 

In addition, there were students who had completed Algebra I in the middle schoolðand 

their records did not include the necessary informationð, and thus their records were 

removed from the datasets as well. Furthermore, these datasets were labeled as 

Dataset I (for the 2011-2012 schoolyear), Dataset II (for the 2012-2013 schoolyear), and 

Dataset III (for the 2013-2014 schoolyear). The final datasets included paired-data for 
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each studentðcomprising the following populations for further analyses: Ni=34 for 

Dataset I, Nii=35 for Dataset II, and Niii=43 for Dataset III. 

Results and Discussion  

To analyze the correlation between the studentsô Explore scores and their 

Algebra 1 (semester) scores, the IBM SPSS Statistics (version 22) software program 

was used. Furthermore, to demonstrate the correlation between these two variables, all 

three datasets were analyzed.  

The null hypothesis indicates that there is no relationship between the two 

variables, and the alternative hypothesis indicates that there isðthat is, Dataset I (H0: ri 

= 0 and H1: ri Í 0), Dataset II (H0: rii = 0 and H1: rii Í 0), and Dataset III (H0: riii = 0 and 

H1: riii Í 0). Given that both variables are interval/ration in scale, the Pearson correlation 

seems suitable if each dataset meets the necessary assumptions. The óindependenceô 

assumption is met for all three datasets given that each dataset is composed of the 

population data rather than a sample. The overall results of the test for ónormality,ô for 

each dataset, indicate that only Dataset I is approximately normally distributed (see 

Table 8, and Figures 9, 10, and 11 in Appendix A). Correspondingly, a parametric 

correlation test (Pearson product-moment) for Dataset I and a non-parametric 

correlation test (Spearman) for Datasets II and III are selected and applied. The results 

(see Table 9 in Appendix A) indicate that the correlation between studentsô Explore 

scores and their Algebra 1 scores are positive, moderately strong, and statistically 

significant in all three datasets, and thus the null hypotheses are rejected (ri=.57, p < 

.01 for Dataset I; rii=.48, p < .01 for Dataset II; and riii=.51, p < .01 for Dataset III). To 
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facilitate visual analyses, graphical representations (scatter plot with a linear trend/fit 

line) of these relationships are presented in Figure 12 in Appendix A. 

Evaluation Plan 

The evaluation of the MIP program will be conducted in two stages: 1) Evaluating 

the program design, and 2) Evaluating the program effectiveness. After obtaining the 

IRB permission at the University of Central Florida (UCF), the design of the MIP 

program was evaluated during the Fall 2014 semester. In addition, MIP studentsô test 

scores in each program module and their ACT Aspire test scores, at the completion of 

the program, were also collected and examined. Furthermore, this study recommends 

an evaluation plan to determine the effectiveness of the MIP program. 

Design Evaluation 

Purpose 

The purpose of the design evaluation is to determine how well the program is 

designed with respect to its usability, functionality, and aesthetic appeal. This evaluation 

is based on a mixed mode design consisting of an interview of a limited number of 

participants (qualitative) and a survey of a larger sample (quantitative). 

Design Evaluation Criteria 

The design of the MIP program is determined to be successful when student 

satisfaction measures, at least, at 70 percent with respect to module designôs aesthetic 

appeal, usability, and overall helpfulness. Furthermore, the MIP teacher and the 

Program Manager are fully satisfied with the MIP design and its content. 
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Design Evaluation Questions 

1. Do students perceive the program modules appealing? 

2. Do students find the program modulesô content helpful?  

3. Do students relate test questions to their corresponding content in the module? 

4. Does the program include the necessary components required by the Program 

Manager? 

5. Does the teacher find the program module content and lesson plans helpful, and 

assessment tools valid? 

Methodology 

Evaluation Approach 

In this evaluation, aspects of the case study methodology are used. 

Participants 

The participants consist of 26 students, faculty, and administrators (24 students, 

one teacher, and one administrator) who are selected based on a purposive sampling 

method. 

Instrumentation 

1. Student Satisfaction Survey: The purpose of the Student Satisfaction Survey 

instrument is to determine how satisfied students are with the overall design of 

the program modules as well as related activities and quizzes. Table 10 (in 

Appendix A) reflects the contents of this instrument which is used for collecting 

data related to evaluation question numbers one, two, and three. 
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2. Interview Protocol InstrumentðMIP Program Manager: The purpose of this 

instrument is to determine whether the design includes all the necessary 

components required by the Program Manager. Table 11 (in Appendix A) reflects 

the contents of this instrument which is used for collecting data related to 

evaluation question number four. 

3. Interview Protocol InstrumentðMIP Teacher: The purpose of this instrument is to 

determine whether the program module content and lesson plans are helpful, 

and assessment tools valid. Table 12 (in Appendix A) reflects the contents of this 

instrument which is used for collecting data related to evaluation question 

number five. 

The overall information with regard to data sources, selected method(s) for 

collecting data, instrumentation, and procedures for each evaluation questions are 

explained in Table 13 in Appendix A. 

Procedures 

Interview: To recruit the participants, the names of the relevant faculty and staff 

were obtained from the school vice principal who is also the Program Manager. These 

individuals were then contacted, inviting them to participate in the study. The 

participants were advised of the nature of the study and the goals of the research, 

reviewed the informed consent process, and asked whether he or she would like to 

participate. Upon acceptance, an appointment was set up to meet the individual at a 

mutually agreed date and time. The face-to-face interview sessions were held in a safe 

and comfortable location to both the interviewee and researcher, which allowed for a 



 

86 
 

confidential and private environment. Upon the agreement of the interviewee, the 

session was recorded using an audiotape. The identities of the interviewees will remain 

confidential, and when necessary, only pseudonyms will be used. All data will remain 

confidential and secured both electronically and physically.  

Survey: Two anonymous surveys were conducted from the MIP students during 

the semester in which the program is offered. The first one was conducted during the 

first quarter and the second during the last week of the second quarter. Both surveys 

were conducted by the MIP teacher on designated school days and during normal class 

sessions. All MIP students were encouraged to participate in the survey. Designated 

survey dates were determined in consultation with the MIP teacher. Few days before 

the start of the survey, the MIP teacher was provided with the survey instrument, and a 

reminder letter was sent one day before the designated survey date. The survey period 

was active during class sessions to ensure all students would have a chance to 

participate. All data will remain confidential and secured both electronically and 

physically. 

To examine studentsô initial impressions of the design, maximize the efficiency of 

the module by incorporating the necessary modificationsðbased on the study of this 

surveyðan anonymous survey was conducted on November 14, 2014. Using the 

Student Satisfaction Survey for Design Evaluation instrument (Table 10), this survey 

was conducted during the class session, monitored and collected by MIP teacher, and 

later submitted to me in a sealed envelope. Twenty one students participated in this 

survey. The survey results were evaluated, and subsequently few modifications were 

made in the remaining modules (e.g., improving the navigation system throughout the 
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module, labeling the online video clips for better referencing, and introducing more 

varieties of videos among others). A second anonymous survey was conducted on 

December, 3, 2014ðthe result of which the basis for evaluating the design. Seventeen 

students participated in this survey. Using the Student Satisfaction Survey for Design 

Evaluation instrument (Table 10), this survey was also conducted during the class 

session, monitored and collected by MIP teacher, and later submitted to me in a sealed 

envelope. 

Results and Discussion 

In an interview session, the MIP Program Manager, Paul Smith, who is also the 

Academic Dean at RHS, confirms his full satisfaction with respect to the overall 

requirements and function of the MIP program (evaluation question number four). 

Regarding the characteristics of a good design, P. Smith identifies: ñthe functionality of 

the design itself, relating to the standards...and the usability of the [design] that are 

workable for both the student and the teacherò (personal communication, December 8, 

2014). With regard to content and standards in the MIP program, P. Smith indicates that 

ñAs a new program, we have been very concerned with the standards and its contents. I 

think we have covered those very well, so I am very happyò (personal communication, 

December 8, 2014). Furthermore, ñThe [MIP] program is very clearly defined, and I am 

very pleased that we have communicated it to the parentséò (personal communication, 

December 8, 2014). With regard to the functionality and usability of the MIP program, P. 

Smith responds, ñHow we have actually set up the course itself. Does it actually meet 

the needs of the studentsé. Is it adjustableéand flexible? And we have done 
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thatéthese characteristics are present in this programò (personal communication, 

December 8, 2014). Furthermore, he concludes that ñI am very happy with the program. 

We have been looking for ways that we can help our students. I am really excited about 

the possibility of continuing on, and may be even expandingò (P. Smith, personal 

communication, December 8, 2014). In an interview session with the MIP teacher, 

Jeremy Adams confirms his overall satisfaction with respect to the program module 

content and lesson plans as well as the validity of the assessment tools (evaluation 

question number five). With regard to the characteristics of a good module, J. Adams 

identifies: ñgiving kids multiple things to look at...not just one way. Showing them videos, 

using exampleséusing technologyéusing things that make it pop a little moreégiving 

kids multiple examples on how to do things. These are important because you want to 

make them interested and have them involved and interact with itò (personal 

communication, February 3, 2015). J. Adams confirms the presence of these 

characteristics in the modules by expressing that ñThey have great pictures, sticky 

noteséwhich make them nice to look at. They give the kids examples, plenty of videos 

for them to watch. I think these modules do a great job of giving these kids what they 

need to be successful.ò Furthermore, ñWhen kids look for something or questions they 

may have, I mean, they are all there. There is plenty of stuff for them to use ð 

especially, if they have a question, the module does a great job of making sure that kids 

have plenty of resources that they can useò  (J. Adams, personal communication, 

February 3, 2015). With regard to the assessment items and their relationship with 

module content, J. Adams replies, ñI think they correspond really well. The questions 

are very clear...nothing tricky about them. I think the questions on the test matched up 
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the contents of the module really wellò (personal communication, February 3, 2015). 

The results of these interview sessions clearly indicate that both the MIP teacher and 

the Program Manager are satisfied with the overall design of the MIP program. 

The survey items are designed using a Likert scale with the following values 

(designated for each response to survey items): 1= Very Dissatisfied, 2= Dissatisfied, 

3= Neutral, 4= Satisfied, and 5= Very Satisfied. The Microsoft Excel application program 

(version 2013) was used for the statistical analyses related to the design evaluation. 

The following strategies (grouping select survey items) were used in order to answer 

evaluation questions number one through three:  a) grouping survey item numbers one 

through three to answer evaluation question number one: Do students perceive the 

program modules appealing?; b) grouping survey item numbers four through nine to 

answer evaluation question number two: Do students find the program modulesô content 

helpful?; and c) grouping survey item numbers ten and eleven to answer evaluation 

question number three: Do students relate test questions to their corresponding module 

contents? The results are presented in Figure 14 (Appendix A). Considering the design 

evaluation criteria, the survey analyses indicate that students, on average, perceive the 

design as appealing (evaluation question number one). However, students, on average, 

do not find the moduleôs content as helpful or test questions relating to module contents 

(evaluation questions number two and three respectively).  

As an expanded approach to evaluating the design of the MIP program, in order 

to examine studentsô perceptions on designôs usability and aesthetic aspects (the 

design frameworkðexplained in Chapter II), the following strategies (grouping select 

survey items) were used: a) grouping survey item numbers one through three to 
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determine studentsô perceptions with respect to the aesthetic aspect of the design; and 

b) grouping survey item numbers four through eleven to determine studentsô 

perceptions with respect to the usability aspect of the design. The results are presented 

in Figure 15 (Appendix A). Considering the design evaluation criteria, the survey 

analyses indicate that students, on average, perceive the design aesthetically 

appealing. However, on average, they are not satisfied with the usability of the design of 

the module. Most 14/15 years old adolescenceða typical age for high school 

freshmenðusually perceive and react highly emotionally, even with respect to matters 

that are primarily cognitive in nature. In a remediation course, especially in 

mathematics, such reactions are usually more amplified. Given this observation as well 

as the limitations inherent in a self-reporting methodologyðsuch as a surveyð, this 

may have impacted student responses to the survey items and thus adversely affecting 

the results. 

