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THE INTERNATIONAL BACCALAUREATE PROGRAM:  ACCESS AND 

NAVIGATION OF UNDERREPRESENTED STUDENTS 

Donita Cox 

Dr. Cynthia MacGregor, Dissertation Supervisor 

ABSTRACT 

The International Baccalaureate (IB) program is a choice program that many high 

school students are increasingly participating in to gain acceptance to desired 

postsecondary institutions, acquire college credit, and scholarship money.  Despite the 

benefits, IB is not accessible to all students.  There are several problems to consider for 

any student who wants to participate in the IB program but for students who are 

underrepresented, the problems are multiplied.  The purpose of this study was to see what 

experiences underrepresented students have within IB.  The narratives of the students 

included themes of strong relationships, managing stress, gaining confidence in skills 

needed for postsecondary success, and feelings of isolation and elitism.  In addition to 

identifying themes, ideas for improving the program were also explored and suggested.   

(word count: 124) 
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Choice programs are offered to students throughout the United States (US) as 

alternatives to regular curricular choices.  Often the choice for students is to go with more 

rigorous curriculum in order to seem more appealing to colleges or to get credit for 

college courses during high school.   The International Baccalaureate (IB) program is a 

choice program which has been operating in the US since the 1970s, and according to the 

IB Organization’s website, IB has aimed to excel over other programs by developing 

students to be inquiring, knowledgeable, and caring through a whole program rather than 

individual classes (International Baccalaureate Organization, Benefits, 2015).  More than 

4,000 schools have chosen to utilize IB programs throughout the world in multiple 

languages and cultures.  The website predicted IB will be educating more than two 

million children in 2020 (IBO, Benefits, 2015).  With such growth there are many 

tangential problems that arise.  The decision to invest in such a program as IB is not 

cheap for participating schools or for students enrolled.  An additional problem is while 

there are over a 1,000 IB schools in the US, the program is not accessible to all students 

in all areas of the country.   These two questions of access play a heavy part in whether a 

student ultimately chooses to invest the time, money, and effort in a program like IB.  

Background 

Choice programs have been a big draw for students who live in college-minded 

families with plenty of college preparation for generations.  IB has shown success in 

college readiness and has increased in participation over the past few decades.  Kyburg, 

Hertberg-Davis, and Callahan (2007) stated, “Participation in the IB program has 

increased dramatically since its inception” (p. 177).  The success of the IB program in the 

US is documented through several studies and reported from many high schools.  Of the 

http://www.ibo.org/benefits
http://www.ibo.org/benefits
http://www.ibo.org/benefits
http://www.ibo.org/benefits
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over 1,680 schools offering IB, students are able to take offered courses in particular 

subjects or complete the entire program offered.  In order to complete the two-year 

Diploma Program, students are required to pass a minimum of six international exams, 

complete service projects, write a 4,000 word research paper, and complete a Theory of 

Knowledge class.  Upon completion of the entire program, students receive an IB 

diploma and usually gain some college credit for the passed exams.  There are several 

levels to the IB program, and not every school partakes in each level; however, each 

Missouri school system that offers IB minimally has the Diploma Program (IBDP).  The 

IBDP is designed for the last two years of the student’s secondary education; in the case 

of the US, the 11th and 12th grades.   The IBDP is vital to the IB program because this is 

the only level of IB which takes international exams and assessments that are measured 

and acknowledged by postsecondary colleges and universities.  High exam scores often 

gain the student acceptance to selective postsecondary schools and scholarship money.  

In the US, more than 1,600 universities offer special incentives, credits, and scholarships 

for work done in the IBDP program. 

The IB program has seen great increases in numbers of participants as well as 

success in scores.  Kyburg et al. (2007) stated as of 2006 “the IB Diploma Program is 

available in 520 United States high schools, an increase of approximately 2,500%” (p. 

177).   Despite its growth, the US has not been overwhelmingly open to IB; the 

acceptance has been slow and gradual.  In an article exploring the tribulations the IB has 

faced in the US, Bunnell (2009) explained “a string of articles began to appear in 2004, 

both in the popular press and on the internet, accusing the IB of being fundamentally ‘un-

American’” (p. 61).  Bunnell suggested there was a “culture war emerging in the USA” 
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between keeping education “American” and expanding ideas of a “globally-minded 

child” (p. 62).  Much of this culture war included “the USA being in the midst of a deeply 

divisive ‘culture war’ within intellectual ‘Middle America,’ much of which appears to 

distrust the system as representing their moral beliefs” (p. 62).  Historically, the US has 

had more rapid growth in such programs on the coasts and then, gradually, acceptance 

creeps into the middle of the country.  This has also been the case with IB.  Missouri, 

being in the middle of the US, is a good example of this slow acceptance of IB.  The state 

only has 11 IBDP programs compared to more populated states like Florida, Texas, and 

New York.  The 11 programs have attracted a lot of interest, and the populations in those 

schools have grown steadily in the last decade but the number of districts interested in the 

program does not compare in numbers with the more “American” AP (Bunnell, 2009).  

Despite being viewed by some as “un-American”, the number of students participating in 

IB continues to expand into even Middle America. 

If IB is so “un-American”, what makes an IB school seem advantageous over a 

school which offers a typical education?  There are extra expenses involved with choice 

programs; typically, for IB, there is no transportation for students.  Students also have to 

pay for the international exams they take in each IB class.  The fees will cost the student 

hundreds of dollars each year.  Additionally, students often have to choose to leave 

friends with whom they attended primary schools in order to transfer to an IB school 

further from home.  Students have reported feelings of isolation, uncertainty about their 

surrounds or abilities, and high levels of stress.  When taking into account all that 

students must address, the decision to participate in a choice program is, at times, 

daunting.   
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There are many benefits to choosing IB, but, possibly the biggest benefit is college 

readiness.  Qualitative data published by IB suggested students responded to surveys as to 

how IBDP made them feel more prepared academically for the rigor and able to handle 

the pressures of college (IBO, Benefits, 2015).  According to the Center for Educational 

Research (CEPR) and the Educational Policy Improvement Center (EPIC), aligning the 

IB with college standards should be one of the most important goals for the program.  In 

their research study for CEPR and EPIC, Conley and Ward (2009) found “IB standards 

are highly aligned with the Knowledge and Skills for University Success (KSUS) 

college-ready standards” (p. 4).  In a qualitative study by Taylor and Porath (2006), it was 

cited “IB students experienced a significantly greater increase in achievement than 

students in the regular curriculum” (p. 150).  One of the purposes of the Taylor and 

Porath study was to see if those who had graduated felt as though they had been better 

prepared for college than others.  The purpose was supported with “eighty-seven and a 

half percent of respondents felt that they were better prepared for introductory level 

postsecondary courses” (p. 153).  The limitation in most of the sources was there was 

only data from IB graduates and sources largely supportive of IB. 

Completion of a college degree is another goal for both IB and for other choice 

program graduates.  Although AP is not IB, both are choice programs and are often 

compared or grouped together.  According to Kyburg et al. (2007), “even students who 

scored less than three (out of 5) on AP examinations in high school were twice as likely 

to graduate from college in five as students who had not taken an AP course” (p. 179).    

There are several studies that analyze whether students from choice programs are more 

successful in completing college.  Kretchmar and Farmer (2013) examined how much 
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choice programs aided in success at the college level.  Ultimately, the conclusions were 

“the data are consistent with the philosophy that some rigor is better than none” (pp. 31-

32).  Although not committed to affirming a particular program, Kretchmar and Farmer 

did confirm rigor in high school is better for students.   

Halic (2013) produced research on IB graduates and college degree attainment.  

According to data collected by Halic, “92% of the DP candidates graduating from US 

high schools in 2005 enrolled in US postsecondary institutions” (p. 5).  Halic also found 

retention rates for those IB students who enrolled in postsecondary institutes to be 97% 

after two years and “74% of the DP graduates who enrolled at four-year institutions 

graduated within four years” (p. 8).  Additionally, these data are encouraging when 

considering national averages without focusing on IB are 56% (p. 8).   Halic was able to 

support other qualitative research contending IB graduates express more confidence in 

degree attainment. 

A final draw for programs like IB are the college credits students may earn while in 

high school, hence saving the student money and years at university.  IB students often 

enter colleges and universities with as many as 30 credits or, in some cases, more (Online 

Curriculum Centre for International Baccalaureate Organization, 2015).  Kyburg et al. 

(2007) supported the idea “completing AP courses and the IB program is the opportunity 

to complete the bachelor’s degree in shorter time, thus saving money on tuition” (p. 178).  

In the Taylor and Porath (2006) qualitative study, most of those who completed the 

surveys and interviews felt the program earned them advanced credits in the 

postsecondary institute of their choice and saved them time and money in their pursuits of 

a degree. 
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Because a student can begin as early as elementary school, IB is a multi-level 

program rather than particular courses and to offer IB requires a commitment from both 

the school and students.  Because of this commitment, the IB program has been slow to 

develop in Missouri.  Understanding the history of IB and how the IB program is present 

in the US helps in understanding the problems associated.  The benefits have been easy to 

see with college readiness, college acceptance rates, and college graduation rates.  

Despite all of these great successes IB has shown for some, not everyone has IB available 

and problems of access come into consideration.  

Statement of Problem 

There may be several problems to consider for the student who wants to participate 

in the IB program.  Possibly the two biggest problems are whether access to IB is 

available for all students in the districts which offer IB and why underrepresented 

students tend to complete the program in lower percentages.   In addition, identification 

of the problems associated with access to IB is limited by a gap in the research.  Although 

IB generates data on the program, there has been a lack of research focusing on access or 

the underrepresented student.   

In order to understand the problems, the term underrepresented student should be 

addressed.  The definition of a underrepresented student is somewhat confounded by 

differences in interpretation.  Generally, a student who is not represented in the same 

percentage as found in the general population.  For Missouri, the percentages of 

Caucasian students are very high.  Most of the schools in the research area are 80% to 

90% Caucasian.  The same can be said for IB in the research area.  The most common 

underrepresented student in IB for schools in Missouri are most likely to be those from 
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low socioeconomic backgrounds.  One could stop at low socioeconomic status if looking 

at most schools in Missouri but African American and Hispanic students are so 

underrepresented in Missouri’s IB schools, they must be considered.   

Typical for Missouri, the largest group of underrepresented students currently in IB 

at the research site is the low socioeconomic group.  The research site, however, was 

chosen because of the lower Caucasian population than most of the schools in the area.  

With only 74% Caucasian at the school rather than 90% it has a higher representation of 

minority students.  Only a handful of low socioeconomic, African American or Hispanic 

students are in the IB program though.  This is a problem for not only low socioeconomic 

students, but for certain races and the explanation of underrepresentation in this study.  

It is obvious there is a lack of access to IB schools in Missouri when there are only 

11 IBDP schools available throughout the entire state.  Getting access to an IB program 

in a rural setting is virtually out of the question with all but two schools being in more 

urban or suburban settings.  Even for students who live within more metropolitan areas 

(where nine of the 11 IBDP schools are located), there is no transportation offered by the 

school districts and attendance would require the students to leave their classmates with 

whom they had attended the majority of their years in formal education.  For those with 

low socioeconomic statuses, the situation becomes even more difficult because of the 

expenses connected with the IB program.  Low socioeconomic students may not even 

attempt the program if they know there are costs associated with testing and participating 

in certain activities necessary for the program.  Congor, Long, and Iatarola (2009) 

asserted, “Non-poor students are roughly three times more likely than poor students to 

take AP/IB courses in each subject” (p. 562).  There is a sizable gap between the poor 
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and non-poor in taking any of the AP/IB courses and students who are poor are even less 

likely to complete the IB program.  Socioeconomic status is harder to define and 

categorize than race or gender so the measurement is limited.  Nidiffer and Bouman 

(2004) found “higher education became forbidding to the poor in more subtle and 

confounding ways, in part because the rhetoric of educational leaders proclaimed their 

interest in serving poor students” (p. 58).  A lack of family members with experience in 

postsecondary education or advanced course taking could also cause pitfalls for the low 

socioeconomic students.   

A second concern is the underrepresented students who are considered racial 

minorities.  Most Missouri schools are largely populated with Caucasian students; most 

of the schools in the area of study are close to 90% Caucasian.   

For the racial minority, entering a program like IB often means leaving peers and 

then having feelings of isolation in a high-stress program.  This isolation was apparent in 

African American students in postsecondary graduate studies; Johnson-Bailey, Valentine, 

Cervero, and Bowles (2009) reported “accounts of loneliness, isolation, and 

disconnection…dominated the data” (p. 194).  A quote from an African American student 

in the same study was reported as saying, “It was hard being the only one (Black student) 

in classes…it was a very alienating experience” (p. 192).  The problem of access is not 

just with students who do not have the money to participate, it is a problem of being 

underrepresented and feeling the program is not suited to him or her.  In a systematic 

review of 20 different qualitative studies on reported experiences in IB and AP, Park, 

Caine, and Wimmer (2014) found difficulties in belonging as one of the five analytical 

themes identified.  Park et al. found “when program participants are unable to identify 
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with elements of homogeneity or norms and values as determined by the group, 

disengagement with their cohort or their program is reported” (p. 135).  One student said, 

“Say something wrong it’s like…‘where’d you get that from?’ I’m like well I just have a 

different way of looking at things…if you try to look at it my way maybe you’ll see 

it…but it’s never looked at my way” (p. 142).  This feeling of being different was one of 

the most common themes found within the study. 

Southworth and Mickelson (2007) found “both gender and race matter” (p. 515). By 

analyzing data collected through surveys, it was concluded “if a school’s racial 

composition were irrelevant to opportunities to learn, students attending racially 

imbalanced white, racially balanced and racially imbalanced black schools would have 

similar likelihoods of learning in college-prep classes, net of individual and family 

background characteristics” (p. 515).  The data supported the idea the school’s (racial) 

composition made the biggest impact on college-prep classes, even more than family 

background or peers.   

Congor et al. (2009) found gaps in race, socioeconomic status, and gender when it 

came to taking college-preparatory classes.  There were many possible explanations for 

the gaps in taking the more challenging courses, but the most significant gap was in pre-

high school characteristics and attending schools that offer challenging courses like IB.  

Congor et al. found trends to offer more advanced classes have probably widened the gap 

between those who have the means to attend and those who do not; this is often the 

underrepresented student. 

Finally, even those underrepresented students who do successfully navigate the IB 

program are not guaranteed matriculation or fulfillment in their choice college or job.  
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Adams (2012) found there were significant issues with finding jobs even with college 

educations, and although students who take choice programs are benefiting in college, 

they may have just as many issues getting a job once they graduate.  Mayer (1970) 

focused on the problem of “access of international school pupils to the university and of 

the problems and prospects of the International Baccalaureate examination being 

developed” (p. 505).  Mayer focused more on highlighting the problems of access to 

colleges rather than providing solutions, but it is beneficial to understanding a problem in 

IB programs so the problem can be addressed.    

Nidiffer and Bouman (2004) examined the ideological shift of colleges’ 

commitment from educating the poor to studying the poor.  The shift happened when 

universities became more interested in keeping funds for studying the poor rather than 

losing money by offering scholarships or reduced prices to help the poor.  According to 

Nidiffer and Bouman, universities then had the “consequence of making attendance at 

such institutions increasingly less likely for one group of students who had been 

(intended to be) welcomed from the beginning—the poor” (p. 38).  Nidiffer and Bouman 

concluded, “during the 19th century, when barriers based on race, gender, and religion 

subsided, class became—and it remains—a strong predictor of who would and would not 

attend or graduate from higher education” (p. 57).   

The problem of access to IB is compounded when considering the gap in the 

literature.  Although there are plenty of sources on underrepresented students in 

secondary education, there is very little dedicated to the subject of choice programs and 

the underrepresented student and even fewer sources on IB and the underrepresented 

student.  The gap in the literature is a problem not only in the research but also for 
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schools looking to bridge the access gap or for future underrepresented students looking 

into choice programs. 

There is little doubt there are merits to the IB program; however, there are serious 

problems associated with access and successful navigation of the program.  Access is a 

problem for those who do not have the financial background or the preparation for such a 

rigorous program.  If there is an IB program in the area, there are still problems with 

transportation, fees, and those who have influence on the students not understanding the 

need for the rigorous program in high school.  A second group of underrepresented 

students who have access issues are the students who are racially the minority.  In 

Missouri, these are African American and Hispanic students.  Additionally, these two 

groups of students face problems with not having the support of family, peers from 

earlier levels of education, and support from within the program.  Finally, even if the 

students are able to successfully navigate the program, they must parlay this success into 

matriculation to and attainment of degrees in postsecondary institutions.   

 Gaps in the literature add to the problem because if there is not enough information 

about the topic, there are few suggestions for improvement.  The problem is not to simply 

identify underrepresented students but to offer strategies for improvement.  Once the gap 

in research is lessened, the possibilities for implementation should be more readily 

available.  

Purpose of the Study 

The purpose of this study is to see what experiences underrepresented students have 

within IB.  What would make a student choose and complete a choice program like IB 

over a “mainstream” education?  It is likewise significant to see why students who are 



 

13 
 

underrepresented choose to overcome problems like isolation and misrepresentation to 

persist in a program like IB.  Research into problems with access for students should help 

IB programs to know why students choose not to enroll or choose to drop out of the IB 

program.   

A second purpose for this research is to fill the gap in missing research on the 

experiences of the underrepresented student in choice programs like IB.  There are many 

resources addressing choice programs and even how students are prepared in choice 

programs.  However, the experiences recorded are not those of underrepresented students.  

The gap is extended even further when the research is narrowed to underrepresented 

students in IB.   

A final purpose is to give current and past IB students the opportunity to voice 

explanations behind the choices they made with IB.  The biggest draw for students to 

enter IB is the access to the colleges of their choice and college-readiness.  Students from 

choice programs seem to fare better in postsecondary institutions than those who did not 

have an IB program background.  Producing comments and addressing common issues 

from underrepresented students may equip future students against the pitfalls of the 

program. 

Research Question 

The research question guiding this study is: 

What are the experiences of underrepresented students in the IB program in the areas of: 

a. Entering the IB program 

b. Navigating the IB program 

c. Transitioning from IB to postsecondary institutions 
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d. Obtaining degrees from postsecondary institutions. 

The purpose of the study is to address areas of IB access which have not been addressed 

sufficiently in the past, and to give families who are considering choice programs like IB 

more information.  By breaking the research into the four questions, this allows students 

and families to consider specific situations; the choice of participation in IB, if the family 

is considering college readiness, college acceptance, and what can be expected once the 

student is out of IB.  The research should be able to represent experiences that can be 

generalized to other students who might be considering IB or schools who are providing 

IB.   

Conceptual and Theoretical Frameworks 

When analyzing the impact IB has on underrepresented students, both conceptual 

and theoretical frameworks fit.  One conceptual framework was utilized by Rossi, Lipsey, 

and Freeman (2004) to examine the impact IB has had on the students.  Additionally, 

there are three theoretical frameworks including Elite Theory, Critical Race Theory, and 

Social Constructivism Theory which can employed. 
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Conceptual Framework 

The conceptual framework examines the impact a program, like IB, can have on an 

organization or school.  Rossi et al. (2004) evaluated organizational and conceptual 

structures of various programs.  Within Rossi et al.’s evaluation hierarchy, each step of a 

program has an assessment possibility.  For IB, Rossi et al.’s assessment of program 

outcome/impact considers necessary criteria (How has IB been beneficial to 

underrepresented students in the program and once they have transitioned to 

postsecondary institutions?) (p. 80).  Rossi et al. continued by stating, “undertaking an 

impact evaluation to assess outcomes thus necessarily presupposes acceptable results 

from assessments of the issues below it on the hierarchy” (p. 81).  The issues in this 

research include assessments of the IB process and implementation as it can be found in 

the current IB program being studied.  Being present in the US since the 1970s, IB 

definitely has established and implemented the program; now, there is a need to see if the 

results of the current study are supporting the ideas behind the IB and if there are issues 

of access which could be better addressed.   

Theoretical Framework 

The three theoretical frameworks evaluate the underrepresented student’s plight.  

Social Constructivism Theory is a broad theory that examines the larger social context of 

a program.  In IB, as in all education, students are often underrepresented by race, gender, 

or socioeconomic background.  Au (1998) explored the idea of social constructivism in 

students of diverse backgrounds learning literacy.  Au stated, “Because reality is seen to 

be created through processes of social exchange, historically situated, social 

constructivists are interested in the collective generation of meaning among people” (p. 
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299).  IB can create a special context for students that can either be beneficial or 

detrimental.  For students in Missouri and much of the Midwest, socioeconomic status 

keeps them from programs like IB.  There is little transportation to the schools which 

offer a program like IB and families have no way of getting the student there on a daily 

basis.  Likewise, the costs involved with the program leave many to not even attempt the 

program.  Hill, Haycock, and Maranto (1999) considered the urban setting a challenge 

“the students whom urban public schools educate are more disadvantaged than ever 

before— increasing proportions are from low-income, single-parent homes, immigrants 

and non-English speakers, and afflicted with health and family problems” (p. 419).  They 

have bigger problems than getting the funds for school fees and, as a family or single 

parent, they choose not to even consider the choice program if it is available.  Au 

supported this in that “preferences are not inborn but the result of socialization practices 

in the home and community, which in turn reflect cultural values” (p. 302).  The social 

construction of education, even one as culturally diverse as IB, is still structured to 

discriminate.   

In the study by Conger et al. (2009), the researchers looked at the question of 

“would reallocating students across high schools reduce course-taking gaps?” (p. 573).  

The research was carried out in Florida due to the high availability of AP/IB programs.  

The answer they found was no; their research analysis “revealed few differences in the 

rates of attendance at schools that offer the advanced courses by demographic 

group…while demographic disparities in the presence of an AP/IB course may have 

existed in the past, and may exist in other states, they appear to be nonexistent in Florida” 
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(p. 573).  Even though Missouri is far less saturated with IB schools, the disparities exist; 

despite the differences in the locations, the data are consistent throughout the US. 

Elite Theory is necessary for examining issues and concerns with choice programs. 

With IB being a selected minority that often determines the direction of an entire school 

system, it runs the risk of being considered elitist.  According to Hill (2007), 

“international education has often been described as elitist…a sense of exclusiveness 

lingers on” (p. 247).   Mayer (2008) stated when looking at the diversity in the IB 

curriculum the ideals and goals of IB is “seeking new ways to be inclusive, by sharing 

expertise with the broader population in the region” (p. 211).  Mayer went on to say, 

“These efforts will be the best response to the charge of ‘elitism’ that is leveled against 

IB programs” (p. 211).  IB, as a statement about this very issue, asserted IB is an impetus 

for students to be understanding of other people with differences of experience and 

opinion (Online Curriculum Centre for International Baccalaureate Organization, 2015).  

Despite the belief in inclusion and diversity, IB is well aware of the elite moniker the 

program elicits and that many are unable to participate due to costs and/or availability.  

Although this is one of many challenges IB focuses on, the program does have a 

prominent emphasis on issues of access. 

Johnson (2006) looked at the idea of being elite in terms of privilege and the 

difference between privilege and difference.  According to Johnson, “privilege doesn’t 

derive from who we are or what we’ve done.  It is, as we’ve seen, a social arrangement 

that depends on which category we happen to be sorted into by other people and how 

they treat us as a result” (p. 35).  This can be seen throughout Central High School, not 

only in the IB program.  There is privilege associated with IB in Central High School, 
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and when considering Johnson’s quote, students are categorized by whether they are IB 

or not.  When referring to a student, teachers will identify the student as IB or not.  In 

most cases, knowing whether the student is IB or not is irrelevant; yet, the practice 

continues.  According to responses in qualitative studies and data from the research site, 

IB students have significantly lower numbers of truancy referrals or disciplinary referrals.  

The IB students recognize they are stopped and asked for passes in the halls far less than 

those who are not IB.  Even though they know they are categorized and probably given 

more leniency for being IB, IB students do not fully think they are privileged.  Johnson 

wrote of the “paradoxical experience of being privileged without feeling privileged” (p. 

35).  This paradox can be seen with IB students; most IB students feel they may be 

treated differently (in a privileged way) but it is merit-based and deserved by the 

individual rather than a privilege of simply being in IB.    