Program Evaluation 

Purpose 

The purpose of the program evaluations is to determine the effectiveness of the 

MIP program. 

Evaluation Criteria 

The program is determined to be successful when at least 80 percent of the 

participants score 25 or higher on the ACT-Aspire (post-test). 

Evaluation Questions 

1. How well is the program designed and implemented? 
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2. Do students attend the program regularly? 

3. Do students actively participate in the program activities? 

4. Do students find the modules and related activities helpful? 

5. Does the program include the necessary components required by the Program 

Manager? 

6. Does the teacher find the program contents helpful and assessment tools valid? 

7. Do 80 percent of participants score 25 or higher on the ACT-Aspire test (post-

test)? 

Methodology 

Evaluation Approach 

The methodological approach for this study is conceptualized as non-

experimental pre- and post-test with no comparison group. As explained in Table 14 (in 

Appendix A), this evaluation uses components of multiple approaches: Expertise-

oriented, program-oriented (logic model), and case study. 

Participants 

The participants consist of 27 students, faculty, and administrators (24 students, 

one teacher, and two administrators) who are selected based on purposive sampling 

method. 

Instrumentation 

1. Interview Protocol Instrument for Program EvaluationðMIP Program Manager: 

The purpose of this instrument is to determine how well the program is designed 
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and implemented. This instrument is used for the purpose collecting data related 

to evaluation question number one, and its content is explained in Table 15 (in 

Appendix A). 

2. Interview Protocol InstrumentðIT Manager: The purpose of this instrument is to 

determine how well the program is implemented. This instrument is used for the 

purpose collecting data related to evaluation question number one, and its 

content is explained in Table 16 (in Appendix A). 

3. Student Participation Observation: The purpose of this instrument is to determine 

the degree to which students participate in the program activities. This instrument 

is used for the purpose of collecting data related to evaluation question number 

three, content of which is explained in Table 17 (in Appendix A). 

4. Student Satisfaction Survey for Program Evaluation: The purpose of this 

instrument is to determine how satisfied students are with the program modules 

and related activities, tests, quizzes, and tasks. Table 18 (in Appendix A) reflects 

the contents of this instrument which is used for collecting data related to 

evaluation question number four. 

5. Interview Protocol Instrument for Program Evaluation ðMIP Teacher: The 

purpose of this instrument is to determine whether the program contents are 

helpful and assessment tools valid. Table 19 (in Appendix A) reflects the 

contents of this instrument which is used for collecting data related to evaluation 

question number five. 

6. The ACT Aspire Test: The ACT standardized test (mathematics scores) is used 

for the selection process as well as pre- and post-tests. The analysis of the data 
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related to pre- and post-test scores will answer the evaluation question number 

six.  

The overall information with regard to data sources, selected method(s) for 

collecting data, instrumentation, and procedures for each evaluation questions are 

explained in Table 20. In addition, the MIP program logic model is explained in Table 

21ðboth of which are present in Appendix A. 

Limitations 

The pre- and post-test design with no comparison group is relatively weak thus 

impacting the generalization possibility. Other possible limitations of the study may be 

related to the selected methods of collecting data such as survey (self reporting), 

observation, and interviewðalthough having many advantagesðalso introduce the 

possibilities for bias, thus impacting the results of the evaluation. Although the risk was 

minimal since the survey was conducted anonymously, students may still feel being 

threatened if the teacher or administration becomes aware of their personal views on 

the course. If so, this feeling may have impacted their selected answers. The researcher 

in this study is also the program designer and evaluator thus the possibilities for bias 

exist which may adversely impact the outcome of this study. In addition, the designated 

mathematics teacher who facilitated the MIP may not entirely and faithfully follow the 

program content and procedures which would impact studentsô post-test scores, thus 

also adversely affecting the outcome of the study. Unforeseen events impacted the 

implementation, thus impacting evaluation results. For example, the unforeseen issues 

with regard to the iPad distribution at school caused delay in the actual start of the 
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program. In addition, the decision by ACT to discontinue offering the Explore test and 

enforcing the Aspire test earlier than expected caused the cancellation of the planned 

pre-post; therefore, the students took only the post-test. Furthermore, factors such as 

the type of (standardized) assessment tests, the cutoff score by which remediation is 

required as well as successful remediation achieved may also impact the evaluation 

results of the program. It is worthy to note that the impact of the MIP program would be 

best measured if the participants do not concurrently attend the Algebra 1 class. 

However, given the limited resources at RHS, such option was not feasibleðespecially 

given that RHS does not offer any summer courses.  
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CHAPTER FOUR: CONCLUSION 

In this study, the problem associated with a high percentage of freshman 

students at RHSðwho either fail Algebra 1 or pass it with a low percentage rateðhas 

been studied. After examining the internal and external causes associated with this 

problem, designing and implementing a remediation course in mathematics (the MIP 

program) was recommendedðthe content of which is based on grade 8 Mathematics 

and Pre-Algebra. In addition to studying the literature and examining the prior research 

on the remediation problem in general and mathematics in particular, this decision was 

also based on a correctional study that determined the relationship between studentsô 

prior knowledge in middle school mathematics and their semester grades in Algebra I 

(in high school). The MIP program design is based on a solid theoretical formwork, 

including established learning and design theories and principles.  

This study is important given that remediation, as a serious national problem, is 

nurtured in the middle and high schoolðalthough its roots are developed in the 

elementary school system in the Unites States. Research indicates that a good portion 

of students who attend the postsecondary schools are not prepared to undertake 

related courses, especially in mathematics and English, for they lack necessary prior 

knowledge they should have obtained in high school. Fine et al. (2009) indicate that 

higher education institutions are finding that ever increasing numbers of entering 

freshman students are unprepared for college-level coursework, particularly in 

mathematics. Furthermore, 75 percent of postsecondary institutions in the United 

States, according to the U.S. Department of Education, ñoffer remedial courses in 

mathematics and English catering to the 28% of first-time college freshmen at both two- 
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and four-year postsecondary institutions who lack the skills necessary to perform 

college-level work (Parsad & Lewis, as cited in Howell, 2011, p. 296). The cost 

associated with remediation has been exponentially growing as the rate of the number 

of students who require remediation has been increasing. Perin (2006) asserts that 

more than half of community college students need remediation, and up to 80 percent 

enroll in at least one remedial course. Furthermore, Bahr (2008) estimates ñthe national 

direct cost of public postsecondary remedial programs at 1ï2 billion dollars annually, 

and the total direct and indirect public and private costs at nearly 17 billion dollars 

annuallyò (p. 421). This is a staggering number that reveals the magnitude of the 

remediation which is a real burden on our educational system. 

The MIP program was implemented in Fall 2014, during which the design of the 

program was evaluated to determine its usability, functionality, and aesthetic appeal 

with respect to MIP students, teacher, and the Program Manager. The correlational 

study indicated that there is a positive and moderately strong correlation between 

studentsô background knowledge in (middles school) mathematics and their grades in 

Algebra 1. The evaluation concluded that students find the design of the MIP program 

helpful and aesthetically appealing; however, its usability did not meet the evaluation 

criteria. Furthermore, the MIP Program Manager and teacher are fully satisfied with its 

design, content, and components. Given the results of this study, RHS has now a solid 

(research-based) understanding of the relationship between studentsô prior knowledge 

in middle-school mathematics and their grades in Algebra 1, and developed an internal 

mathematics remediation programðthe design of which is approved and supported by 

its administration as well as the MIP teacher and students. In this regard, this study has 
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laid the groundwork for future studies at RHS and beyond. Future evaluations will help 

to establish the effectiveness of the curriculum and provide information to continue to 

develop the MIP program. Furthermore, the next step would be redesigning the MIP 

program to include a progress monitoring computer program and expanding its external 

resourcesðaspects of which are included in the Recommendations section which 

follows later in this chapter. It is also important to note that most studies and research 

on remediation have been concentrated on the post-secondary level; however, it is 

absolutely necessary to study this problem at all K-12 levels as wellðespecially grades 

4 through 9. In addition, designing remedial courses suitable for these grade levels and 

age groups are at outmost important. 

Recommendations 

The following is a list of recommendations that is based on the results of this 

study:  

As Thayer (2008) asserts, the Adventist educational system should develop a 

ñsystem-wide assessment plan that periodically determines the extent to which its goals 

have been metò (p. 16). Such system should ñinclude assessment of a broad range of 

outcomes in all domains: cognitive, affective, and behavior, and outcomes that are both 

spiritual and non-spiritual (p. 16). Furthermore, regular research studies should be 

conducted at the Conference (or possibly at the corresponding Union) to determine 

achievement in core subjects, such as mathematics and English. Quality mathematics 

education is essentialðlack of which has been detrimental to our educational system. 

As the body of research indicates, mathematics remediation is a serious problem and a 
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national concern. As such, the Adventist education has not been immune from this 

problem. The mathematics problem, subject to this study at RHS, is a testimony to this 

fact. In this regard, Thompson (1985) asserts: ñThe challenges facing young people in 

our schools mandate quality mathematics instruction that emphasizes mastery of basic 

arithmetic and general mathematics skills, development of a "number sense," and 

command of problem-solving and logical-thinking skillsò (p. 4). Thompsonôs assertion 

still resonates after thirty years. It is strongly recommended that the Conference 

establish a policy to regularly evaluate mathematics achievement at 4th, 8th and 9th 

grade levels throughout its school jurisdiction. The findings of these studies will be 

helpful in terms of making instructional decisions, and establishing new policies and/or 

improving the existing ones. Furthermore, initiating such studies, the Office of Education 

at the Conference will promote collaborationðby expanding interactions and dialogue 

as well as sharing experience and resourcesðamong the faculty and school 

administrations within its junior and senior academies. 

It is recommended that the Conference provide the necessary funds and 

resources, and incorporate expertise and experience from all junior and senior 

academies in its jurisdiction to expand the MIP program. Furthermore, the Conference 

may initiate establishing similar mathematics remedial courses for other grade levels. 

External resources, such as Florida Virtual, are available to provide remedial courses; 

however, like RHS, other junior and senior academies may also prefer using internal 

resources and establishing programs such as the MIP program. 

Currently, the Conference utilizes the ACT (including Aspire), Iowa tests (ITBS 

and ITED), and SAT standardized achievement tests, from which schools select their 
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desired tests. As such, there is no uniform standardized testing policy at the Conference 

level. Given the routine student transition within the Adventist schools and student 

admissions from public and other private schools, this creates complications during the 

admission process, academic advising, and conducting research among others. It is 

strongly recommended that the Conference adopt a uniform standardized testing policy 

to measure academic achievement. Furthermore, given its reliance on ACT-Aspire test, 

it is recommended that RHS require all incoming students to take this test upon 

admissions, ensuring uniformity which enhances academic advising, and facilitates MIP 

placement, and conducting research among others. 

It is recommended that RHS assign an experienced instructor to teach the MIP 

program. This will maximize the effectiveness of the MIP program and thus student 

learning. 

Although the designer of the MIP program is considered an expert in both 

instructional design and mathematics content, it is recommended that the module 

contents in the MIP program be reviewed by external experts in the field for validation 

and improvementðprocess of which would have been beneficial to this study as well.  