A second theoretical framework is with Critical Race Theory (CRT).  When 

studying the racial differences of students within IB, CRT is an obvious source for 

analysis.  CRT allows many authors to view education and the disparities of education 

through a racial perspective.  This perspective also gives underrepresented students a 

place to be recognized or heard when discussing issues associated with race.  Harper, 

Patton, and Wooden (2009) wrote, “CRT gives a voice to the unique perspectives and 

lived experiences of people of color” (p. 391).  CRT must be considered when looking at 

why minority students leave programs like IB and why there continues to be few African 

American or Hispanic students in IB.  Solorzano and Ornelas (2004) analyzed Latina/o 

and African Americans in AP courses through CRT and found disparities between 

Latina/o, African American, White, and Asian enrollment in AP courses.  Unfortunately, 
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the percentages of Latina/o and African American students taking AP courses are far 

lower than Asian or white students.  Solorzano and Ornelas contended, “Disparities in AP 

course enrollment should be used as a window that offers a glimpse into other 

educational inequalities that exist in schools” (p. 25).  Building on this research, Noguera 

(2012) focused on African-American and Latino males in education.  Noguera noted the 

low percentages of these groups being successful in education “these patterns have 

become so common and widespread that a recitation of the dismal statistics no longer 

generates surprise or even alarm” (p. 9).   

Southworth and Mickelson (2007) looked at how race, gender, and school 

composition affected college placement in a survey of schools within one school district.  

By focusing on race through much of this article, Southworth and Mickelson found 

“Racially balanced high schools offer all students the greatest equality of access to 

college prep tracks” (p. 497).  Suggestions in the article supported CRT because the 

suggestions were creating equality by making schools more racially balanced.  

All of these conceptual and theoretical theories give structure to the research 

available on the underrepresented student and how IB fits in with educating students.  

Conceptually, understanding the structure of IB and the impact of IB on underrepresented 

students makes sense.  Theoretically, when considering underrepresented students, Social 

Constructivism Theory is a larger, educational theory that examines the state of IB in 

education and how the social context is important in recognizing underrepresented 

students’ needs.  Elite Theory and CRT are both more finite examinations of the 

experiences underrepresented students have had within IB and the underlying idea of 

being elite.     
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Design of the Study 

The nature of this research is qualitative.  Merriam (2009) defined “qualitative 

researchers are interested in understanding how people interpret their experiences, how 

they construct their worlds, and what meaning they attribute to their experiences” (p. 5).  

Being a basic qualitative research design, the focus of the research will be “on meaning 

and understanding” (p.14) of the students who participate in the IB program.  One major 

characteristic of qualitative research is “individuals construct reality in interaction with 

their social worlds” (p. 23).  The goal of the research is to understand the experiences for 

underrepresented students in taking on a program like IB.   

The research design will be a phenomenological case study.  Although 

phenomenological and case study can stand independently, the data collected will be 

phenomenological in nature but collected through a case study.  Supporting the 

phenomenological design, Creswell (2014) stated, “the researcher describes the lived 

experiences of individuals about a phenomenon as described by participants.  This 

description culminates in the essence of the experiences for several individuals who have 

all experienced the phenomenon” (p. 14).  In this research, the individuals are connected 

to IB, and they are sharing the experiences they have had with IB.  Merriam (2009) 

described the task for a phenomenologist as “to depict the essence or basic structure of 

experience” (p. 25).  In looking at IB as an experience, the task will be to find the essence 

of the experiences underrepresented students have had with the program and reasons for 

staying with the program to completion or not. 

 Likewise, Creswell (2014) explained case studies as “the researcher develops an in-

depth analysis of a case, often a program, event, activity, process, or one or more 
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individuals” (p. 14).  IB is the program being studied in depth, and the data will be 

collected “using a variety of data collection procedures over a sustained period of time” 

(p. 14). In this research, data will be collected by questionnaire, interview, and groups of 

at least two different focus groups (those who were completing DP and those who had 

dropped the full DP).  Merriam (2009) saw the case study as “particularistic…the focus 

on a particular situation, event, program, or phenomenon” (p. 43).  IB is both program 

and phenomenon to be studied.  Both of these designs fit the research, so it is reasonable 

to call the design both phenomenological and a case study and program evaluation.    

Setting 

The only participating school, Central High School, is urban in nature, culturally 

diverse for Missouri, has a population that fluctuates between 1650 and 1800 students, 

and has offered the IBDP program since 1998.  This may not be a typical school for 

Missouri due to the cultural diversity and large population, but the school is better 

established than most IBDP schools in the state and is typical of the IB schools which 

have established IB programs in Missouri.  The IBDP population contains approximately 

160 eleventh and twelfth grade students, with 110 additional eleventh and twelfth grade 

Course students who only participate in a few particular courses rather than the full 

IBDP.  It should be noted, IB is offered at every level in this school district, from 

elementary (Primary Years Program) to middle school (Middle Years Program) through 

high school with the DP.  This is rather atypical for the Missouri IB schools because most 

do not offer MYP.  Although some students at Central High School may only be partially 

IBDP, they full participants of IB in the Middle Years Program (MYP) during ninth and 

tenth grades at this particular school.  Central High School provides the final two years of 
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MYP at the location and every ninth and tenth grade student is a part of the MYP.  There 

is no standard or norm for IB schools in Missouri because each location has its own 

population size, involvement in IB, and student demographics; therefore, Central High 

School is actually a school which can represent most situations within IB in Missouri. 

Participants 

The target population for this study is the IB population.  Participants will consist of 

individuals who were once a part of IB at Central High School from the year 2000 to 

students currently enrolled at Central High School.  This could include the IB graduates 

of the IB program (either currently enrolled in postsecondary education or not), students 

who chose to drop out of IB either partially or completely, and some of the faculty and 

staff at Central High School.  For the graduates, the sample size could be anywhere from 

20-30.  Considering the graduating class of IB students have gone from graduating class 

sizes of 12 to 108 at the highest population, there are graduates from 2001 to 2016 to 

contact.  Because not every graduate stays in contact with their graduating school, most 

of the possible 700 possible students will not be available.  The number realistically 

should be closer to 100 possible students to contact, and, of those contacted, only a 

portion is expected to respond.  Central High School has a faculty population of over 100; 

of those, there are 17 active IBDP teachers.  There is also an IB administrator, IB 

Director, IB counselor, CAS (Creativity, Activity, Service) coordinator, and an EE 

(Extended Essay) coordinator.  A purposive sample was chosen because the target 

population are all associated with IB in some way.   McDavid, Huse, and Hawthorne 

(2013) stated, “Qualitative sampling strategies generally deliberately select cases” (p. 

208).   More specifically, this is a criterion purposeful sampling because all the 
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participants have had experiences with IB at Central High School.  The participants of the 

online questionnaire will be contacted through email lists for graduates of the IB 

program, which is already established and sizable.  There may be fluctuation in sample 

size from those who would be currently in a postsecondary institution (any number may 

respond from the 70 identified students enrolled in college) or those who have graduated 

from high school (either graduates of postsecondary institute or graduates of the school 

after completing or dropping IB).  Additionally, the participants for the interviews and 

both focus groups will come from current students (either still in IBDP or have dropped 

full IBDP but still enrolled at Central High School), faculty and staff (including 

administration and counselors).   There will also be an online questionnaire for the 

remaining faculty, staff, and current students. 

Data Collection Tools 

An online questionnaire will be distributed to several college-enrolled students and 

college graduates who are from the IB program.  Fink (2013) believed surveys including 

on-line questionnaires may be used in “evaluating programs and conducting research 

when the information you need should come directly from people” (p. 5).  Because so 

much of the data to be collected will come from several people from several different 

locations, the online questionnaire was the natural method to collect data.  Ideally, there 

will be several colleges involved for a variety of experiences to report.   

The design will be cross-sectional because the students and graduates are not going 

to be interviewed or surveyed throughout their entire IB program; they are simply being 

asked questions of reflection on the program.  Asking former graduates about their 

experiences in the IB program as well as current students, teachers and staff members 
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will give the research personal experiences of those involved at one point with IB.  Fink 

(2013) proposed cross-sectional because “data are collected at a single point in time” (p. 

101).  This open-ended questionnaire will be sent out with a three week window for 

participants to respond.  In carrying out the questionnaire in this manner, there will be a 

threat to validity.  Any time there is self-reporting, researchers run the risk of participants 

not being completely honest or forthcoming.  Likewise, the longer the participant is away 

from the IB program, the less he or she may remember and be able to effectively 

contribute.  Creswell (2014) explained qualitative validity as “the researcher checks for 

accuracy of the finding by employing certain procedures” (p. 201).  In order to check the 

validity, questionnaires, interviews, and two focus groups will be utilized.  This 

methodological triangulation will hopefully validate certain themes which “are 

established based on converging several sources of data or perspectives from participants, 

then this process can be claimed as adding to the validity” (Creswell, 2014, p. 201).   

 Creswell (2014) called reliability “examining stability” (p. 201).  This can be 

achieved once again by triangulation of sources.  If similar themes are discovered from 

different sources, it will establish better reliability.  Therefore, getting online 

questionnaires from differing years of graduates, data from current students, 

administration, faculty, and staff, there should be a sound basis for reliable information.   

Interviews of students currently at the school who have been or are still in IB will 

allow data from several different sources (students in their last semester of IBDP, 

underrepresented students who are in their last semester of IBDP, students who dropped 

IBDP or part of IBDP, and underrepresented students who dropped IBDP).  A focus 

group will be a form of interview used where the “researcher interviews participants in a 
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group” (Creswell, 2014, p. 191).  It might be helpful for participants to hear others who 

are having similar experiences.  In this manner, four to six underrepresented students 

associated with IB can share ideas and insights to the experiences.  In order to follow 

correct interview protocol, semi-structured questions will be utilized for both individual 

interviews and the focus group.  The researcher will set up individual interviews for 

students who do not wish to be interviewed in a group setting.  

The choice of design for this study was easily identified as qualitative because it 

addressed experiences of a group which could be categorized.  Qualitative research 

studies both data which are phenomenological (underrepresented students and IB) and 

look at a particular case (underrepresented students in IB at Central High School).  

Because both are used, the design is a phenomenological case study.  The participants 

will be found by purposive sampling because all participants will have been associated 

with Central High School and IB.  The data collection was done by questionnaires (see 

appendices A, B, C) both on-line and in person.  By using current and former IB students 

and those who were associated with IB, the purposive sample allowed a large group of 

participants with many differing experiences the opportunity to provide their 

perspectives. 

Data Analysis 

The qualitative data will include responses from focus groups and interviews, and 

will produce themes or patterns from former students on how they feel about whether the 

program accomplished meeting their needs with IB coursework, college readiness, and 

the tenacity to finish college to emerge.  The analytic questions are designed to start 

general and work toward specific experiences as underrepresented students in the IB 
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program.  Once the interviews and questionnaires have been gathered, coding will be 

necessary.  Merriam (2009) stated, “Coding is nothing more than assigning some sort of 

shorthand designation to various aspects of your data so that you can easily retrieve 

specific pieces of the data” (p. 173).  The coding involves highlighting certain phrases or 

responses so they may be grouped together during analysis. 

Once data have been coded, the data will be analyzed for common themes.  Data 

analysis is “the process of making sense out of the data” (Merriam, 2009, p. 175).  

Analysis should identify certain themes like common feelings, reactions, or concerns that 

come from participants.  Identifying themes or categories in the qualitative data collected 

will produce what respondents perceive from their individual experiences in IB (For 

example, what group has had the biggest influence on you while in IB?).  The plan is to 

compile examples of the common experiences for students in the IB program and 

graduates of the IB program in order to analyze their experiences for common themes. 

Category construction and sorting the data will likely “be responsive to the purpose 

of the research” (Merriam, 2009, p. 185).  The construction of categories will include 

common experiences the underrepresented students have had in IB.  Although there may 

be many categories, and the categories are connected, the categories should also be 

“mutually exclusive” (p. 185) or have enough individual data to be independent.  