Placing the MIP students concurrently in Algebra 1 may cause confusion for 

students and parents and/or result in unexpected problems. In addition, such placement 

introduces an external factor influencing the result of the MIP program, and thus 

negatively impacting the evaluation of its effectiveness. Although, RHS has limited 

resources, it is strongly recommended that the Conference assist RHS in order to 
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accommodate offering the MIP program during summerðeither face-to-face or a 

blended mode. 

During the course of design evaluation of the MIP program, a possible inverse 

relationship between student satisfaction and mathematics anxiety became apparentða 

possible result of which may have impacted the design evaluation (especially the 

usability aspect) of this study. The future study may also include, but not limited to, 

determining studentsô mathematics anxiety and satisfaction.   

Currently, the Mathematics Department at RHS offers teacher-designed tests as 

final exams for all courses that it offers. Instead, offering a valid and reliable 

independent criterion-based test (as final exam), at least in Algebra 1, is strongly 

recommended. This will maximize the integrity and accuracy of research and evaluation 

with respect to the impact of the MIP program and Algebra 1, mathematics achievement 

in general, and correlational studies similar to the one conducted in this study. In 

addition, it will minimize the possibility of grade inflation which facilitates conducting a 

meaningful evaluation of the MIP program. Furthermore, it will facilitate a reliable 

research to compare students who did and did not take the MIP program, and compare 

their performance on the final exam in Algebra 1.  

Using a progress monitory application program in mathematics is strongly 

recommended. There are excellent computer programs in the market, such as 

Accelerated Math, which help both students and teachers to monitor progress, provide 

numerous examples and problems, and facilitate instructional differentiation and 

assessment among others. Using such a program in the Mathematics Department will 

maximize efficiency and learning.  
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APPENDIX A: DATA ANALYSIS 
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The research and evaluation related to this study are explained here. A 

correlational study is conducted to examine the relationship between studentsô ACT 

Explore scores and their Algebra 1 grades. The evaluation of the MIP program is 

conducted in two stages: 1) evaluation of the program design, and 2) evaluation of the 

program effectiveness. 

Correlational Study 

Purpose 

A correlational study is conducted to determine the relationship between 

studentsô ACT Explore mathematics scores and their Algebra I grades. More 

specifically, it is used to determine the correlation between studentôs background 

knowledge of the middle school mathematics and predict a possible failure or 

successful completion of Algebra I (i.e., scoring 83 percent or higher) using their 

Explore scores. (The test score of the mathematics portion of the ACT Explore test 

reflects studentsô knowledge of middle school mathematics.) This study will also be 

helpful in determining the minimum score below which students will be placed in the 

MIP program.  

Methodology 

Population and Instrumentation 

The population in this study is all freshmen students for each designated 

schoolyear. The instruments used in this portion of the study are the ACT Explore 

standardized tests (mathematics scores) as well as RHS Algebra 1 semester grades for 
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the 2011-2012, 2012-2013, and 2013-2014 schoolyears. These data correspond to 

studentsô grades/scores prior to the implementation of the MIP program in Fall 2014. 

Procedures 

In this study, all incoming freshman studentsô prior ACT Explore scores and their 

corresponding Algebra 1 semester grades for the 2011-2012, 2012-2013, and 2013-

2014 schoolyears were necessary. Upon following the necessary procedures required 

by the Registrar and Records Office at RHS, these datasets were extracted from the 

school archived database. The collected student data included student name, gender, 

grade level, Algebra 1 grade, and related Explore test scores. Generic names, such as 

Student 1, Student 2, etc., are used to protect student identity. The related student 

identifier will remain confidential and secure both electronically and physically. These 

datasets were then cleaned to ensure each student who entered RHS had an Explore 

score and that completed, at least, the first semester at RHS, and thus having a score in 

Algebra 1. Duplicate entries were removed. There were students who were admitted to 

RHS without prior Explore scores, and thus their records were removed from the data. 

In addition, there were students who had completed Algebra I in the middle schoolðand 

their records did not include the necessary informationð, and thus their records were 

removed from the datasets as well. Furthermore, these datasets were labeled as 

Dataset I (for the 2011-2012 schoolyear), Dataset II (for the 2012-2013 schoolyear), and 

Dataset III (for the 2013-2014 schoolyear). The final datasets included paired-data for 

each studentðcomprising the following populations for further analyses: Ni=34 for 

Dataset I, Nii=35 for Dataset II, and Niii=43 for Dataset III.  
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Results and Discussion 

To analyze the correlation between the studentsô Explore scores and their 

Algebra 1 (semester) scores, the IBM SPSS Statistics software program (version 22) 

was used. Furthermore, to demonstrate the correlation between these two variables, all 

three datasets were analyzed. 

The null hypothesis indicates that there is no relationship between the two 

variable, and the alternative hypothesis indicates that there isðthat is, schoolyear I (H0: 

ri = 0 and H1: ri Í 0), schoolyear II (H0: rii = 0 and H1: rii Í 0), and schoolyear III (H0: riii = 

0 and H1: riii Í 0). Given that both variables are interval/ration in scale, the Pearson 

correlation seems suitable if each dataset meets the necessary assumptions. The 

óindependenceô assumption is met for all three datasets given that each is composed of 

the population data rather than a sample. To test for ónormalityô for each dataset, the 

related descriptive statistics are analyzed. The following indicate the results of these 

analyses:  

¶ Dataset (I): Explore Scoresð this distribution is slightly positively skewed (.389, 

SE=.403) with a relatively small negative kurtosis (ī.144, SE=.788)ð z-values of 

which are within the accepted range of absolute value of twoðindicating 

normality; and Algebra 1 scores: this distribution is slightly negatively skewed 

(ī.766) with a relatively small positive kurtosis (.533)ðz-values of which are 

within the accepted range of absolute value of twoðindicating normality. 
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¶ Dataset (II): Explore Scoresð this distribution is positively skewed (1.052, 

SE=.398) and positively kurtotic 2.466, SE=.788)ð z-values of which are outside 

the accepted range of absolute value of twoðindicating that this distribution is 

not relatively normal; and Algebra 1 scores: this distribution is negatively skewed 

(ī.926) with a relatively small positive kurtosis (.692)ðthe z-value of which is not 

within the accepted range of absolute value of twoðindicating that this 

distribution is not relatively normal. 

¶ Dataset (III): Explore Scoresðthis distribution is negatively skewed (ī1.764, 

SE=.361) and positively kurtotic (5.382, SE=.709)ð z-values of which are 

outside the accepted range of absolute value of twoðindicating that this 

distribution is not relatively normal; and Algebra 1 scores: this distribution is 

negatively skewed (ī.603) and negatively kurtotic (ī.150)ðthe z-value of which 

is not within the accepted range of absolute value of twoðindicating that this 

distribution is not relatively normal. 

These results are also verified using the Shapiro-Wilk test of normality (see Table 

8) as well as Q-Q plots and Boxplots for each dataset (see Figures 9, 10, and 11).  
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    Table 8 ð Test of Normality for Datasets I, II, and III 

 

 

 

 

 

 

 

 

 

 

As the results in Table 8 indicate, only variables in Dataset I indicate significance 

by having significant values greater than the selected alpha of .05 (p > .05). 

Furthermore, these results may be verified by visually analyzing their relative linearity 

(using the Q-Q plots) and relative symmetry (using the Boxplots) for both variables 

which are mainly present for Dataset I (see Figures 9, 10, and 11).   

  

Tests of Normality (Dataset I) 

 

Kolmogorov-Smirnova Shapiro-Wilk 

Statistic df Sig. Statistic df Sig. 

Explore Score .134 34 .129 .958 34 .214 

Algebra 1 Score .099 34 .200* .946 34 .095 

*. This is a lower bound of the true significance. 

a. Lilliefors Significance Correction 

Tests of Normality (Dataset II) 

 

Kolmogorov-Smirnova Shapiro-Wilk 

Statistic df Sig. Statistic df Sig. 

Explore Score .230 35 .000 .893 35 .003 

Algebra 1 Score .129 35 .148 .935 35 .039 

a. Lilliefors Significance Correction 

Tests of Normality (Dataset III) 

 

Kolmogorov-Smirnova Shapiro-Wilk 

Statistic df Sig. Statistic df Sig. 

Explore Score .207 43 .000 .839 43 .000 

Algebra 1 Score .104 43 .200* .955 43 .088 

*. This is a lower bound of the true significance. 

a. Lilliefors Significance Correction 
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    Figure 9 ð Q-Q plots and Boxplots for Distributions in Dataset I 

 

 

 

 

 

 

 

    Figure 10 ð Q-Q plots and Boxplots for Distributions in Dataset II 
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    Figure 11 ð Q-Q plots and Boxplots for Distributions in Dataset III 

Correspondingly, a parametric correlation test (Pearson product-moment) for 

Dataset I and a non-parametric correlation test (Spearman) for Datasets II and III are 

selected and applied. The results (see Table 9) indicate that the correlation between 

studentsô Explore scores and their Algebra 1 scores are positive, moderately strong, 

and statistically significant in all three datasets, and thus the null hypotheses are 

rejected (ri=.57, p < .01 for Dataset I; rii=.48, p < .01 for Dataset II; and riii=.51, p < .01 

for Dataset III).  
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   Table 9 ð Correlation Tests for Datasets I, II, and III 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

To facilitate visual analyses, graphical representations (scatter plot with a linear 

trend/fit line) of these relationships are presented in Figure 12.  

Correlations (Dataset I) 

 Explore Score Algebra 1 Score 

Explore Score Pearson Correlation 1 .568** 

Sig. (2-tailed)  .000 

N 34 34 

Algebra 1 Score Pearson Correlation .568** 1 

Sig. (2-tailed) .000  

N 34 34 

**. Correlation is significant at the 0.01 level (2-tailed). 

 

Correlations (Dataset II) 

 Explore Score Algebra 1 Score 

Spearman's rho Explore Score Correlation Coefficient 1.000 .475** 

Sig. (2-tailed) . .004 

N 35 35 

Algebra 1 

Score 

Correlation Coefficient .475** 1.000 

Sig. (2-tailed) .004 . 

N 35 35 

**. Correlation is significant at the 0.01 level (2-tailed). 

 

Correlations (Dataset III) 

 Explore Score Algebra 1 Score 

Spearman's rho 
Explore Score Correlation Coefficient 1.000 .506** 

Sig. (2-tailed) . .001 

N 43 43 

Algebra 1 

Score 

Correlation Coefficient .506** 1.000 

Sig. (2-tailed) .001 . 

N 43 43 

**. Correlation is significant at the 0.01 level (2-tailed). 
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     Figure 12 ð Graphical Presentations of the Correlation for Datasets I, II, and III 

Evaluation Plan 

The evaluation of the MIP program will be conducted in two stages: 1) Evaluating 

the program design, and 2) Evaluating the program effectiveness. After obtaining the 

IRB permission at the University of Central Florida (UCF), the design of the MIP 

program was evaluated during the Fall 2014 semester. In addition, MIP studentsô test 

scores in each program module and their ACT Aspire test scores, at the completion of 

the program, were also collected and examined. Furthermore, this study recommends 

an evaluation plan to determine the effectiveness of the MIP program.   

Design Evaluation 

Purpose 

The purpose of the design evaluation is to determine how well the program is 

designed with respect to its usability, functionality, and aesthetic appeal. This evaluation 

is based on a mixed mode design consisting of an interview of a limited number of 

participants (qualitative) and a survey of a larger sample (quantitative). 