Keeping the research question in mind, the coding will likely address the four categories 

of entering IB, navigating IB, transitioning from IB, and obtaining postsecondary degrees 

once out of IB.  Merriam called phenomenological analysis “ferreting out the essence or 

basic structure of a phenomenon” (pp. 198-199) and case studies as “understanding of the 

case is the paramount consideration in analyzing the data” (p. 203).  Categorizing in order 
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to understand the structure of IB and understand the case of the underrepresented student 

in IB structure are both necessary.  Finally, transferability is possible to other schools 

offering IB in the US, especially schools in Missouri.  This might also be valuable to 

other choice programs when trying to address access for underrepresented students.     

Limitations, Assumptions, and Design Controls 

The biggest limitation might be in sample selection.  Purposive sampling is an 

obvious choice when looking at the IB population, but it is not always going to gain the 

most unbiased sample of the population.  Graduates of the IBDP who are willing to take 

the time to answer the questionnaire are likely those who had positive experiences in IB 

or have particular resentments they want to share.  The hardest population to obtain will 

be the students who dropped out of the IBDP program, graduated high school, and did 

not stay connected to the school.  These participants may be some of the best sources of 

information if located.  Finally, there are those underrepresented students who will not 

want to share sensitive information; family socioeconomic hardships will likely not be 

something they want to share openly or even consider when reflecting on their 

experiences in IB. 

Participant expectations may play a part in some responses as well.  Many times 

respondents to questionnaires answer what they think the researcher wants to hear or 

what would be socially acceptable.  According to Merriam (2009), “qualitative 

researchers can never capture an objective ‘truth’ or ‘reality’” (p. 215).   Students and 

graduates may be reluctant to share information they deem too sensitive.  Many who are 

underrepresented for low socioeconomic reasons may be unwilling to expose situations 

with poverty so they will not share or they will only tell what shows the positives of their 
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situations.  Triangulation, using more than one method, or type of measurement (p. 215), 

is one way to improve the validity of what people report.  Having online questionnaires 

and face-to-face interviews might alleviate some of the problems of individual 

participants’ experiences and improve validity. 

Because the researcher is currently part of the IB program, there may be bias toward 

the program involved.  In order to avoid this, outside sources will be asked to evaluate the 

data collected and the categories found.  Ethically, someone outside the research will be 

asked to be an “external auditor to review the entire project” (Creswell, 2014, p. 202).  

This will need to be someone not associated with IB or with any of the participants in the 

study. This external auditor’s “role is similar to that of a fiscal auditor, and specific 

questions exist that auditors might ask…it enhances the overall validity of a qualitative 

study” (pp. 202-203).  This outside source will look at raw data and the identified themes 

within the responses given to see if there is agreement in findings.  Respondent validation 

(Merriam, 2009, p. 217) might also cut down on misinterpretations because it allows the 

researcher to “solicit feedback on your emerging findings from some of the people that 

you interviewed” (p. 217). 

There are a few limitations in the design of the study simply because qualitative 

research deals with human responses.  Researching a program where the researcher is a 

participant may cause participants in the study to answer in a biased way.  They may 

want to answer the way they think the researcher wants them to respond or the researcher 

may interpret the data in a way that is purely the researcher’s perspective.  Merriam 

(2009) stated “what is being investigated are people’s constructions of reality—how they 

understand the world” (p. 214).  To control this, at least one external auditor will be 
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asked to evaluate the data collected.  By identifying the possible limitations and 

addressing those limitations and biases, the research will be more credible.   

Definitions of Key Terms 

AP 

 Advanced Placement (AP) is a choice program for students in the US.  Students are 

able to take rigorous individual courses culminating in AP exams.  The benefit of AP is 

consideration from selective colleges and college credit given on high-scoring exams.   

CAS 

CAS (Creativity, Activity, Service) is a required portion of the IB program.  Within 

each of the three parts (creativity, action, service), each student must write reflections on 

how they fulfilled 50 hours of participation.  For example, a student may volunteer at a 

Boys and Girls Club so he can write a reflection paper about his service or activity to 

students during that time.     

Choice programs  

Choice programs are used throughout many articles as a program offered by a 

school where students may choose to be involved.  IB and AP are two such programs 

used in the US. 

College-going climate  

College-going climate is the “extent to which adults within the high school create 

an environment that promotes norms for college attendance and provides the information, 

resources, and supports students need to effectively navigate college search and 

application” (Roderick, Coco, & Nagaoka, 2011, p. 199). 
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Course Student 

A course student is a student who has decided to take one to five different IB 

classes but does not want to do the whole program.  The course student still takes the test 

for each individual class but does not have to do the program required Theory of 

Knowledge (TOK) class, Extended Essay, or CAS. 

Cultural capital 

Cultural capital is a term used in some articles on minorities in choice programs.  

This is referring to “the kinds of knowledge students need to proceed along the path to 

education” (Kyburg et al., 2007, p. 185).  In other words, the college culture relates to 

how things work in the educational setting.   

DP/IBDP 

IB has a multitude of terms used specifically for the program.  Although IBDP 

(International Baccalaureate Diploma Program) is used as often as DP, they both are 

referring to the same program.  IBDP provides an IB education for the last two years in 

secondary education.  For students in the US, this is the 11th and 12th grades.  IBDP is 

also the only IB program which requires international exams, Extended Essay, or CAS 

hours to be completed.  IBDP is also the only part of the program which offers an IB 

diploma to show completion. 

Extended Essay 

The Extended Essay (EE) is an approximately 4,000 word research paper on a topic 

of the student’s choosing.  The essay must have a research question and argument about a 

topic which can be placed into a category listed from IB.  The students are guided by 

teachers, but there are restrictions on what type of help and how much help the teacher 
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may give.  The student has a year and a half to complete the paper, submit it, and have it 

graded internationally.    

Human capital  

Human capital was likewise used in various sources when discussing the human 

influence on whether a student decided to attend college.  This is referring to the human 

investment in choices, what do parents, peers or teachers think.  One example of this was 

in the study by Roderick et al. (2011).  The researchers wrote of human capital in relation 

to the climate afforded to students influencing their decisions about attending college.   

IBO  

IBO, or International Baccalaureate Organization, is used as often as IB but for the 

purposes of this research, the term IB is utilized because it is used more in the US. 

Underrepresented students  

Underrepresented students are students who, either by race, religion, or 

socioeconomic status, are considered unimportant or not considered when decisions on 

educational needs are made.  Another term used in some of the research in the paper is 

the underrepresented student.  These, likewise, are students who do not have enough in 

number to be considered when making decisions on the IB population at Central High 

School.  In the current study, most of the underrepresented students are African 

American, Hispanic, or have low socioeconomic backgrounds.  Students of other races 

and socioeconomic backgrounds are represented in greater numbers so are not considered 

underrepresented.   
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MYP/IBMYP 

The Middle Years Program is the part of the IB continuum which is newest and 

possibly the least structured.  For the schools that offer MYP, the age range and grades it 

encompasses are not consistent.  For Central High School, the last two years of MYP are 

offered in 9th and 10th grades; the beginning of MYP is offered in 6th, 7th, and 8th 

grades at a nearby middle school.   Central High School and its feeder school are the only 

two MYP schools in Missouri.   

PYP/IBPYP 

The PYP is the Primary Years Program with IB.  The PYP program is offered as 

early as kindergarten and runs through 4th, 5th, or 6th grades.  There are many different 

school structures within the US and not every elementary school finishes at 4th grade so 

there is a range offered with PYP.  Outside the Springfield Public School District, there 

are only three PYP schools in Missouri. 

Theory of Knowledge 

One course all full IBDP students must complete is called Theory of Knowledge 

(TOK).  This is a type of ethics and philosophy class where students are able to ponder 

ways in which people gain knowledge.  Course students do not get the opportunity to take 

this class.   

Significance of the Study 

This study is significant because knowledge gained may improve participation and 

outcomes for underrepresented students in the future.  Contributions to the practice of 

educational facilitators could be substantial and most likely readily accepted.  The head 

counselor and IB Director will be informed when thinking about where these students 
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will best thrive in college and considering why so many underrepresented students are 

not successful in the IB program.  The administration will be interested and open to the 

data because the recommendations could improve the school.  Both school and district 

administration have shown interest in this research and are open to how the school district 

can make this choice program more attainable to underrepresented students.  Central 

High School faculty and staff want to improve so any suggestions are usually 

appreciated, if not ultimately applied.  Benefits can be seen in the acquired knowledge 

helping in college readiness or in access for students who are underrepresented.   

This information could also be helpful to other IB schools in Missouri or the 

Midwest.  Data collected could direct whether the programs in Missouri or the Midwest 

are meeting the goals of the international program and whether students are sufficiently 

prepared for the rigors of college or university having participated in the program.  

Having several years of underrepresented students to draw information from will 

hopefully allow for themes to emerge that will guide future underrepresented students 

from Missouri and Central High School as to what they may expect to gain from being in 

an IB school and what that means for their possible success in college.   

The information gained in this research could also fill gaps in the literature.  IB 

publishes extensive research pertaining to the success of IB and the preparation for 

college, but the organization struggles to address all the different problems schools may 

encounter worldwide.   Access for underrepresented students is one area of concern in the 

US, and the body of research could be strengthened through this study.  Additionally, 

although there is a broad range of research on underrepresented students in education, the 

specific topic of underrepresented students in IB is limited.   
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Summary of Introduction to Dissertation 

Choice programs are offered to students throughout the US as alternatives to the 

normal curricular choices.  The background to IB in the US has been slow and, at times, 

contentious, but growing none-the-less.  The success of the program has been well-

documented by IB, but there have been problems of access in the US.  Through a 

measurement of the extent to which former IB students have gained access to colleges of 

choice and successful navigation of postsecondary degrees, data will hopefully suggest 

ways IB has helped students to complete their goals.  Through interviews and online 

questionnaires, data will hopefully show themes of a positive nature for success in choice 

programs, whether the IB programs in Missouri successfully help students prepare for the 

next step, and possible solutions to helping the underrepresented students achieve their 

goals.  This research may have the most impact by contributing to the gap in the literature 

about underrepresented students in choice programs. 
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Section II—Practitioner Setting for the Study 
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IB is an international organization present in every region of the world.  IB has been 

in the US since the early 1970s and has been enjoying slow but steady growth since that 

time.  Central High School is the oldest high school in the city of Springfield, Missouri, 

and has one of the most established IBDP programs in the state.  To fully understand how 

IB functions at Central High School, it is important to understand the history, 

organization, and leadership of IB at Central High School as well as the implications of 

what this research will have on IB at Central High School. 

History of Organization 

In the US, IBDP has been a popular choice for college-bound students.  In order to 

be a consistent organization throughout the world, IB has to be very structured while at 

the same time giving each country and region of the world the ability to adapt and 

organize in accordance with the culture.  This is a rather tenuous and delicate balance 

between rigid structure and adaptability.  Bolman and Deal (2008) called this a challenge 

and described the challenge “If structure is too loose, people go their own way or get lost, 

with little sense of what others are doing.  Structures that are too tight stifle flexibility 

and cause people to spend much of their time trying to beat the system” (p. 75).   To 

address this challenge, IB has explicit structure for completing the program and 

requirements for students graduating but leniency in the choices of classes or exams to 

take.  For example, every student must take six subjects as part of his or her curriculum in 

addition to the core components of the IB program, but the student has freedom to choose 

what classes he or she wishes to take within the six subjects.  Students must take an 

international exam at a given time across the world on each of the six subjects, but each 

student may choose which year to take the exam and which of the six exams he or she 
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will take out of dozens from which to choose.  Each student must take language courses, 

but the student is free to choose any language offered.  At Central High School, French 

and Spanish are the only two classes offered in the language courses, but students may 

take another language independently.  The students must be guided by a faculty member, 

and they must take the international exam in the subject, but they have the freedom to 

choose the language they want.   

The play between rigidity and flexibility can also be seen in the core elements of the 

program, which are CAS (creativity, activity, service), EE (extended essay), and TOK 

(Theory of Knowledge).  Each student must do approximately 50 hours of each portion of 

CAS, but there is no specific type of creativity with which they must adhere.  One student 

may choose to take an art class for creativity whereas another student may choose to be in 

a dance troupe or enter photography contests.  The choice is there for each student despite 

the rigidity of the structure IB must maintain.  Bolman and Deal (2008) called this 

challenge “excessive autonomy versus excessive interdependence” (p. 75) where IB 

wants to give students the ability to choose their own activities and creative experiences, 

but students may have too much freedom and never finish their requirements. 