 

    

   Dataset I         Dataset II           Dataset III 
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Design Evaluation Criteria 

The design of the MIP program is determined to be successful when student 

satisfaction measures, at least, at 70 percent with respect to module designôs aesthetic 

appeal, usability, and overall helpfulness. Furthermore, the MIP teacher and the 

Program Manager are fully satisfied with the MIP design and its content. 

Design Evaluation Questions  

1. Do students perceive the program modules appealing? 

2. Do students find the program modulesô content helpful?  

3. Do students relate test questions to their corresponding module contents? 

4. Does the program include the necessary components required by the Program 

Manager?  

5. Does the teacher find the program module content and lesson plans helpful, and 

assessment tools valid?  

Methodology 

Evaluation Approach 

In this evaluation, aspects of the case study methodology are used. 

Participants 

The participants consist of 26 students, faculty and administrators (24 students, 

one teacher, and one administrator) whom are selected based on purposive sampling 

method.  

Instrumentation 

1. Student Satisfaction Survey: The purpose of the Student Satisfaction Survey 

instrument is to determine how satisfied students are with the overall design of 
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the program modules as well as related activities and quizzes. Table 10 reflects 

the contents of this instrument which is used for collecting data related to 

evaluation question numbers one, two, and three. 

Table 10 ð Student Satisfaction Survey for Design Evaluation 

Student Satisfaction Survey 
Design Evaluation 

The purpose of this anonymous survey is to give you a chance to express your 

experience and satisfaction about the way modules are designed. Please, 

¶ Read each statement carefully. 

¶ Decide how satisfied you feel about the aspect of the design described by 

the statement.  

¶ Try your best to answer every item. 

Very Sat. means I am very satisfied with aspect of the design. 

Sat. means I am satisfied with aspect of the design. 

N means I canôt decide whether I am satisfied or not with aspect of the 

design. 

Dissat. means I am dissatisfied with aspect of the design. 

Very Dissat. means I am very dissatisfied with aspect of the design. 

This is how I feel abouté     
     Very                                    

Very 
     Dissat.   Dissat.   N      Sat.  
Sat. 

1. The way visual attributes (clipart, color,  

font face/size, and so on) are selected 

 

2. The way visual attributes are consistent  

3. Being able to easily access sections in the module  

4. The way topics are explained in the module 
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5. The variety of examples in the module 

6. The online video clips for each topic 

7. The number of activities in the module  

8. Being able to understand and complete activities  

9. The way module contents are engaging 

10. The way quizzes are related to topics in each module 

11. The way module examples relate to quiz questions  

Very                                     

Very Dissat.   Dissat.   N     

Sat.   Sat. 

Please select one:     Male    Female 

 

2. Interview Protocol InstrumentðMIP Program Manager: The purpose of this 

instrument is to determine whether the design includes all the necessary 

components required by the Program Manager. Table 11 reflects the contents of 

this instrument which is used for collecting data related to evaluation question 

number four. 

Table 11 ð Interview Protocol Instrument for Design Evaluation ð Program Manager 

Interview Protocol Instrument 

for Design Evaluation 

MIP Program Manager 

Data Questions Prompts 

¶ Conception about the 
design content and 
characteristics 
 

 
 
 

1. What are the essential 
characteristics of a good 
curriculum design to you, 
and are they present in 
the design of the MIP 
program?  

¶ Overall program 
characteristics of the 
design 
 

¶ Overall content of the 
design 
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¶ Conception about the 
design functionality 

 

2. What are your 
requirements for the 
functionality of a 
curriculum design? 
 

3. How would you evaluate 
the functionality of the 
design of a program? 
  

4. Does the current MIP 
design meet your 
functionality 
requirement? Please 
explain.   
 

¶ Requirements for 

functionality of a design 

 

¶ Overall functionality of 

the MIP design 

¶ Conception about the 
design usability  

 
 

 

5. Who are the direct users 
of the MIP program? 
 

6. How would you measure 
the usability of a design? 

 

7. Does the current design 
satisfy such measures? 
Please explain. 

  

¶ Who will be directly 

impacted by the design 

of the program? 

 

¶ Measuring usability of a 

design 

3. Interview Protocol InstrumentðMIP Teacher: The purpose of this instrument is to 

determine whether the program module content and lesson plans are helpful, 

and assessment tools valid. Table 12 reflects the contents of this instrument 

which is used for collecting data related to evaluation question number five. 

Table 12 ð Interview Protocol Instrument for Design EvaluationðMIP Teacher 

Interview Protocol Instrument 

for Design Evaluation 

MIP Teacher 

Data Questions Prompts 

¶ Conception about the 
design content and 
characteristics 
 

 

1. What are the essential 
characteristics of a good 
module to you? 
 

¶ Overall module 
characteristics of the 
design 
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2. Are such characteristics 
present in the design of 
the modules?  

¶ Overall content of the 
design 

¶ Conception about the 
design usability  

 

3. How would you measure 
the usability of a design?  
  

4. Do current modules 
satisfy such measures? 
Please explain. 
 

¶ Measuring usability of a 

design  

 

¶ Overall usability of the 

modules 

¶ Conception about the 
validity of assessment  
tools 
 

¶ Conception about 
assessment rubrics 

 
 

5. How do you see the 
relation between the 
test/quiz items and 
corresponding modules? 
Please explain. 
 

6. How useful did you find 
the assessment rubrics? 

 

¶ Test/Quiz relations to the 

module contents 

 

¶ Assessment rubric 

usefulness 

 

The overall information with regard to data sources, selected method(s) for 

collecting data, instrumentation, and procedures for each evaluation questions are 

explained in Table 13. 
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Table 13 ð Design Evaluation Questions, Data Sources, Methods, and Procedures  

Evaluation 

Question 

Information 

Required 

Design Information 

Source 

Method for 

Collecting Info 

Instrumentation/ 

Sampling 

Info Collecting  

Procedures 

Q1 

Do students 

perceive the 

program 

modules 

appealing? 

Q2 

Do students 

find the 

program 

modulesô 

content 

helpful? 

Q3 

Do students 

relate test 

questions to 

their 

corresponding 

module 

contents? 

studentsô thoughts 

and feelings about 

the  design of the 

modules and 

related activities 

case study 

elements 

students survey Student 

Satisfaction Survey 

for Design 

Evaluation 

instrument 

conduct survey 

sessions 

       

Q4 

Does the 

program 

include the 

necessary 

components 

required by the 

MIP Program 

Managerôs  

thoughts and 

experience with the 

design of the 

program 

case study 

elements 

MIP Program 

Manager 

interview Interview Protocol 

Instrument for 

Program manager 

arrange and 

conduct an 

interview session 
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Program 

Manager? 

       

Q5 

Does the 

teacher find 

the program 

module content 

and lesson 

plans helpful, 

and 

assessment 

tools valid? 

MIP Teacherôs 

thoughts and 

experience with the 

design of modules 

and related 

assessment tools 

Case study 

elements 

MIP Teacher interview Interview Protocol 

Instrument for MIP 

Teacher 

arrange and 

conduct an 

interview session 
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Procedures 

Interview: To recruit the participants, the names of the relevant faculty and staff 

were obtained from the school vice principal who is also the Program Manager. These 

individuals were then contacted, inviting them to participate in the study. The 

participants were advised of the nature of the study and the goals of the research, 

reviewed the informed consent process, and asked whether he or she would like to 

participate. Upon acceptance, an appointment was set up to meet the individual at a 

mutually agreed date and time. The face-to-face interview sessions were held in a safe 

and comfortable location to both the interviewee and researcher, which allowed for a 

confidential and private environment. Upon the agreement of the interviewee, the 

session was recorded using an audiotape. The identities of the interviewees will remain 

confidential, and when necessary, only pseudonyms will be used. All data will remain 

confidential and secured both electronically and physically.  

Survey: Two anonymous surveys were conducted from the MIP students during 

the semester in which the program is offered. The first one was conducted during the 

first quarter and the second during the last week of the second quarter. Both surveys 

were conducted by the MIP teacher on designated school days and during normal class 

sessions. All MIP students were encouraged to participate in the survey. Designated 

survey dates were determined in consultation with the MIP teacher. Few days before 

the start of the survey, the MIP teacher was provided with the survey instrument, and a 

reminder letter was sent one day before the designated survey date. The survey period 

was active during two class sessions to ensure all students would have a chance to 
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participate. All data will remain confidential and secured both electronically and 

physically. 

To examine studentsô initial impressions of the design, maximize the efficiency of 

the module by incorporating the necessary modificationsðbased on the study of this 

surveyðan anonymous survey was conducted on November 14, 2014. Using the 

Student Satisfaction Survey for Design Evaluation instrument (Table 10), this survey 

was conducted during the class session, and monitored and collected by MIP teacher 

who placed them in a sealed envelope and delivered it to me. The survey results were 

evaluated, and subsequently few modifications were introduced in the remaining 

modules (e.g., improving the navigation system throughout the module, labeling the 

online video clips for better referencing, and introducing more varieties of videos among 

others). A second anonymous survey was conducted on December, 3, 2014ðthe result 

of which was the basis for evaluating the design. Seventeen students participated in this 

survey. Using the Student Satisfaction Survey for Design Evaluation instrument (Table 

10), this survey was also conducted during the class session, monitored and collected 

by MIP teacher, and later submitted to me in a sealed envelope. 

Results and Discussions 

In an interview session, the MIP Program Manager, Paul Smith, who is also the 

Academic Dean at RHS, confirms his full satisfaction with respect to the overall 

requirements and function of the MIP program (evaluation question number four). 

Regarding the characteristics of a good design, P. Smith identifies: ñthe functionality of 

the design itself, relating to the standards...and the usability of the [design] that are 

workable for both the student and the teacherò (personal communication, December 8, 
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2014). With regard to content and standards in the MIP program, P. Smith indicates that 

ñAs a new program, we have been very concerned with the standards and its contents. I 

think we have covered those very well, so I am very happyò (personal communication, 

December 8, 2014). Furthermore, ñThe [MIP] program is very clearly defined, and I am 

very pleased that we have communicated it to the parentséò (personal communication, 

December 8, 2014). With regard to the functionality and usability of the MIP program, P. 

Smith responds, ñHow we have actually set up the course itself. Does it actually meet 

the needs of the studentsé. Is it adjustableéand flexible? And we have done 

thatéthese characteristics are present in this programò (personal communication, 

December 8, 2014). Furthermore, he concludes that ñI am very happy with the program. 

We have been looking for ways that we can help our students. I am really excited about 

the possibility of continuing on, and may be even expandingò (P. Smith, personal 

communication, December 8, 2014). In an interview session with the MIP teacher, 

Jeremy Adams confirms his overall satisfaction with respect to the program module 

content and lesson plans as well as the validity of the assessment tools (evaluation 

question number five). With regard to the characteristics of a good module, J. Adams 

identifies: ñgiving kids multiple things to look at...not just one way. Showing them videos, 

using exampleséusing technologyéusing things that make it pop a little moreégiving 

kids multiple examples on how to do things. These are important because you want to 

make them interested and have them involved and interact with itò (personal 

communication, February 3, 2015). J. Adams confirms the presence of these 

characteristics in the modules by expressing that ñThey have great pictures, sticky 

noteséwhich make them nice to look at. They give the kids examples, plenty of videos 
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for them to watch. I think these modules do a great job of giving these kids what they 

need to be successful.ò Furthermore, ñWhen kids look for something or questions they 

may have, I mean, they are all there. There is plenty of stuff for them to use ð 

especially, if they have a question, the module does a great job of making sure that kids 

have plenty of resources that they can useò  (J. Adams, personal communication, 

February 3, 2015). With regard to the assessment items and their relationship with 

module content, J. Adams replies, ñI think they correspond really well. The questions 

are very clear...nothing tricky about them. I think the questions on the test matched up 

the contents of the module really wellò (personal communication, February 3, 2015). 

The results of these interview sessions clearly indicate that both the MIP teacher and 

the Program Manager are satisfied with the overall design of the MIP program. 

The survey items are designed using a Likert scale with the following values 

(designated for each response to survey items): 1= Very Dissatisfied, 2= Dissatisfied, 

3= Neutral, 4= Satisfied, and 5= Very Satisfied. The Microsoft Excel application program 

(version 2013) was used for the statistical analyses related to the design evaluation. 

The results for individual survey items (averages) are presented in Figure 13. 
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    Figure 13 ð Individual Survey Item Averages 

 Furthermore, the following strategies (grouping select survey items) were used in 

order to answer evaluation questions number one through three:  a) grouping survey 

item numbers one through three to answer evaluation question number one: Do 

students perceive the program modules appealing?; b) grouping survey item numbers 

four through nine to answer evaluation question number two: Do students find the 

program modulesô content helpful?; and c) grouping survey item numbers ten and 

eleven to answer evaluation question number three: Do students relate test questions to 

their corresponding module contents? The results are presented in Figure 14  

 

 

 

 

      Figure 14 ðSurvey Results for Evaluation Questions 1-3 
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Considering the design evaluation criteria, the survey analyses indicate that 

students, on average, perceive the design as appealing (evaluation question number 

one). However, students, on average, do not find the moduleôs content as helpful or test 

questions relating to module contents (evaluation questions number two and three 

respectively).  

As an expanded approach to evaluating the design of the MIP program, in order 

to examine studentsô perceptions on designôs usability and aesthetic aspects (the 

design frameworkðexplained in Chapter II), the following strategies (grouping select 

survey items) were used: a) grouping survey item numbers one through three to 

determine studentsô perceptions with respect to the aesthetic aspect of the design; and 

b) grouping survey item numbers four through eleven to determine studentsô 

perceptions with respect to the usability aspect of the design. The results are presented 

in Figure 15.  

 

 

 

 

 

    Figure 15 ð Survey Results for the Design Framework 

Considering the design evaluation criteria, the survey analyses indicate that 
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average, they are not satisfied with the usability of the design of the module. Most 14/15 

years old adolescenceða typical age for high school freshmenðusually perceive and 

react highly emotionally, even with respect to matters that are primarily cognitive in 

nature. In a remediation course, especially in mathematics, such reactions are usually 

more amplified. Given this observation as well as the limitations inherent in a self-

reporting methodologyðsuch as a surveyð, this may have impacted student responses 

to the survey items and thus adversely affecting the results. 

Program Evaluation 

Purpose 

The purpose of the program evaluations is to determine the effectiveness of the 

MIP program. The following is the list of program information necessary for the purpose 

of the program evaluation: 

Goal: Improve the incoming freshman studentsô mathematics abilities   

Objective: 80 percent of the students score 25 or higher on the Aspire test (post-test) 

Duration: Approximately 19 Weeks ð 3 hours and 40 minutes weekly 

Schedule: Monday and Wednesday (7:50-9:50 am) and Friday (7:50-8:40 am)  

Maximum Capacity: 30 students 

Cost: None (to students) 

Content: Mathematics grades 6-8 and Pre-Algebra 

Standards: MIP standardsðdeveloped in comparison with the NAD, ACT   

Explore/Aspire and Sunshine State Standards. 
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Measurement    

¶ Summative Assessment: The ACT-Aspire test for both pre- and post-tests 

¶ Formative Assessment: Quizzes and Tests in each module 

Criteria for Student Selection:  

1. Full or partial acceptance to RHS 

2. Students whose scores are 18 or less on the ACT Explore test, 240 or less on 

FCAT 2.0, and/or their normalized standard score in ITBS is 3 or less.   

Stakeholders  

¶ Students, parents, Algebra 1 teacher, Mathematics Department, and school 

administration 

¶ Primary stakeholder: Vice Principal for Academics at RHS who is also the 

designated Program Manager 

Evaluation Criteria 

The program is determined to be successful when at least 80 percent of the 

participants score 25 or higher on the ACT-Aspire (post-test). 

Program Evaluation Questions 

1. How well is the program designed and implemented? 

2. Do students attend the program regularly? 

3. Do students actively participate in the program activities? 

4. Do students find the modules and related activities helpful? 

5. Does the teacher find the program contents helpful and assessment tools valid? 

6. Do 80 percent of participants score 25 or higher on the ACT-Aspire test (post-

test)? 
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Methodology 

Evaluation Approach 

The methodological approach for this study is conceptualized as non-

experimental pre- and post-test with no comparison group. As explained in Table 14, 

this evaluation uses components of multiple approaches: Expertise-oriented, program-

oriented (logic model), and case study.  

Table 14 ð Program Evaluation Approach 

Approach Components Used Purpose 

Expertise-Oriented ¶ Expert judgment ¶ Judging the program content, 

lesson plans, and 

assessment tools 

Program Oriented ¶ Logic Modeling ¶ Identifying program inputs, 

activities, outputs, and 

outcomes 

Case Study ¶ In-depth information 

over time 

¶ Providing in-depth description 

and understanding of the 

program 

            Source: Stufflebeam (2001) 

Participants 

The participants consist of 27 students, faculty and administrators (24 students, 

one teacher, and two administrators) whom are selected based on purposive sampling 

method. 

Instrumentation 

1. Interview Protocol Instrument for Program EvaluationðMIP Program Manager: 

The purpose of this instrument is to determine how well the program is designed 

and implemented. This instrument is used for the purpose collecting data related 

to evaluation question number one, and its content is explained in Table 15.   
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Table 15 ð Interview Protocol Instrument for Program EvaluationðProgram Manager 

Interview Protocol Instrument  

for Program Evaluation 

Program Manager 

Data Questions Prompts 

¶ Conceptions about  the 
program characteristics 

¶ Conception about the 
placement process 

¶ Conceptions about steps 
of the program 
implementation 

1. What are the essential 
MIP program 
characteristics? 
 

2. How are students 
selected for the MIP 
program?  
 

3. What steps are 
necessary to implement 
the program? 

¶ Overall program 
characteristics 

¶ Criteria and placement 
process 

¶ Steps of implementing 
the program 

¶ Conception about 
implementing these 
steps and their 
completion 
 

4. How was the 
implementation plan 
scheduled and 
responsibilities 
assigned? 
 

5. How was the 
implementation plan 
supervised? 

¶ Implementation plan 
schedule 

¶ People responsible for 
implementing steps and 
monitoring 

 

¶ Conception about testing 
the functionality at each 
step and when the 
program was fully 
implemented 
 

6. Was the implementation 
of each step testes? If 
so, how? 
 

7. Was the program pilot-
tested after its 
completion? If so, how? 

¶ Methods of testing the 
implementation of each 
step 

¶ Methods of testing the 
full functionality of the 
program 

2. Interview Protocol InstrumentðIT Manager: The purpose of this instrument is to 

determine how well the program is implemented. This instrument is used for the 

purpose collecting data related to evaluation question number one, and its 

content is explained in Table 16.   
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Table 16 ð Interview Protocol Instrument for the IT Manager 

Interview Protocol Instrument 

IT Manager 

Data Questions Prompts 

¶ Conception about the 
MIP technical 
requirement, both 
hardware and 
software 
 

 
 
 

1. What are the hardware 
and software 
requirements for the 
MIP program? 
 

2. Are these 
requirements met 
during the 
implementation of the 
MIP program?  

¶ Overall hardware and 
software requirements 
 

¶ Overall implementation 
of the technical 
requirements 

¶ Conception about 

online access policies 

and limitations 

 

¶ Conception about on 

the related impacts on 

the MIP students and 

teachers 

3. What are the school 
policies with regard to 
online access for the 
students? 
 

4. How do these policies 
may impact MIP 
students and teacher 
 

¶ School online access 

policies 

 

¶ The impact of related 

policies on MIP 

students and teacher 

 

3. Student Participation Observation: The purpose of this instrument is to determine 

the degree to which students participate in the program activities. This instrument 

is used for the purpose of collecting data related to evaluation question number 

three, content of which is explained in Table 17.  

Table 17 ð Student Participation Observation Protocol 

Student Participation Observation Protocol 

Data Notes 
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¶ Conceptions about 

students engaging in 

module activities  

 

¶ Conceptions about 

students staying on task 

 

¶ Conceptions about 

students completing 

module quizzes 

 

 

4. Student Satisfaction Survey for Program Evaluation: The purpose of this 

instrument is to determine how satisfied students are with the program modules 

and related activities, tests, quizzes, and tasks. Table 18 reflects the contents of 

this instrument which is used for collecting data related to evaluation question 

number four. 

Table 18 ð Student Satisfaction Survey for Program Evaluation 

Student Satisfaction Survey 
Program Evaluation 

The purpose of this anonymous survey is to give you a chance to express your 

experience and satisfaction about modules and related activities. Please, 

¶ Read each statement carefully. 

¶ Decide how satisfied you feel about the aspect of the design described by 

the statement.  

¶ Try your best to answer every item. 

Very Sat. means I am very satisfied with aspect of the design. 

Sat. means I am satisfied with aspect of the design. 

N means I canôt decide whether I am satisfied or not with aspect of the 

design. 
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Dissat. means I am dissatisfied with aspect of the design. 

Very Dissat. means I am very dissatisfied with aspect of the design. 

This is how I feel abouté     
     Very                                    

Very 
     Dissat.   Dissat.   N      Sat.  
Sat. 

1. The way visual attributes (clipart, color,  

font face/size, and so on) are selected 

 

2. The way visual attributes are consistent  

3. Being able to easily access sections in the module  

4. The way topics are explained in the module 

5. The variety of examples in the module 

6. The online video clips for each topic 

7. The number of activities in the module  

8. Being able to understand and complete activities  

9. The way module contents are engaging 

10.  Being able to keep busy all the time 

11.  The way I receive assistance when I have questions 

12.  The way I receive feedback on tests and quizzes 

13. The time it takes to receive test/quiz results 

14. The way quizzes are related to topics in each module 

15. The way module examples relate to quiz questions 

16.  The way modulesô contents helped me 

 to prepared for the Aspire test 
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17.  The way modulesô tests/quizzes helped me 

 to prepared for the Aspire test 

Very                                     

Very Dissat.   Dissat.   N     

Sat.   Sat. 

Please select one:     Male    Female 

 

 

5. Interview Protocol Instrument for Program Evaluation ðMIP Teacher: The 

purpose of this instrument is to determine whether the program contents are 

helpful and assessment tools valid. Table 19 reflects the contents of this 

instrument which is used for collecting data related to evaluation question 

number five. 

Table 19 ð Interview Protocol Instrument for Program EvaluationðMIP Teacher 

Interview Protocol Instrument  

for Program Evaluation 

MIP Teacher 

Data Questions Prompts 

¶ Conception about the 
design content and 
characteristics 
 

 
 
 

7. What are the essential 
characteristics of a good 
module to you? 
 

8. Are such characteristics 
present in the design of 
the modules?  

¶ Overall module 
characteristics of the 
design 
 

¶ Overall content of the 
design 

¶ Conception about the 
design usability  

 

9. How would you measure 
the usability of a design?  
  

10. Do current modules 
satisfy such measures? 
Please explain. 
 

¶ Measuring usability of a 

design  

 

¶ Overall usability of the 

modules 
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¶ Conception about the 
validity of assessment  
tools 
 

¶ Conception about 
assessment rubrics 

 
 

11. How do you see the 
relation between the 
test/quiz items and 
corresponding modules? 
Please explain. 
 

12. How useful did you find 
the assessment rubrics? 

 

¶ Test/Quiz relations to the 

module contents 

 

¶ Assessment rubric 

usefulness 

 

6. The ACT Aspire Test: The ACT standardized test (mathematics scores) is used 

for the selection process as well as pre- and post-tests. The analysis of the data 

related to pre- and post-test scores will answer the evaluation question number 

six.  