One draw of IBDP at Central High School has been the strong history of success for 

students graduating with an IB diploma.  The number of students to gain acceptance to 

selective or highly selective universities and colleges is the highest in the district.  Central 

High School has numerous additional distinctions including dozens of National Merit 

Scholars, numerous yearly acceptances to Ivy League schools, rankings as one of top 

schools in the nation by news sources, and the highest annual ACT scores in the district.   
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Despite the strong heritage at the school, being the oldest school in the city, and 

having many distinguished graduates, Central High School was not always the shining 

example of excellence for the city.  There was a time when the school was almost closed 

due to low enrollment and little community support.  This was the perfect scenario for a 

program like IB to come in and change the fate of the school.  IBDP was initiated in 1998 

when the school district was voting whether or not to close the school.  The IB program 

virtually saved the school, and from that time on, the IB program and Central High 

School have flourished.  

IB enrollment has increased by more than 60% since 2000 (Central High School, IB 

Diploma Program, 2013).  Because IB has become so popular, the population at Central 

High School has soared.  In 2000, there were fewer than 900 students; today, the number 

is near 1,800 (Missouri Department of Elementary and Secondary Education, District and 

School Information, 2013).  Central High School’s population has never had more than 

25% IBDP population in the twelfth grade, but the program continues to draw students to 

Central High School in the earlier grades who choose to stay at Central High School.  

The population of ninth grade students in the IB program is automatically 100% because 

all students are automatically part of the IBMYP.  Most students who attend Central High 

School drop the full program by the end of their tenth grade year, but they continue to be 

students at Central High School.  The atmosphere at Central High School allows a 

community of both IB and non-IB students to feel represented.  The early establishment 

of IB and the continuum from elementary through secondary IB education has made 

Central High School an excellent source for information on the IB program in the 

Midwest. 
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Organizational Analysis 

The IB organization has a clearly defined structure.  Bolman and Deal (2008) 

defined assumptions of the structural frame as including “organizations exist to achieve 

established goals and objectives…increase efficiency and enhance performance through 

specialization and appropriate division of labor…suitable forms of coordination and 

control ensure that diverse efforts of individuals and units mesh” (p. 47).  All three of 

these goals are perfectly suited with IB, and the established goals and objectives of IB are 

carried out within Central High School.  These goals and objectives work well to increase 

the efficiency and performance of IB students through the specialized training each IB 

teacher gains.  Finally, there must be coordination between the IB organization and the 

school and faculty of the school.  Each teacher has a structure from IB to follow with the 

class he or she teaches, and, although there are teachers instructing around the world, 

they are coordinated to be following the same guides.  IB as an organization is full of 

structure with common curriculum guides, matrices of completion, timelines, deadlines, 

standards and practices, and learner outcomes.  Each and every one of these resources 

originate at the IB organization to be carried out within all schools universally and under 

the diverse means of each teacher. 

The IB structure is integrated into Central High School’s structure.  Even though 

Central High School is far older than the IB program, the two have combined to give the 

student population a solid structure of expectation and acceptance.  The rules of the 

school apply to students whether they are in IB or not; there is no distinction between 

expectations of the students.  The structure Central High School is similar to all high 

schools in the district, is conducive to the IB program and maintains the same prospects 
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for any student who wishes to take any class.  An example of this is the opportunity for 

students to take IBDP classes without being IBDP students.   

This is not to say there are no limitations within the structure.  When a school 

implements a program as rigid as IB, there are areas of concern.  IB is only 25% of the 

eleventh and twelfth grade populations.  Students who do not want to participate in IBDP 

often garner less attention from counselors or teachers.  The least appreciated teachers are 

relegated to teaching non-IB classes.  Also of concern in a highly structured organization, 

the access to leadership is more limited due to the highly developed chain-of-command.  

Neither of these limitations are evident at Central High School but both are minimally 

present. 

Human resources are also valuable.  The human resource factor is appreciated at 

Central High School because it “highlights the relationship between people and 

organizations” (Bolman & Deal, 2008, p. 137).  What makes the human resource factor 

so strong is how personal the teachers make the curriculum.  There is a durable 

relationship between the teacher and the student in IB classes because both the teachers 

and the students feel they are in a special situation together.  Other classes, schools, and 

students do not understand what struggles the IB students go through, but their teachers 

and fellow IB students do.  The comradery the program creates is strong and lasting.  

“Organizations need people (for their energy, effort, and talent), and people need 

organizations (for the many intrinsic and extrinsic rewards they offer)” (Bolman & Deal, 

2008, p. 137).  The relationship between the IB teachers, who carry out the program, and 

students, who participate, is structured and full of stress but necessary.  Without the IB 

program, Central High School would not be as successful or desirable to students.  
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Likewise, IB would not be so popular without the commitment of the teachers and 

students.    

Bolman and Deal (2008) discussed the fact that programs can get competitive.  In 

an IB school the courses, teachers, and programs are all very competitive.  Levi (2014) 

described three types of personalities and how they are more or less competitive but he 

went on to state the culture is just as important as a personality type.  According to Levi, 

it is easier to get a staff to work toward a reward rather than changing established norms.  

IB gives the staff something to communally work toward rather than against.  The IB 

faculty want to be part of a successful program so there is extensive support between 

faculty members.  The cooperation of teachers to build cross-curricular opportunities can 

be seen in most departments.  For example, TOK (Theory of Knowledge) class works 

with the psychology class to address ethics within research and experimentation.  The 

two classes often discuss shared experiments to build ideas across many different areas of 

knowledge.  Rather than competing within the school, competition happens with other 

IB.  Additionally, IBDP teachers have a lot of ownership in their curriculum and that 

tends to augment their commitment to the school.   The individual teachers in IBDP are 

tied to scores, and the teachers are therefore very proactive in monitoring for struggling 

students.  Of all types of competition that could be found at Central High School, this is 

one of the more detrimental and common.  If a student is struggling in an IBDP class, 

often the teacher will remove the student from the class before testing and enroll the 

student in a class where he or she does not struggle as much.  The problem with this 

practice is the students from underrepresented groups are often the struggling students.  

Teachers more often would rather spend their efforts on students who are going to get the 
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highest scores rather than try to close the gap between the highest achievers and the 

lowest.   

Finally, the IBDP can also be viewed through a political frame.  Bolman and Deal 

(2008) stated, “The political frame views organizations as roiling arenas hosting ongoing 

contests of individual and group interests” (p. 194).  Although there is lateral 

coordination, the principal must support both IB programs and non-IB programs.  In this 

way, the school can be seen as a “coalition” (p. 198).  The school has a “consistent goal 

set at the apex of authority” (p. 198).  When IB came to the US in the 1970s, many called 

it “un-American” and it became politically charged.  The political issues of the 1970s are 

still found today in areas of the country.  The Midwest, often seen as underrepresented 

with IB involvement, still has objectors to the “international” component of IB.  

Competition within IB becomes political as well.  There are only a few teachers 

who do not want to teach IB at Central High School.  This means teachers are competing 

to get the few coveted positions in IBDP, and, once teaching those classes, teachers must 

campaign to get students enrolled in the class.  If a teacher does not have enough students 

to fill a course, he or she cannot keep offering the course.  Additionally, the teacher is 

tied to the scores the students get from the international exam they take, and there is no 

escaping the judgement associated with those scores.  If the students in an IB biology 

class continuously have low exam scores at the end of the year, the teacher will be 

replaced.  This creates a desire for teachers to recruit the strongest students into courses, 

and the lowest scoring students are, at times, encouraged to drop the class.  This is a 

definite problem for the underrepresented student because these are often the students 

who do not have the background to be one of the coveted students.   
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No matter how much schools want to say every student is equal, the assertion has 

not corresponded with the national politics of underrepresented students.  IB is no 

different when it comes to the underrepresented student being underrepresented.  The pull 

from peers, parents, and the fear of being even more of a minority in this very elitist-

looking program is hard to overcome for underrepresented students and so IB continues 

to appear elitist.     

By looking at IB at Central High School through structural, human, and political 

frames, it is easy to see the complex picture of the school.  IB is highly structured 

because it is an international program and must be consistent in order to have the same 

education in each country and area of the world.  Although IB is rigid in structure as far 

as expectations and compliance to the common curriculum, IB also allows each teacher to 

establish his or her own design in how to get to the end results.  Just as IB can be viewed 

in a structural frame, IB at Central High School can also be viewed through the human 

resource frame because IB is very focused on making students feel this program is 

individual enough for them to choose what they want to take and allowing the teachers to 

decide what material to cover in order to prepare students for the IB exams.  Finally, it 

would be difficult to say IB or Central High School were not political in nature.  Both the 

program and the school must contend with competition from other programs and schools 

for students and in how potential students see IB at Central as being a program which is 

manageable and beneficial. 
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Leadership Analysis  

The leadership at Central High School is structured similarly to all the other high 

schools in the city.  Each school in the city has one head principal and three assistant 

principals.  There is a very structured chain of command for teachers and students.  The 

principal is the site’s leader and all of the school administration aligns with the style of 

the principal.  The three assistant principals, IB Director, coordinators, and department 

chairs are the visible leaders who make up the leadership team.  The styles of leadership 

at Central High School, however, may differ considerably from other high schools in the 

district because of IB.  Central High School is the only school in the district with an IB 

Director or IB Coordinators.  Despite the differences from the other schools, leadership at 

Central High School can be understood by viewing the leaders through the Style 

Approach and the Situational Approach. 

The Style Approach “emphasizes the behavior of the leader” (Northouse, 2013, p. 

75) more than a skill or trait of the leader or what the followers need.  Style goes beyond 

the personality to how the leaders act, especially to followers.  The Style Approach fits 

the leadership with IB because it works with “all levels in all types of organizations, 

managers are continually engaged in task and relationship behaviors” (p. 86).  At Central 

High School, there is a designated leadership team.  The team includes the principal, the 

eight department chairpersons, the chairperson of the counselors, the A+ Coordinator, 

and the IB Director.  The leadership team ideally meets every month to discuss the most 

pressing issues regarding the management of the school.  Each person on the team is 

expected to take the information discussed or decided during the meeting back to his or 

her respective departments and share the necessary information.   
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Northouse (2013) included five different practices of the leader in the Style 

Approach (p. 80).  At Central High School and with the IB program, Team Management 

seems to address the needs of the program most of the time.  The leadership team has 

high commitment from members to be part of the management of the school.  The 

chairpersons take the results of the team meeting back to their respective departments and 

take the responsibility of carrying out the expectations from the leadership team.   

Central High School is completely committed to the IB program.  This can be seen 

in each and every department in the building.  The IB teachers are also highly dedicated 

to the IB program because they not only have publicized individual scores tied to their 

classes, they do not want to let their students have anything less than an appropriate IB 

education.  IB encourages teachers to be conscientious of their responsibilities and allows 

the administration to “promote a high degree of participation and teamwork in the 

organization” (Northouse, 2013, p. 81).  This is not to say the teacher is only committed 

if he or she has a score attached to his or her class, but it adds more accountability to each 

teacher.  The teachers are also committed due to the high expectations from students.  

When students enter IB classes, they expect something more than classes they have 

attended before IB.  

Limitations can be seen in the Style Approach (Northouse, 2013) and can be seen at 

Central High School.  Communication can break down with the leadership team.  There 

is the expectation the chairpersons will take the true intention of what the leadership team 

wants for each department when, at times, there are miscommunications or 

misinterpretations.  This group style of leadership often leads to those teachers in a 
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particular department not getting the correct information necessary which can lead to 

problems in the classroom.    

Situational Approach (Northouse, 2013) is another leadership approach that can be 

applied to the IB program at the research location.  The Situational leader will adapt to 

the situation, “the essence of situational leadership demands that leaders match their style 

to the competence and commitment of the subordinates” (p. 99).  There is a need for the 

leader of the IB program to adapt to new situations.  The program is very rigid and 

demanding of both students and teachers, so the administration must be supportive of 

both while still managing the rules and regulations of the international organization.  