The overall information with regard to data sources, selected method(s) for collecting 

data, instrumentation, and procedures for each evaluation questions are explained in 

Table 20. 
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Table 20 ð Program Evaluation Questions, Data Sources, Methods, and Procedures  

Evaluation 

Question 

Information 

Required 

Design Information 

Source 

Method for 

Collecting Info 

Instrumentation/ 

Sampling 

Info Collecting  

Procedures 

Q1 

How well is the 

program 

designed and 

implemented? 

 

 

 

program 

documents and 

implementation 

plans; ease of 

access to 

eBackpack and 

module online links;  

modulesô 

contents and  

activities; program 

function in action 

case study 

elements; logic 

model; expertise-

oriented elements 

program designer, 

program manager, 

school IT director, 

mathematics 

teacher, tutor and 

students 

documentation 

review, interviews, 

and  observation 

Interview Protocol 

instrument for 

Program 

Evaluationð

Program Manager, 

Interview Protocol 

for IT Director, 

Student 

Participation 

Observation 

Protocol  

obtain program 

documentation; 

arrange and 

conduct interview 

sessions; student 

observations are 

done during daily 

class sessions 

       

Q2 

Do students 

attend the 

program 

regularly? 

 

 

 

attendance records case study 

elements 

school Registrar 

and Records 

school records related school 

request form  

obtain, complete, 

and submit the 

Attendance 

Request form from 

the office of school 

Registrar and 

Record. 

       

Q3 

Do students 

actively 

participate in 

the program 

activities? 

 

 

student 

attentiveness 

during daily class 

sessions 

case study 

elements 

students observation (quite 

participation)  

Student 

Participation 

Observation 

Protocol 

 

the evaluator 

collects data by 

conducting 

multiple direct 

quite observation 

sessions 
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Q4 

Do students 

find the 

modules and 

related 

activities and 

quizzes 

helpful? 

 

students thoughts 

and feelings about 

the  modules and 

related activities 

case study 

elements 

students survey Student 

Satisfaction Survey 

for Program 

Evaluation 

conduct survey 

sessions  

       

Q5 

Does the 

teacher find 

the program 

contents 

helpful and 

assessment 

tools valid? 

 

MIP Teacherôs 

thoughts and 

experience with the 

program modules 

and related 

assessment tools 

case study 

elements 

MIP Teacher interview Interview Protocol 

Instrument for 

Program 

Evaluation ðMIP 

Teacher 

arrange and 

conduct an 

interview session 

       

Q6 

Do 80 percent 

of participants 

score 25 or 

higher on the 

ACT Aspire 

(post-test)? 

studentsô scores on 

the ACT Aspire test 

(pre- and post-test) 

descriptive; pre- 

and post-test 

school Registrar 

and Records 

school records related school 

request form 

obtain, complete 

and submit the 

Grade Request 

form from the 

Office of Registrar 

and Record. 

 

In addition, the MIP program logic model is explained in Table 21.
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Table 21 ð MIP Program Logic Model 

Inputs Activities Outputs Outcomes Impact 

Short 
Term 

Medium 
Term 

¶ A large room with the 
necessary furniture 

¶ 32 iPads connected to 
the network 

¶ 32 headsets with 
microphone 

¶ 32 basic calculators 
¶ Network access ID and 

password for 32 people 

¶ One mathematics 
teacher 

¶ One mathematics tutor  

¶ One person to design 
and develop 

¶ Implement the MIP 
program 

¶ One administrator (to 
select teacher and tutor) 

¶ One person to order 
textbooks 

¶ One person to order 
ACT Aspire tests 

¶ The necessary 
stationary materials 

¶ The eBackpack tutorial 
training session for 
students 

¶ The necessary budget 
¶ One IT Director 

¶ Select a classroom with 
suitable furniture 

¶ Obtain iPads, headphones, 
and calculators 

¶ Obtain network IDs and 
password for students and 
tutors, and test them 

¶ Designate persons to order 
textbooks and Aspire tests 

¶ Research and select the 
overall resources in order to 
develop course modules 

¶ Develop modules, 
assessment tools and 
related rubrics 

¶ Check the module contents, 
and related quizzes, tests, 
and rubrics 

¶ Upload modules on the 
eBackpack program 

¶ Check the links in the 
modules 

¶ Assign one mathematics 
teacher 

¶ Select students 

¶ Recruit a tutor 

¶ Create seat assignment for 
students and tutor 

¶ Write a concise information 
on the MIP program for 
parents  

¶ Students will take the ACT 
Aspire test (pre-test). 

¶ Students study each 
section in the module  

¶ Students complete the 
section activities and 
exercises, and work with 
the teacher and tutor if 
necessary. 

¶ Students review the 
section and complete the 
corresponding quiz. 

¶ Students review the 
assigned module and 
complete the 
corresponding end-of-
module test  

¶ Mathematics teacher takes 
attendance (students and 
tutor), conducts a 10-15 
minutes bell-work session, 
monitor student activities, 
and answer questions.  

¶ Tutor works with each 
student who desires 
his/her assistance. 

Passing 
quizzes for 
each module 

Passing end-
of-modules 

tests 

Students 
score 25 or 
higher on 
the ACT-
Aspire test 
(post-test). 
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A copy of the approval letter from the UCF Institutional Review Board (IRB) with 

respect to human research for this study is displayed below.  
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APPENDIX B: SAMPLE CURRICULUM MODULE 
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This section includes a sample curriculum module including its corresponding 

lesson plans. The MIP program is modular, and each module has two aspects: 1) the 

actual module contents that are used mainly by the students (e.g., Module I), and 2) the 

overall lesson plans, standards, prerequisites, goals and objectives, and resources 

among others related to each module that are used primarily by the teacher (e.g., 

Curriculum Module I). This naming convention is developed to help distinguish these 

two aspects of each module, and thus prevent confusion.  This section includes a 

sample curriculum module, including its corresponding lesson plans. Table 22 includes 

the MIP Curriculum Module I which provides the related information for this module at a 

macro level. 

Table 22 ï MIP Curriculum Module for Module I 

Curriculum Area Mathematics 

Module Author Kami Borhon 

 

Curriculum Module Overview 

Module I Numbers, Properties and Operations 

Approximate Time Required 4 ½ weeks 

Suggested Grade Level(s) 9-10 

Module Summary 

¶ Real numbers and operations involving rational numbers 
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¶ Improper fraction and mixed numerals 

¶ Problems involving integer exponents, roots, and radicals  

¶ Estimating and rounding, absolute value, primes and greatest common factor 

¶ Scientific notation and conversion of units of measurement 

¶ Ratio and proportional relationships and their applications 

Targeted Content Standards 

¶ M.I.P.M.1: Know the real number system, and be able to add, subtract, multiply and 

divide rational numbers. 

¶ M.I.P.M.2: Solve multi-step arithmetic problems using rational numbers. 

¶ M.I.P.M.3: Solve problems involving integer exponents, roots, and radicals. 

¶ M.I.P.M.4: Understand estimating and rounding, absolute value, primes and greatest 

common factor. 

¶ M.I.P.M.5: Understand the scientific notation. 

¶ M.I.P.M.6: Solve problems involving converting units of measurement. 

¶ M.I.P.M.7: Understand ratio and use its applications. 

¶ M.I.P.M.8: Analyze proportional relationships and use their applications. 

¶ M.I.P.M.9: Solve problems involving percentage and interest. 

Student Prerequisite Skills 

¶ Students should know basic arithmetic computations. 

¶ Students should be familiar with using an iPad. 

¶ Students should be able to use the eBackpack program. 
¶ Students should be familiar with using a basic calculator. 

Materials and Resources Required for Module/Lessons 

 Tools and Materials Pen-pencil and paper 

Technology, Internet, 

Hardware and Software 

iPad, earphone, calculator, monitor, speakers, 

and access to the Internet 

Other Tools and Supply  None 
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Curriculum-Framing Questions 

 

 

 

 

 

 

 

Essential Questions ¶ Why is it necessary to have different types of 

numbers in mathematics? 

¶ How negative numbers are used in real life 

situations? 

¶ What are the benefits and drawbacks of 

estimating? 

¶ Why is using the scientific notation important? 

¶ When using proportions becomes necessary? 

Why? 

Focus Questions ¶ Does the student know the real number system 

and its properties? 

¶ Is the student able to add, subtract, multiply and 

divide rational numbers?  

¶ Can the student solve multi-step arithmetic 

problems using rational numbers?  

¶ Can the student solve problems involving integer 

exponents, roots, and radicals? 

¶ Does the student understand estimating and 

rounding, absolute vale, primes and greatest 

common factor as well as the scientific notation? 

¶ Can the student solve problems that involve 

converting units of measurement? 

¶ Does the student Understand ratio and use its 

applications? 

¶ Can the student analyze proportional relationships 

and use their applications? 

¶ Can the student solve problems involve percentage 

and interest? 

Learning Goals and Objectives 
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Upon the completion of this module, the student will know/understand: 

¶ The real number system and their characteristics and relationship 

¶ Estimating, scientific notation and rounding, absolute vale, primes and greatest 

common factor 

¶ Proportion and use its applications 

Upon the completion of this module, the student will be able to: 

¶ Solve simple and multi-step arithmetic problems using rational numbers.  

¶ Solve problems involving integer exponents, roots, and radicals. 

¶ Solve problems involving converting units of measurement. 

¶ Analyze proportional relationships and use their applications. 

¶ Solve problems involving percentage and interest. 

Learning Theories Addressed 

¶ Cognitive psychology (information-processing approaches, motivational models, 

Vygotskyôs sociocultural-cognitive theory, and Banduraôs social-cognitive theory) 

¶ Learning styles theory 

¶  and constructivist approaches to teaching and learning 

¶ Cognitive process dimensions included in the Bloomôs Taxonomy for learning, 

teaching, and assessing 

Differentiated Instruction 

 ¶ Providing visual aids, PowerPoint (visual-aural) 

¶ Providing verbal explanations (aural) 

¶ Using written materials (aural-visual) 

¶ Assigning hands-on activities (kinesthetic) 

¶ Providing (online) video clips (visual-aural) 

¶ Providing links to appropriate website(s) related to the topic 

¶ Allowing collaborations, using flexible grouping techniques 

¶ Using modeling techniques (using teacher, student, videos, etc.) 

¶ Chuckingðespecially complex topics (breaking concept into smaller with 

parts/patternsðgrouping)   

¶ Allowing students to work individually 

¶ Providing special activities for struggling and advanced students 
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¶ Providing special assistance and activities for ESOL and ESE students 

¶ Providing student-tutoring (peer-tutoring) 

¶ Providing guided practiceðstep-by-step directions 

¶ Providing individual teacher/tutor assistance  

Providing ongoing feedback 

Accommodations 

ESOL/ELL/LEP  ¶ Pair students with bilingual peers, if available.  

¶ Provide bilingual dictionaries in class.  

¶ Provide verbal and written directions. 

¶ Designate extra time (as needed) for activities, quizzes, 

and tests. 

ESE/SLD/ESE ¶ Provide visual aids (hand-outs with large prints, etc.). 

¶ Designate extra time (as needed) for activities, quizzes, 

and tests.  