There are times when the principal needs to be directive of what needs to happen while, 

at other times, allows some leniency of overworked students and teachers.  Teachers are 

given stipends to mentor students with the extended essay, and students are given work 

days at a local college in order to prepare their research for the extended essay.  The 

Situational Approach allows the leadership at Central High School to blend district 

expectations with the expectations of an international program like IB.   

A weakness with the Situational Approach is “the ambiguous conceptualization in 

the model of subordinates’ developmental levels” (Northouse, 2013, pp. 106-107).  The 

labels of followers is not quite defined enough to show what commitment and 

competence absolutely mean.  Competence for one student or teacher could be something 

very different for another student or teacher.  It is not as though the leader could 

absolutely know if a student is committed in the way he or she assumes that student is.  

This is a problem especially when one considers how underrepresented students often do 

not want to put themselves in the spotlight or show anyone they are struggling.  An 
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example of this was stated in a student response to feelings of difference “they felt they 

were prejudged to be intelligent, and therefore felt pressure to act in certain ways” (Foust, 

Hertberg-Davis, & Callahan, 2009, p. 15).  Although the students felt different, they were 

unable to express it to their peers for fear of ridicule.   

Both the Style Approach and the Situational Approach have strengths when 

working with IB.  The leadership team must appreciate the aims of the IB program when 

making decisions for the school.  Likewise, the Situational Approach allows leaders to 

adapt to the situations IB brings to Central High School.  There are times when the 

principal or the leadership team must make decisions for the school based on what is 

needed for IBDP, and this happens at Central High School annually.   There are 

limitations in both approaches, but overall, both allow for a cooperation between the IB 

program and Central High School. 

Implications for Research in the Practitioner Setting 

IB has been a valuable asset to Central High School and continues to grow; with 

this expansion come both positive and challenging opportunities.  The choice to use 

Central High School is two-fold.  One reason is Central High School is one of the most 

established IBDP programs in Missouri.  There are few other options in the state or in the 

Midwest that are better examples of the IBDP because of Central High School’s long-

standing commitment to the IB program.  Central High School is also an excellent 

choice; it was the school originally chosen to house the IB program because of its diverse 

population and ability to give IB access to a Title 1 population.  Offering this program in 

a school where the most underrepresented students in the district attend, gives the 

research better access.   In addition to these two strong incentives, the school has a large 
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population.  Central High School is one of the two largest schools in the largest 

accredited school district in Missouri.  Once again, this allows more population for a 

qualitative study. 

Does this mean Central High School will be open to the findings of such a study?  

In the past, Central High School has been very open to review.  Central High School and 

IB (internationally) are continuously changing and evolving so there needs to be periodic 

review.  A verification committee for IB comes in to do a program evaluation every five 

years.  This evaluation requires every part of Central High School to contribute materials 

and explanations of how IB is utilized.   However, underrepresented students are not 

currently a focus of these program evaluations.  This research will allow new 

opportunities for the school to reach underrepresented students and new resources to 

explore.  Once a student leaves IB, there is not as much data collected on them as when 

they were a part of the program; therefore, the results of research on underrepresented 

students will be new information and a possible way the leadership team can improve 

access to IB for future Central High School students.   

Summary for Practitioner Setting 

There is a lot to be said for location and history of both Central High School and of 

IB.  Understanding the history of the IB program and how it is a part of Central High 

School is valuable.  The IB organization is both rigid and pliable; without the structural 

frame, IB would not be able to keep consistency throughout the worldwide programs.  

Schools would not follow such a rigid structure the IB program insists upon without 

believing in the consistency throughout the world.  Therefore, the structural frame has a 

place in the standards and practices, the guides for each curriculum, and the path for 
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completing the program.   Despite the heavy structural nature to IB, there is a definite 

human resource focus.  Each and every school interprets IB differently; each area of the 

US, and each country in the world has a different perspective of the structure so it has an 

emphasis on the human resources to be competent in carrying out the goals and aims of 

the program.  Although a political dimension must be acknowledged, there is a trust 

given to each IB school to reach the students in the best way possible for that area.  

Teachers are expected to be highly competent and yet still caring which brings out the 

best of the human resources at Central High School. 

The same can be said for the leadership within each IB school.  Administrators must 

be there for structure and support while still encouraging teachers to be independent and 

competent.  The Style Approach is applicable to Central High School because the 

administration must take on a Team Management style in order to meet all the needs of 

the IB while still providing for students who are not in the IB program.   The 

implementation of a leadership team allows Central High School to have a Team 

Management style and give teachers more communication and connection to leadership.  

Likewise, because IB is so dominant in the school, having a Situational Style of 

leadership is necessary.  The IB creates a situation unlike most other schools in the 

Midwest.  Ultimately, the leader of an IB school must be able to be structured and 

supportive of diversity.   

There are many sources of research on underrepresented students; however, when 

looking at underrepresented students in IB, the sources are limited.  This study has the 

potential to further the limited research for not only Missouri or the Midwest but possibly 

the US.   Further, Style Approach research might focus on the leader guiding teachers in 
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being effective elements of a team (IB teachers and supporting staff) rather than simply 

measuring the qualities of that leader.  Further research with the Situational Approach 

might focus more on defining terms like competence and how that may be a flexible term 

when it comes to education.  This should not be as difficult as asking principals to 

measure their involvement, but it would require many sources for a more substantial 

collection of definitions.  More research with data like these needs to be done; with 

further research and findings, organizations like IB and the research school will be able to 

have a more vivid picture of the data. 
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Section Three—Scholarly Review for the Study 
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There are many areas within access and IB which need more scholarly review.  The 

issue of access is often limited in terms of underrepresented students.  Does involvement 

in IB translate to more college readiness, the attainment of college acceptance, and the 

fulfillment of college degrees?  While there is an abundance of evidence on how choice 

programs are beneficial for students starting and attaining degrees at universities 

internationally, there is very little of that body of evidence coming from the US and 

almost none coming from the Midwestern region of the US.  Much of the research 

available are from international perspectives; but, there has not been an abundance of 

sources from the US.  Even less information has been devoted to underrepresented 

students in IB.  This second part to the question is whether underrepresented students are 

being served by IB.  Although there is a fair amount of information on underrepresented 

students, there is little on whether choice programs like IB are helping them and even less 

information coming from those students as to why they entered, completed, or out of IB 

coursework. 

Considering the research question focusing on experiences of access and navigation 

for underrepresented students in the IB program, there are four areas of scholarship:  

gaining access to IB program, navigating the IB program (how the IB has been at helping 

students achieve diplomas), transitioning from IB to postsecondary institutions, and 

obtaining degrees from chosen colleges.  Literature related to IB is often funded through 

IB and are somewhat positively biased toward IB in statistics and relevant material.  This 

makes unbiased data hard to find.   Furthermore, most material on underrepresented 

students does not come from choice programs, but from research on regular educational 

efforts to support underrepresented students. 
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Access to the IB Program 

One issue IB has been researching and trying to address is the concept of access.  

Not every school district is going to be able to offer AP or IB and not every student will 

have the means to get access to such programs if desired.  In addressing this, IB has put 

the effort and funding into projects focusing on improving access.  Much of the research 

has been done on the trickling down of access.  To get into the best college, the student 

needs the optimal high school experience.  To get into the best high school, the student 

needs the optimal elementary experience.  The high expectations start trickling down to 

even elementary schools.   

Iatarola, Conger, and Long (2011) found the incoming students’ preparedness 

(eighth-grade graduates) to be more important to whether a school offers IB than the 

quality of teachers in high schools.  With this in mind, the student who comes from a 

program for college readiness will likely have had the same kind of commitment 

throughout his or her primary and secondary educational experience.  For many IB 

schools, there is a continuum from elementary PYP to middle school MYP that prepare 

students for the IBDP.  The college preparation begins even before high school.   

Gerry and Corcoran (2011) presented a two-year evaluation of a three-year project 

funded by the Bill and Melinda Gates Foundation on “increasing the participation of 

minority students and students in poverty in its MYP and DP in selected school districts 

in the United States” (p. 3).  The goals were to improve teacher access to resources, 

practice, design, and support as well as increase participation of low-income and racial 

minority students in three pilot districts.  The findings included 10 indicators about how 

the teachers “believe that the MYP is a good instructional program that provides rigorous, 
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relevant learning opportunities for all students” (p. 38) and “the vast majority of project 

participants believe that underrepresented students can be successful in the MYP, 

especially with appropriate supports” (p. 38). Challenges were also identified due to some 

teachers or administrators not believing in the goals of the project or of IB, and “there 

remains frustration about how to increase the retention and success of underrepresented 

students in the MYP and how to move them successfully into the DP” (p. 39).  

Addressing the challenges with underrepresented students is often in discussion and 

intervention.  According to Gerry and Corcoran (2011), most participants reported 

“frustration with what they see as a lack of attention to specific strategies for moving this 

agenda forward” (p. 40).  Despite the challenges presented in making the upper 

elementary schools more rigorous and preparing underrepresented students, this is the 

trend that seems to help students become ready for the IBDP curriculum. 

Other information on access to IB for underrepresented students comes from Perna 

et al. (2013).  Perna et al. evaluated data from surveys and documents from Florida’s state 

document base to find if IB could serve Black, Hispanic, and low-income students.  

Florida has been one of the most IB saturated states in the US and has had the notoriety 

of having the second highest passing rate on IB exams.  Considering there is also a state 

database for all IB statistics, Florida seems to be a great candidate area to focus a study.  

Perna et al. found “the descriptive analyses conducted in this study suggest that IBDP is 

failing to provide the opportunity to improve the academic readiness of populations in the 

United States that have traditionally averaged lower levels of college readiness” (p. 419).  

A second finding from Perna et al. (2013) was “although the IBDP has increased its 

representation in schools across the nation that serve greater proportions of Hispanic and 
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low-income students, the characteristics of students participating in IBDPs are much less 

diverse” (p. 419).  A final finding in the study was “although the IBDP is being offered in 

more diverse schools, it is experiencing less success enrolling Black, Hispanic, and low-

income students into the program” (p. 419).  Both of these findings support the 

continuation of those who have money and college preparation in the home getting more 

access to and desire for programs like IB. 

Previous work by Congor et al. (2009) supported this idea with a study that 

analyzed disparities in race, socioeconomic status, and gender with taking challenging 

courses like IB.  With a concentration on the state of Florida, the researchers looked at 

the gap in enrolling in such programs as IB or AP.  The findings were consistent with 

later work identifying pre-high school preparation and differences between students to be 

key to a student’s success in high school.  The research went on to suggest the idea 

“reallocating students across high schools reduce course-taking gaps” (p. 573) was not 

statistically significant. 

Historically, in the US, IB schools have been initiated to revitalize inner city 

schools.  Mathews and Hill (2005) described the situation as the middle class leaving the 

cities for suburbs and leaving “an increase in the portion of low-income students at those 

schools, including more young people from immigrant families where English was not 

the first language” (p. 123).  IB was alluring to schools where something was needed to 

pull students back to the city schools.  According to Conner (2008), “culture is now often 

cast as socioeconomic status and ethnicity rather than nationality, but by desegregating 

schools, the IB enables young people who would not ordinarily have the chance to 

interact to work together and learn from one another” (p. 344).  If that works in inner-city 
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schools, it is a wonderful experience; however, “in many American schools, the IB 

program does not serve a broad mix of students. It may be implemented in a 

homogeneous school where all the students look alike and share common backgrounds” 

(p. 345).  If there is a school where it is not homogeneous, often the school caters to a 

small demographic which ends up being very homogeneous.  As is often explained by 

Central High School faculty and staff as well as other schools offering IB, offering this 

program can create a school-within-a-school atmosphere.  Kugler and Albright (2005) 

believed IB is fighting against the idea of “a diploma-only program as a school-within-a-

school” (p. 43).  This is such the case even at a “diverse” school like Central High 

School.  

Chicago Public Schools (CPS), one of the largest school districts in the US, decided 

after lengthy research to expand IB to all CPS schools, not just the inner-city school that 

needed revitalization.  According to Coco, Johnson, and Kelley-Kemple (2011), 

“policymakers at CPS saw the IBDPs as a way to prevent bright CPS elementary 

students—those with test scores that are above average but not high enough to gain 

admittance to the highly competitive selective enrollment high schools—from attending 

private high schools in the city or leaving the city to attend suburban public high schools” 

(p. 3).  The entire district made a commitment to offering every student the same access 

to IB.   The implications and results for CPS are still developing and evolving.  The 

district has not been providing IB at all levels for enough years to have a well-developed 

picture, but the first three years have been evaluated as successful for CPS.  There are 

improvements in most schools in the district but not entirely tied to IB. 
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For some researchers, the answer to improved performance is not necessarily 

simply one of access to the IB program.  Instead of specialized education for a few, 

researchers consider offering every student in every school the same kind of choice 

curricula.  In a study by Burris and Welner (2005), the authors looked at the achievement 

gap and how black and Hispanic students are “consistently overrepresented in low-track 

classes” (p. 595).  By heterogeneously grouping all pre-high school students into an 

accelerated math class, “over 90% of incoming freshmen entered the high school having 

passed the first Regents math examination.  The achievement gap dramatically narrowed” 

(p. 596).  The school district did not just offer the accelerated classes and every student 

improved naturally; the schools offered extra math help during the school day and offered 

tutoring after school four days a week.   The authors of the article contended 

“achievement follows from opportunities—opportunities that tracking denies” (p. 598).  

Again, for researchers like Burris and Welner, education should be consistent for all 

students, not just a few elite.   

Another study looked at what the opportunities like IB offered to diverse 

populations.  Diem, Cleary, Ali, and Frankenberg (2014) examined the problem of how 

rapid growth in suburban area schools affected urban schools’ ability to offer integrated, 

similarly challenging curricula.  They found suburbanization ultimately made it difficult 

to keep a racially diverse district because of “conflicting and multidimensional 

preferences among parents” (p. 31).   Smith (2010) reported on a similar examination of a 

school district’s attempt to close the gap between diverse populations.  Smith proposed 

there were four areas for closing the gap; the district had to offer “the right conditions” 

(p. 21) in offering higher math courses in eighth grade for students and offering more 
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challenging curricula to all students at the high school like IB.  Likewise, the district 

proposed “shifting conversations” (p. 23) by “principals, counselors and teachers to 

encourage students of color, while soliciting support and cooperation of their parents, to 

enroll in rigorous middle and high school courses” (p.  23).  The rigor had to be 

established by “expanding access to and success in rigorous high school classes and one 

important remedy to underrepresentation of students in advanced classes resides in the 

expectations held by teachers, parents, and the students themselves” (p. 23). Finally, 

Smith found “a new mantra” (p. 24) was needed; “success bred more success” (p. 24).  

By sharing the successes of the students, more students were enticed to take AP and IB 

offerings.  The district went from “black students, representing 29% of the school’s 

enrollment, made up about 20% of the AP enrollment.  Latino students, constituting 44% 

of the school’s enrollment, were 40% of the Advanced Placement enrollment” (p. 24).  

The success of those initial black and Latino students encouraged other students to try 

and succeed in more challenging courses.   

Not every article and study was for such access to rigorous curricula though.  In an 

article from Wilensky (2007), the author stated “if it is the hyper-academic focus of 

college entrance requirements that leads to the success of only a few, the outright failure 

of others, and the low achievement of many in our K-12 system, then further tightening 

the alignment between colleges and public schooling can only make things worse” (p. 

249).  The author contended the structure of most school districts in the US is to serve the 

very few who are preparing for selective colleges.  This means the whole district is set up 

to serve the very few.  Not only is it the high schools, “schools serving grades K-8 

organize themselves to make sure that they offer the classes that teach their ‘best’ 
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students the prerequisite knowledge and skills for success in advanced high school 

courses” (p. 250).  The article examined the problems associated with putting such high 

academic focus on all students to provide for the few students who will actually join the 

academic world.  In doing this, “students who are less privileged, less academically 

talented, and less compliant quickly realize that they are less valued at school” (p. 255) 

and those students start to protect themselves with behaviors like “acting out, shutting 

down, or finding ways to not even attend” (p. 255).  As is suspected, the 

underrepresented students do not want to attempt the IB program.  These behaviors are 

even more heightened with students of color (Wilensky, 2007).  The author stated the 

need for redefining what colleges are expecting beyond the selective few.   

Access to IB and other choice programs is important for growth in these programs.  

IB recognizes the limitations for underrepresented students to get access and have 

implemented several projects to address these issues.  Identifying the problems is one of 

the first steps in overcoming access issues.  The research by Gerry and Corcoran (2011) 

and Perna et al. (2013) specifically examined the relationship of IB and access for 

underrepresented students.  This was supported by broader research on choice programs 

by Conner (2008), Mathews and Hill (2005), Iatarola et al. (2011) and Congor et al. 

(2009).  Each of these studies had a unique view of underrepresented students getting 

access to educational opportunities, whether the access be in location or rigor.  Finally, 

there are researchers who question the validity of such choice programs like IB and 

whether choice programs really give equal opportunity to the underrepresented student or 

create a bigger gap in educational opportunities.   
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Navigating the IB Program 

There is a strong emphasis in the US on choice programs getting students better 

prepared for college.  To begin looking at whether students can successfully navigate the 

IB program, there are several studies which compare IB to other programs in college 

readiness.  The most common comparison IB has is to Advanced Placement (AP) classes.  

This is a rather unfair comparison in that AP allows students to take particular advanced 

courses, but the classes stand independently and students do not have to be involved in an 

entire program.  The easiest comparison would be the students who are not full DP 

(called Course students) and the corresponding AP class.  There are studies comparing 

the individual DP courses and AP courses.  Byrd, Ellington, Gross, Jago, and Stern 

(2007) compared and graded both IB and AP corresponding courses in English, history, 

biology, and calculus.  Grades were awarded based on “content, rigour, and clarity” (p. 

12).  Byrd et al. found AP and IB courses to be equal in English classes and US History 

classes, but IB mathematics and science had an edge over AP calculus and biology.  

From these findings, Byrd et al. recommended, “the IBO should streamline its curriculum 

guides to make them less verbose and more user-friendly” (p. 19).  It was also suggested 

IB should “consider allowing some of its courses to be taught apart from the Diploma 

Programme” (p. 20).  Although there are schools (like Central High School) that offer 

individuals the ability to take IB courses without being in the program (Course students), 

many IB schools require students to be either in IBDP or not in the program at all.   

Byrd et al. (2007) found “Most competitive universities in Europe offer recognition 

for the IB diploma, though currently just 828 U.S. colleges and universities offer credit 

for IB coursework” (p. 9).  Byrd et al. further stated that IB was becoming more popular, 
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“there were 27,960 diplomas awarded worldwide, with 10,146 of them awarded in the 

United States.  As IB grows in number, it grows in recognition and the IB program is also 

becoming both a placement and an admissions vehicle” (p. 9).   

When considering why a student would want to navigate the IB, the benefits and 

limitations of the program emerge.  There are several studies on the attitudes of IB in the 

US as to how prepared and successful graduates perceived themselves.  A study 

conducted by Wright (2015) investigated the components of IB that left graduates with 

long-lasting effects, which included both benefits and limitations.  Most beneficial was 

“advantages for university admission and earning advanced credits…as was the benefit of 

IB studies for university preparedness” (p. 3).  Through much of the qualitative study “a 

common thread that emerged from participant life stories was that the IB has the potential 

to powerfully shape the lives of students who participate in its programmes” (p. 3).  

Conley, McGaughy, Davis-Molin, Farkas, and Fukuda (2014) identified what 

specific components of IB were most and least valuable for college preparation according 

to DP students and graduates.  IB students reflected they were “better able to cope with 

the heavy workload required in college honors” (p. 15).  Additionally, graduates reported 

on non-academic preparation for college as important in the IB process.  For example, 

students were asked to “complete student profile posters on how they view themselves as 

students, including how they reach out for help, what they enjoy about being a student, 

what types of classes they choose, and what differentiates them from their peers” (p. 14).  

Projection activities that allow students to envision themselves beyond graduating is 

helping in goal-setting.  
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One research study on students’ perceptions of choice programs like IB was by 

Foust, Hertberg-Davis, and Callahan (2009) who analyzed data collected from 24 US 

schools from seven states to obtain perceptions from students on AP and IB benefits and 

limitations.  Benefits included “pride from completing more challenging work, feelings 

of similarity with other participants, special bond among participants, better treatment 

from teachers, and better class atmosphere” (p. ix).  The limitations included workload, 

negative stereotypes, rigor, stress, and fatigue.  Strengths of this research lay in the first-

person accounts of responses and what common themes started to emerge for IB students.  

Foust et al. were able to find common themes among these responses like “Students’ 

comments revealed that the pressure to succeed in these more challenging courses, and 

the subsequent stress, was largely self-imposed” (p. 11).  Although this research did not 

analyze underrepresented students, many themes could apply to the plight of the 

underrepresented student.  For example, the themes that emerged on the disadvantages 

included negative stereotypes, friendship patterns, and feeling different than other 

students.  With friendship patterns, students perceived “fewer IB student reports of 

friendships outside of the circle of IB students and more reports of friendships within the 

program” (p. 12).  When all classes are taken with other IB students, it is almost a choice 

of convenience and opportunity for friendship. 

Another consideration with navigating the IB is what kind of college readiness IB 

gives to a student.  There have been several studies looking at what makes a student 

likely to apply to a college.  Roderick et al. (2011) found the college-going climate to be 

important in the college application process.  College-going climate is important here 

because either the home environment or the high school environment must emphasize the 
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importance of college in order to elicit interest in the student.  High schools are taxed 

with “bridging what could be termed the social capital gap for first-generation college 

students…too often low-income urban students with the qualifications to attend four-year 

colleges do not effectively take the steps to apply to and enroll in a four-year college” (p. 

202).  Not only is the college-going climate important, but the gap between those who 

have support for going to college in their lives versus those who do not.     

Referring again to the Coco et al. (2011) research on the Chicago Public Schools 

(CPS), “our central findings from these analyses are that IBDP students are more likely to 

enroll in a four-year college, enroll in a more selective college, and persist for two years 

at a four-year college once enrolled” (pp. 13-14).  This was quickly followed with 

“However, these effects are not mirrored for students who do not complete the program, a 

group that makes up 38% of the original IB Cohort” (p. 14).  Coco et al. theorized the 

success of those positive outcomes were not merely due to IBDP, but to “preexisting, 

unmeasured characteristics of the students (e.g., motivation, intelligence, family 

support)” (p. 14).  CPS was somewhat unique in the fact that Chicago schools “represent 

both a racially/ethnically and socioeconomically more diverse population than IB has 

historically served” (pp. 14-15).   Chicago could see the motivation and college-going 

climate is far more present in programs like IB than in schools without the rigor of such 

programs.   

Other studies of students’ high school experiences support the idea of a lower 

socioeconomic school having an adverse effect on educational experiences.  Massey 

(2006) suggested the low-achieving high schools serving low socioeconomic and 

minority students are providing lower standards in education.  Massey also suggested 
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students are more likely to experience environmental, family, and peer pressures than 

other students and college matriculation can be seen to be significantly lower. 

Possibly the best source for understanding the underrepresented student in IB was a 

study carried out by Kyburg et al. (2007).  In this study, the researchers were able to look 

at whether IB and AP were right for talented minorities.  They discussed how “there are 

pronounced differences in educational opportunities for rich versus poor students” (p. 

175).  According to Kyburg et al., “commensurate statistics on underrepresented minority 

students in IB were not available” (p. 183) but there was plenty of information on 

minorities testing in AP.  Because AP and IB are both choice programs, the AP offered 

some data which might also be generalized to IB.  Although there was substantial growth 

in AP classes taken by most, the minority and low-socioeconomic students taking AP 

classes were far more significant.  Kyburg, et al. proposed the hindrances for minority 

students was due to “absence of cultural capital” (p. 185) and “those whose families have 

only recently arrived in the United States or who come from low socioeconomic 

backgrounds, are often the first in their families to have a chance to go to college, and 

thus may face additional challenges” (p. 185).   

Another reason for a gap between underrepresented students and other students may 

be the underrepresented students are not skilled or familiar with the knowledge of what to 

do to get college-ready because they have no one in their families who have shared that 

experience (college-going climate).  Through classroom observations and interviews, 

Kyburg et al. (2007) found “the presence of a cooperative network of support involving 

administrators, counselors, gifted coordinators, teachers, parents, and students seemed to 

foster the expectation that all students would succeed given the appropriate external 
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scaffolding and internal motivation” (p. 203).  All of these factors (i.e., college-going 

climate, educational support system, or opportunities) were necessary to get students with 

little cultural capital college-ready. 