¶ Provide specific student needs as resources permit. 

¶ Follow direction recommended and/or directed by the 

school counselor or administration. 

Struggling ¶ Adjust instruction to address studentsô gap in knowledge 

and skills. 

¶ Use small group instruction. 

¶ Provide more peer-tutoring opportunities. 

¶ Design task at different degrees of difficulty. 

¶ Use a variety of presentation approaches. 

¶ Designate extra time (as needed) for activities, quizzes, 

and tests  

Advanced/Gifted ¶ Raise expectations. 

¶ Design more challenging exercises and activities.  

¶ Constitute levels of excellence. 

Assessment  
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¶ Observation (formative, informal) 

¶ Performance task (formative, informal) 

¶ Demonstration (formative, informal) 

¶ Self- and peer-evaluation (formative, informal) 

¶ Quiz (formative, formal) 

¶ Test (summative, formal) 

Technology Assessment 

¶ iPads must be functional and connected to the Internet. 

¶ eBackpack app must be functional. 

¶ Earphones must function properly. 

Source: Authorôs produced content using template generated by Gunter (2010) and in-
text by Gunter and Gunter (2015) 

 

Detailed information for lesson plans 1 and 2 for this module (Module I) are 

provided in Tables 23 and 24 respectively. These tables include specific information for 

learning activities and assignment, assessment, and resources for their corresponding 

lesson plans. 
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Table 23 ï Lesson Plan 1 of Module I 

Subject Mathematics Week/Day 3 ½ Weeks 

Module I Numbers, Properties and Operations Grade 9-10 

Topic Lesson 1:  Computation and Basic Operation Author Kami Borhon 

 

Lesson Summary 

¶ Real numbers and operations involving rational numbers 

¶ Improper fraction and mixed numerals 

¶ Problems involving integer exponents, roots, and radicals  

¶ Estimating and rounding, absolute value, primes and greatest common factor 

¶ Scientific notation and conversion of units of measurement 

Benchmarks 

¶ M.I.P.M.1: Know the real number system, and be able to add, subtract, multiply and 

divide rational numbers. 

¶ M.I.P.M.2: Solve multi-step arithmetic problems using rational numbers. 

¶ M.I.P.M.3: Solve problems involving integer exponents, roots, and radicals. 

¶ M.I.P.M.4: Understand estimating and rounding, absolute value, primes and greatest 

common factor. 

¶ M.I.P.M.5: Understand the scientific notation. 

¶ M.I.P.M.6: Solve problems involving converting units of measurement. 

Materials 

iPad, earphone, monitor, speakers, and access to the Internet 

 

Essential 
Questions 

¶ Why is it necessary to have different types of numbers in 

mathematics? 

¶ How negative numbers are used in real life situations? 

¶ What are the benefits and drawbacks of estimating? 

¶ Why is using the scientific notation important? 

Focus 

Questions 

¶ Does the student know the real number system and its properties? 

¶ Can the student add, subtract, multiply and divide rational numbers?  

¶ Can the student solve multi-step arithmetic problems using rational 

numbers?  
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¶ Can the student solve problems involving integer exponents, roots, 

and radicals? 

¶ Does the student understand estimating and rounding, absolute 

vale, primes and greatest common factor as well as the scientific 

notation? 

¶ Can the student solve problems that involve converting units of 

measurement? 

Learning  
Goals and  
Objectives 

Upon the completion of this module, the student will know/understand: 

¶ The real number system, and be able to add, subtract, multiply 

and divide rational numbers.  

¶ Estimating and rounding, absolute vale, primes and greatest 

common factor as well as the scientific notation. 

Upon the completion of this module, the student will be able to: 

¶ Solve multi-step arithmetic problems using rational numbers.  

¶ Solve problems involving integer exponents, roots, and radicals. 

¶ Solve problems involving converting units of measurement. 

Schedule ¶ Week 1: Complete sections 1.1-1.3 

¶ Week 2: Review; Quiz 1 (sections 1.1-1.3); complete sections 1.4-

1.5 

¶ Week 3 ½: Complete sections 1.6, 1.7; review, Quiz 2 (sections 1.4-

1.7) 

Learning 
Activities & 
Assignments 
and 
Assessments 

Week 1 

I. Bellwork 

¶ Ask students if they have any questions about the previous 

lessons and/or the assigned study at home. 

 

¶ Have students work on 2-3 selected questions and exercises 

from the related to the Focused Questions and Module I 

(Sections 1.1-1.3). Have students work on them individually, 

and then discuss in groups (of two or three) or with the tutor 

and/or the teacher.  
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¶ If necessary, show one or two of the related video clips and 

discuss in class. 

 

II. Activities/Assignments  

¶ (at Home): Assign students to study selected sections of 

Module I (on eBackpack) at home, and use the related 

resources identified in each Section. Encourage students to 

watch the related videos with their parents. 

 

¶ (in Class): 

o Working solo or in groups (of two or three) and using 

Module I, have students working on the selected (following) 

sections from the available resources (textbooks, video 

clips, etc.). Allow students to use the whiteboards if they so 

desire. 

 

o Teacher and/or students would select from the following 

resources from the textbooks, video clips, websites, and 

module contents: 

 

Section 1.1 

¶ Module content: pp. 3-4 

¶ TXTBK I: pp. 11-14 

¶ TXTBK II: pp. 33-36, 39-40 

¶ Video clip: 1 

 

Section 1.2 

¶ Module content: pp. 4-5 

¶ Video clips: 2, 3, and 4 

 

Section 1.3 

¶ Module content: p. 5 

¶ Video clip: 5 

 

o During this time, the teacher would observe students, ask 

questions, and provides assistance as students work their 

assigned activities.   
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o Have the tutor available during the class, so students would 

have an extra help if they prefer and/or as the teacher 

becomes occupied by other students.  

 

o About 10 minutes before the bell, the teacher would be 

providing a recap of what was studied as well sharing 

observations and suggestions (if any). In addition, the 

teacher will be reminding students about the next topic and 

studentsô assignment and activities at home referencing 

related sections in Module I. 

 

III. Assessment 

¶ Observation (formative, informal) 

¶ Performance task (formative, informal) 

¶ Demonstration (formative, informal) 

¶ Self- and peer-evaluation (formative, informal) 

 

Week 2 

I. Bellwork 

¶ Ask students if they have any questions about the previous 

lessons and/or the assigned study at home. 

 

¶ Have students work on 2-3 selected questions and exercises 

from the related to the Focused Questions and Module I 

(Sections 1.1-1.3). Have students work on them individually, 

and then discuss in groups (of two or three) or with the tutor 

and/or the teacher.  

 

¶ If necessary, show one or two of the related video clips and 

discuss in class. 

 

II. Activities/Assignments 

¶ (at Home): Assign students to study selected sections of 

Module I (on eBackpack) at home, and use the related 

resources identified in each Section. Encourage students to 

watch the related videos with their parents. 

 

¶ (in Class): 
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o Working solo or in groups (of two or three) and using 

Module I, have students working on the selected (following) 

sections from the available resources (textbooks, video 

clips, etc.). Allow students to use the whiteboards if they so 

desire. 

 

o Teacher and/or students would select from the following 

resources from the textbooks, video clips, websites, and 

module contents: 

 

Section 1.4 

¶ Module content: pp. 6-10 

¶ TXTBK II: pp. 24, 26-26 

¶ Video clips: 6, 7, 8, 9, 10, 11, 12, and 13 

 

Section 1.5 

¶ Module content: p. 10 

¶ TXTBK II: p. 28 

¶ Video clips: 14, 15, and 16 

 

o During this time, the teacher would observe students, ask 

questions, and provides assistance as students work their 

assigned activities.   

 

o Have the tutor available during the class, so students would 

have an extra help if they prefer and/or as the teacher 

becomes occupied by other students.  

 

o About 10 minutes before the bell, the teacher would be 

providing a recap of what was studied as well sharing 

observations and suggestions (if any). In addition, the 

teacher will be reminding students about the next topic and 

studentsô assignment and activities at home referencing 

related sections in Module I. 

 

III. Assessment 

¶ Observation (formative, informal) 

¶ Performance task (formative, informal) 
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¶ Demonstration (formative, informal) 

¶ Self- and peer-evaluation (formative, informal) 

¶ Quiz (formative, formal) 

Week 3½  

I. Bellwork 

¶ Ask students if they have any questions about the previous 

lessons and/or the assigned study at home. 

 

¶ Have students work on 2-3 selected questions and exercises 

from the related to the Focused Questions and Module I 

(Sections 1.1-1.3). Have students work on them individually, 

and then discuss in groups (of two or three) or with the tutor 

and/or the teacher.  

 

¶ If necessary, show one or two of the related video clips and 

discuss in class. 

 

II. Activities/Assignments 

¶ (at Home): Assign students to study selected sections of 

Module I (on eBackpack) at home, and use the related 

resources identified in each Section. Encourage students to 

watch the related videos with their parents. 

 

¶ (in Class): 

o Working solo or in groups (of two or three) and using 

Module I, have students working on the selected (following) 

sections from the available resources (textbooks, video 

clips, etc.). Allow students to use the whiteboards if they so 

desire. 

 

o Teacher and/or students would select from the following 

resources from the textbooks, video clips, websites, and 

module contents: 

 

Section 1.6 

¶ Module content: pp. 10-13 

¶ TXTBK II: p. 23 
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¶ Video clips: 17, 18, 19, 20, 21, 22, and 23 

 

Section 1.7 

¶ Module content: p. 13 

¶ TXTBK I: pp. 43-58 

 

o During this time, the teacher would observe students, ask 

questions, and provides assistance as students work their 

assigned activities.   

 

o Have the tutor available during the class, so students would 

have an extra help if they prefer and/or as the teacher 

becomes occupied by other students.  

 

o About 10 minutes before the bell, the teacher would be 

providing a recap of what was studied as well sharing 

observations and suggestions (if any). In addition, the 

teacher will be reminding students about the next topic and 

studentsô assignment and activities at home referencing 

related sections in Module I. 

 

III. Assessment 

¶ Observation (formative, informal) 

¶ Performance task (formative, informal) 

¶ Demonstration (formative, informal) 

¶ Self- and peer-evaluation (formative, informal) 

¶ Quiz (formative, formal) 

¶ Test (summative, formal)  

Lesson 
Resources 

¶ Course Module I on eBackpack (Section 1) 

¶ Textbooks:  TXTBK I & II 

¶ Video/Site Clips: 

1) Use the link below to access a variety of exercises, solved 

examples and/or videos on rational and irrational 

numbers.  https://www.khanacademy.org/math/cc-eighth-

grade-math/cc-8th-numbers-operations/cc-8th-irrational-

numbers/v/introduction-to-rational-and-irrational-numbers 

 

https://www.khanacademy.org/math/cc-eighth-grade-math/cc-8th-numbers-operations/cc-8th-irrational-numbers/v/introduction-to-rational-and-irrational-numbers
https://www.khanacademy.org/math/cc-eighth-grade-math/cc-8th-numbers-operations/cc-8th-irrational-numbers/v/introduction-to-rational-and-irrational-numbers
https://www.khanacademy.org/math/cc-eighth-grade-math/cc-8th-numbers-operations/cc-8th-irrational-numbers/v/introduction-to-rational-and-irrational-numbers
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2) This is site is an excellent site for rounding and estimating. 

Look at ñRounding a whole numbersò and ñEstimating a 

Sum.ò http://www.basic-mathematics.com/rounding-and-

estimating.html    

 

3) This is an excellent video clip explaining rounding a whole 

number (4:22 min.)- https://www.khanacademy.org/math/cc-

fourth-grade-math/cc-5th-place-value-rounding-topi/cc-4th-

rounding/v/rounding-whole-numbers-1 

 

4) This is an excellent short video clip explaining rounding a 

decimal number (1.26 min.)- 

https://www.khanacademy.org/math/cc-fifth-grade-math/cc-

5th-place-value-decimals-top/cc-5th-rounding-

decimals/v/rounding-decimals 

 

5) Use the link below to access a variety of exercises, solved 

examples and/or videos on absolute value. Khan Academy 

Website # 5 

 

6) This is an introductory video on exponent (9:46 min.)- 

http://www.bing.com/videos/search?q=exponents+khan+aca

demy&qpvt=exponents+khan+academy&FORM=VDRE#view

=detail&mid=50F2066405A7E6F7EC2B50F2066405A7E6F7

EC2B 

 

7) Use the links below to access a variety of exercises, solved 

examples and/or videos on exponents. 

https://www.khanacademy.org/math/pre-algebra/exponents-

radicals/World-of-exponents 

 

8) Use the links below to access a variety of exercises, solved 

examples and/or videos on exponent properties. 

https://www.khanacademy.org/math/pre-algebra/exponents-

radicals/exponent-properties/v/exponent-rules-part-1 

 

9) Here is a video clip on understanding square root (1:21 

min.)- https://www.khanacademy.org/math/pre-

algebra/exponents-radicals/radical-radicals/v/understanding-

square-roots 

 

http://www.basic-mathematics.com/rounding-and-estimating.html
http://www.basic-mathematics.com/rounding-and-estimating.html
https://www.khanacademy.org/math/cc-fourth-grade-math/cc-5th-place-value-rounding-topi/cc-4th-rounding/v/rounding-whole-numbers-1
https://www.khanacademy.org/math/cc-fourth-grade-math/cc-5th-place-value-rounding-topi/cc-4th-rounding/v/rounding-whole-numbers-1
https://www.khanacademy.org/math/cc-fourth-grade-math/cc-5th-place-value-rounding-topi/cc-4th-rounding/v/rounding-whole-numbers-1
https://www.khanacademy.org/math/cc-fifth-grade-math/cc-5th-place-value-decimals-top/cc-5th-rounding-decimals/v/rounding-decimals
https://www.khanacademy.org/math/cc-fifth-grade-math/cc-5th-place-value-decimals-top/cc-5th-rounding-decimals/v/rounding-decimals
https://www.khanacademy.org/math/cc-fifth-grade-math/cc-5th-place-value-decimals-top/cc-5th-rounding-decimals/v/rounding-decimals
https://www.khanacademy.org/math/pre-algebra/negatives-absolute-value-pre-alg/abs-value-pre-alg/v/absolute-value-and-number-lines
https://www.khanacademy.org/math/pre-algebra/negatives-absolute-value-pre-alg/abs-value-pre-alg/v/absolute-value-and-number-lines
http://www.bing.com/videos/search?q=exponents+khan+academy&qpvt=exponents+khan+academy&FORM=VDRE#view=detail&mid=50F2066405A7E6F7EC2B50F2066405A7E6F7EC2B
http://www.bing.com/videos/search?q=exponents+khan+academy&qpvt=exponents+khan+academy&FORM=VDRE#view=detail&mid=50F2066405A7E6F7EC2B50F2066405A7E6F7EC2B
http://www.bing.com/videos/search?q=exponents+khan+academy&qpvt=exponents+khan+academy&FORM=VDRE#view=detail&mid=50F2066405A7E6F7EC2B50F2066405A7E6F7EC2B
http://www.bing.com/videos/search?q=exponents+khan+academy&qpvt=exponents+khan+academy&FORM=VDRE#view=detail&mid=50F2066405A7E6F7EC2B50F2066405A7E6F7EC2B
https://www.khanacademy.org/math/pre-algebra/exponents-radicals/World-of-exponents
https://www.khanacademy.org/math/pre-algebra/exponents-radicals/World-of-exponents
https://www.khanacademy.org/math/pre-algebra/exponents-radicals/exponent-properties/v/exponent-rules-part-1
https://www.khanacademy.org/math/pre-algebra/exponents-radicals/exponent-properties/v/exponent-rules-part-1
https://www.khanacademy.org/math/pre-algebra/exponents-radicals/radical-radicals/v/understanding-square-roots
https://www.khanacademy.org/math/pre-algebra/exponents-radicals/radical-radicals/v/understanding-square-roots
https://www.khanacademy.org/math/pre-algebra/exponents-radicals/radical-radicals/v/understanding-square-roots
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10) This is an excellent video on simplifying square roots (5:35 

min.)- 

http://www.bing.com/videos/search?q=roots+khan+academy

&qpvt=roots+khan+academy&FORM=VDRE#view=detail&mi

d=FC7C1460C2633DA5CA0CFC7C1460C2633DA5CA0C 

 

11) This is an excellent video on approximating square roots 

(7:11 min.)- 

http://www.bing.com/videos/search?q=roots+khan+academy

&qpvt=roots+khan+academy&FORM=VDRE#view=detail&mi

d=98E3DE3EA55841C07F8D98E3DE3EA55841C07F8D 

 

12) This is a video clip on simplifying radicals (9:44 min.)- 

http://www.bing.com/videos/search?q=radicals+khan+acade

my&qpvt=radicals+khan+academy&FORM=VDRE#view=det

ail&mid=5E6101527BF2E2909B045E6101527BF2E2909B04 

 

13)  Use the links below to access a variety of exercises, solved 

examples  and/or videos on roots and radicals. 

https://www.khanacademy.org/math/pre-algebra/rates-and-

ratios/ratios_and_proportions/v/introduction-to-ratios-new-hd-

version 

 

14) This is an excellent video on scientism notation (4:11 min.)- 

https://www.khanacademy.org/math/cc-eighth-grade-

math/cc-8th-numbers-operations/cc-8th-scientific-

notation/v/scientific-notation-i 

 

15) This video explores scientific notation more 

comprehensively with more examples (11:26 min.)- 

https://www.khanacademy.org/math/cc-eighth-grade-

math/cc-8th-numbers-operations/cc-8th-scientific-

notation/v/scientific-notation 

 

16) Use the links below to access a variety of exercises, solved 

examples and/or videos on scientific notation.  

https://www.khanacademy.org/math/pre-algebra/exponents-

radicals/scientific-notation/v/scientific-notation-old 

 

17) This is an introductory video on greatest common factor 

(2:24 min.)- 

http://www.bing.com/videos/search?q=roots+khan+academy&qpvt=roots+khan+academy&FORM=VDRE#view=detail&mid=FC7C1460C2633DA5CA0CFC7C1460C2633DA5CA0C
http://www.bing.com/videos/search?q=roots+khan+academy&qpvt=roots+khan+academy&FORM=VDRE#view=detail&mid=FC7C1460C2633DA5CA0CFC7C1460C2633DA5CA0C
http://www.bing.com/videos/search?q=roots+khan+academy&qpvt=roots+khan+academy&FORM=VDRE#view=detail&mid=FC7C1460C2633DA5CA0CFC7C1460C2633DA5CA0C
http://www.bing.com/videos/search?q=roots+khan+academy&qpvt=roots+khan+academy&FORM=VDRE#view=detail&mid=98E3DE3EA55841C07F8D98E3DE3EA55841C07F8D
http://www.bing.com/videos/search?q=roots+khan+academy&qpvt=roots+khan+academy&FORM=VDRE#view=detail&mid=98E3DE3EA55841C07F8D98E3DE3EA55841C07F8D
http://www.bing.com/videos/search?q=roots+khan+academy&qpvt=roots+khan+academy&FORM=VDRE#view=detail&mid=98E3DE3EA55841C07F8D98E3DE3EA55841C07F8D
http://www.bing.com/videos/search?q=radicals+khan+academy&qpvt=radicals+khan+academy&FORM=VDRE#view=detail&mid=5E6101527BF2E2909B045E6101527BF2E2909B04
http://www.bing.com/videos/search?q=radicals+khan+academy&qpvt=radicals+khan+academy&FORM=VDRE#view=detail&mid=5E6101527BF2E2909B045E6101527BF2E2909B04
http://www.bing.com/videos/search?q=radicals+khan+academy&qpvt=radicals+khan+academy&FORM=VDRE#view=detail&mid=5E6101527BF2E2909B045E6101527BF2E2909B04
https://www.khanacademy.org/math/pre-algebra/rates-and-ratios/ratios_and_proportions/v/introduction-to-ratios-new-hd-version
https://www.khanacademy.org/math/pre-algebra/rates-and-ratios/ratios_and_proportions/v/introduction-to-ratios-new-hd-version
https://www.khanacademy.org/math/pre-algebra/rates-and-ratios/ratios_and_proportions/v/introduction-to-ratios-new-hd-version
https://www.khanacademy.org/math/cc-eighth-grade-math/cc-8th-numbers-operations/cc-8th-scientific-notation/v/scientific-notation-i
https://www.khanacademy.org/math/cc-eighth-grade-math/cc-8th-numbers-operations/cc-8th-scientific-notation/v/scientific-notation-i
https://www.khanacademy.org/math/cc-eighth-grade-math/cc-8th-numbers-operations/cc-8th-scientific-notation/v/scientific-notation-i
https://www.khanacademy.org/math/cc-eighth-grade-math/cc-8th-numbers-operations/cc-8th-scientific-notation/v/scientific-notation
https://www.khanacademy.org/math/cc-eighth-grade-math/cc-8th-numbers-operations/cc-8th-scientific-notation/v/scientific-notation
https://www.khanacademy.org/math/cc-eighth-grade-math/cc-8th-numbers-operations/cc-8th-scientific-notation/v/scientific-notation
https://www.khanacademy.org/math/pre-algebra/exponents-radicals/scientific-notation/v/scientific-notation-old
https://www.khanacademy.org/math/pre-algebra/exponents-radicals/scientific-notation/v/scientific-notation-old
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http://www.bing.com/videos/search?q=greatest+common+fac

tor+khan+academy&qs=n&form=QBVR&pq=greatest+comm

on+factor+khan+academy&sc=2-35&sp=-

1&sk=#view=detail&mid=BC615A195C615372E0B9BC615A

195C615372E0B9 

 

18) Here is another example/video (6:19 min.)- 

https://www.khanacademy.org/math/cc-sixth-grade-math/cc-

6th-factors-and-multiples/cc-6th-gcf/v/greatest-common-

divisor 

 

19) Here is a video of a few sample problems (6:49 min.)- 

https://www.khanacademy.org/math/pre-algebra/factors-

multiples/greatest_common_divisor/v/greatest-common-

divisor-factor-exercise#! 

 

20) Another good video clip on the greatest common factor 

(6:19 min.)- http://www.youtube.com/watch?v=jFd-6EPfnec 

 

21) Use the links below to access a variety of exercises, solved 

examples and/or videos on prime and composite numbers.  

https://www.khanacademy.org/math/pre-algebra/factors-

multiples/prime_numbers/v/prime-numbers 

 

22) Use the links below to access a variety of exercises, solved 

examples and/or videos on prime factorization.  

https://www.khanacademy.org/math/pre-algebra/factors-

multiples/prime_factorization/v/prime-factorization 

 

23) Use the links below to access a variety of exercises, solved 

examples and/or videos on greatest common factor.  

https://www.khanacademy.org/math/pre-algebra/factors-

multiples/greatest_common_divisor/v/greatest-common-

divisor-factor-exercise 

 

¶ Website(s): none 

¶ Others: none 

References Basic-Mathematics (2008). Retrieved from http://www.basic-

mathematics.com/. 
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