There is more research from outside of the US on IB than can be found in the US.  

Most of the differences in research focus on how in the US the goal is college readiness 

where in other countries it is the learning experiences.  Taylor and Porath (2006) 

surveyed IB graduates in Canada over the value of being in the IB program.   Reflections 

the students had of the program were positive.  According to the findings, “87% felt they 

were better prepared for introductory-level postsecondary courses than those not in IB, 

and the majority felt better prepared for advanced courses” (p. 154).  However, once in 

college, many reported feeling better prepared; “50% reported feeling less stressed than 

their non-IB counterparts” (p. 154).   

Another study outside of the US was conducted by Hayden and Thompson (1997).  

In looking at a European responses, the three most highly rated goals for IB students were 

“learning to speak more than one language fluently, being in a school environment where 

a number of languages are spoken, and taking examinations acceptable for university 

entrance in a number of countries” (p.  464).  The responses were different than what 

students in the US have reported as most important (i.e., college readiness).   

In a study carried out in the United Kingdom, Wray (2013) focused on how 

graduates perceived the Extended Essay (part of the core IBDP requirements).  The 

findings of the individual interviews and focus groups were to have two main themes 

continually emerging.  The first was “developing the support that is given to students 

undertaking the Extended Essay” and the second was “making a more concerted effort to 
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ensure receiving Universities understand to a greater extent the experience that Extended 

Essay students have had” (p. 36).  Instead of writing this extended research paper because 

this is what a student must do to get ready for college writing assignments, the 

respondents looked to enjoy the experience for the sake of the research. 

Culture becomes more important in the research from outside of the US.  Hill 

(2007) researched the idea of Elite Theory and how IB is counteracting some of the 

elitism in the program by expanding students’ ethnocentric ideas.  The “intercultural 

understanding” (p. 257) IB creates by insisting on a divergent curriculum and integration 

of culture to each aspect of the IB process is changing the way students think.  Hill stated 

IB creates “a supra-national view where the interdependence of nations is fundamental to 

global cooperation; it proposes a curriculum of international understanding necessary to 

achieve world peace” (p. 257).  Hill continued with “respect for other cultural viewpoints 

and behavior is intrinsic to the promotion of intercultural understanding” (p. 258).  Bruce 

(1987) continued with this notion of Elite Theory when discussing how IB is very 

Western and the structure is heavy with American, British, and French models.  The 

problem is there are vast populations in IB that are not American, British, or French.  

There is little consideration in the structure of IB for the large numbers of Asian cultures 

as of yet.   

Hayden and Thompson (1997) examined European graduates’ responses to 

questions about the value of IB.  Where the US values the attainment of college of choice 

and college readiness, the European responses were mostly centered on culture.  Eight of 

the top nine rated responses were about culture.  The ninth included culture “taking 

examinations acceptable for university entrance in a number of countries” (p. 464).  As 
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mentioned before, “The European school effect” (p. 465) was how European schools 

valued culture more significantly than in the US.   

Another source outside of the US was a study by Tarc and Beatty (2012).  Although 

student perceptions were high and academic preparation for college was also considered 

high, Tarc and Beatty questioned “how well the IBDP supported students’ international 

mindedness remains uncertain” (p. 341).  This, of course, was coming from research on 

IB in Canada where the researchers were aware of the differing meanings in IB in 

different areas of the world.  These “geographic contexts” (p. 346) may not even align 

with IB’s official aims.     

With each of these sources, there is the pervading idea that IB and other choice 

programs are successful in making students college-ready.  Byrd was able to compare 

programs like IB and AP and other studies by Conley et al. (2014) and Foust et al. (2009) 

were able to examine components of the programs as well as perceptions of students.  

When considering underrepresented students, Kyberg et al. (2007), Massey (2006), and 

other researchers were able to specifically look at choice programs and how they 

prepared students.  Finally, there were many sources to give a more international view of 

secondary experiences.  Tarc and Beatty (2012) and Hayden and Thompson (1997) were 

able to give perceptions from students on IB and how it prepared them for postsecondary 

studies.  Most IB students outside the US had a more culture-heavy focus rather than 

college-readiness.   
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Transitioning from IB to Postsecondary Institutions (College Readiness) 

One study found to be a broad starting point to investigate college preparation was 

carried out by Engberg and Wolniak (2009).  Their research did not focus on IB but on 

high schools in general; results were divided into student-level effects and school-level 

effects.  The most influential finding for this research was “across all student-level 

measures of human, cultural, and social capital, the variables with the greatest overall 

impact on college enrollment include academic achievement variables, aspirations of 

family and friends for the student to attend college, and all college-linking activities” (p. 

148).  When comparing human capital, cultural capital, and social capital, Engberg and 

Wolniak found human capital most influential in attending college.  This could be seen 

when the intensity of the high school classes went up, so did the likelihood of a four-year 

college enrollment and attainment of degree.  Although IB was not specifically 

mentioned, this research is applicable to IB. 

Halic (2013) found postsecondary enrollment at 92% for 2005 and “the rate of first-

year retention of DP students enrolled in 4-year institutions was 98%...74% of DP 

candidates graduated within four years” (p. 8).  The success of college attainment for IB 

students both internationally and nationally is well documented.  A study conducted by 

Bergeron (2015) posited “92 percent of diploma students graduating from US high 

schools in 2008 enrolled in US postsecondary institutions between May 2008 and May 

2014” (p. 6).  In the previously mentioned mixed methods, longitudinal study performed 

by Conley et al. (2014), researchers looked at academic readiness between IB/honors 

students and non-IB/honors students who had “comparable history” (p. 5).  The findings 

of the study included several aspects of college readiness.  As far as academic readiness, 



 

69 
 

researchers examined grade point averages (GPAs) in many different aspects and found 

“a greater proportion of IB/honors students persisted through college in comparison to 

non-IB/honors students” (p. 12).  The researchers used design charettes (where the 

students wrote answers to qualitative questions on a poster).  Conley et al. found the core 

subjects also advantageous to their successes in postgraduate academics.  Furthermore, 

Adelman (2006) found the high school’s rigor and curriculum to be the strongest 

indicator for college completion.  This is so even compared to ACT or SAT scores or 

high grade point averages (GPA). 

In the study done by May et al. (2013), researchers compared IB and non-IB 

students in college preparation.  Findings from this study included “IB students in Florida 

are very, very different from non-IB students, and while school and student demographics 

are related to IB participation, the best predictors are indicators of prior academic 

performance” (p. 6).  Additionally, May et al. found “IB students were more likely to be 

female, Asian or White, and identified as gifted/talented, while they were less likely to be 

English language learners, have a disability, or be eligible for free/reduced lunch” (p. 6).  

On a qualitative level, “A number of school-level variables (i.e., high average test scores, 

magnet status, racial composition) were predictive of IB participation, but these 

relationships were generally much weaker than student-level factors” (p. 6).  Although 

this research had interesting results, like the title of the piece states (Apples and oranges: 

Comparing the backgrounds and academic trajectories of International Baccalaureate 

(IB) students to a matched comparison group), it is like comparing apples to oranges 

when looking at all of the influences to success of IB and non-IB students when 

transitioning to college. 
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Not all sources were as optimistic about the preparation IB provides for students in 

postsecondary education.  Although the academic and cultural preparation is evident, 

there are risks in taking on such intense preparatory programs.  Kretchmar and Farmer 

(2013) examined the downside to such programs as IB.  This quantitative study showed 

students “can come to their colleges and universities exhausted and unprepared for the 

challenges they will face” (p. 29).  Kretchmar and Farmer further stated programs like IB 

prepare the student for the stress and academic rigor of college better than a non-

IB/honors program will and that GPA nor standardized test like SAT or ACT are good 

predictors of success.  This was insightful and had a wide range of both positive and 

negative responses from participants.  Others, like Geiser and Santelices (2004), found 

“merely taking AP or other honors-level courses in high school is not a valid indicator of 

the likelihood that students will perform well in college” (p. 19).  Gray (1996) found 

“even in the academically elite high schools, only about one-third of the students 

graduate with the courses, grades, and test scores that would confidently predict academic 

success in a legitimate four-year college” (p. 530).  Gray also gave explanations to 

support the findings including “we provide virtually unhindered access to higher 

education and then we rely on the rigors of academe and the discipline of the labor 

market to sort out the winners and losers” (p. 530).    

Wilensky (2007) likewise felt the so-called college pipeline is too selective and 

focused on a selective academic standard that only a few can fit.  The author contended 

“we have a school system that, under pressure from politically powerful parents, 

maximizes the readiness of a small number of its students to compete with students from 

across the country for admission to highly selective colleges and universities” (p. 254).  
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Yet, a situation where the education is set up to only support a small percentage of the 

population leaves out the majority of the students in the school.  Additionally, “we have a 

system that, in the name of school reform, has extended and wants to further extend the 

academic focus of these students to almost everyone else” (p. 254).  The article 

contended higher education is part of the current K-12 vision for all students yet 

Wilensky contended this vision only prepares students for the most selective standards of 

postsecondary education, leaving many to feel inadequate.   

When considering the added component of the underrepresented students to college 

readiness in IB, there are fewer sources.  Venezia and Jaeger (2013) found transitions for 

underrepresented students from high school to college to be aided by choice programs.  

They examined interventions to improve college readiness; this included IB as a 

prototype for college readiness programs.  Programs like IB “have positive effects on 

postsecondary enrollment and completion among the subgroup of students with lower 

educational expectations upon entering” (p. 127).  This finding was supported by Moore 

and Slate (2008) examining racial differences in a quantitative study of advanced course 

taking in high schools in Texas.  The data showed “African American and Hispanic 

students are still underrepresented in AP courses” (p. 64).  Contradicting many other 

sources, the researchers found “a larger percentage of Hispanic students scored at or 

above the criterion than either the White students or the African American students” (p. 

64).  The success of the Hispanic population in this study was not statistically significant 

especially when considering the study was comparing two consecutive years of data.    

Hoffman (2003) argued, “Students should be able to choose a postsecondary 

institution on the basis of what best suits their talents and interests, without being tracked 
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by race and income” (p. 44).  Yet, there are issues with the transition to college.  This is 

where college-credit in high school can bridge the transition according to Hoffman.  IB 

and AP both offer examination-based college credit as a bridge that may help 

underrepresented students see they are able to do the postsecondary work before they 

start.  Hoffman warned, “The mere existence of these options doesn’t necessarily spell 

success” (p. 46); too many underrepresented students are in schools that do not offer such 

programs or require expensive testing fees and therefore are unable to take advantage of 

these opportunities.  

There are many sources to extol the virtues of college readiness programs and their 

easing the difficulties of transitioning to college curricula.  Engberg and Wolniak (2009) 

examined the different capitals and concluded the human capital is most important in the 

transition to college.  Halic (2013) gave a quantitative review of success in college of IB 

graduates and May et al. (2013) compared how IB graduates were more prepared for the 

college curricula more often than non-IB graduates and had higher success in gaining 

degrees within five years.  There were also those researchers that looked at the more 

general idea of students succeeding in attaining postsecondary degrees.  Wilensky (2007) 

spoke of the college pipeline and how underrepresented students needed more attention 

because of their lack of exposure.  Venezia and Jaeger (2013) and Hoffman (2003) 

likewise spoke of the need for interventions for underrepresented students.  Through all 

of these sources, the idea of transitioning from high school to college is difficult and 

programs like IB are useful in helping students be successful in postsecondary 

institutions.   
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Obtaining Degrees from Postsecondary Institutions 

“One-third of college entrants drop out before their second year, and over half fail 

to complete a degree at the institution where they began” (Hoffman, 2003, p. 44).  Many 

of the researchers analyzed the background of the student, preparation of the student, or 

the support offered at the postsecondary institute but not the success in obtaining a 

degree.  There are plenty of sources for students to cite for exiting and no two students 

who leave a postsecondary institute have the exact same support, background, or outlook 

on the experiences.  This makes themes or trends difficult to pinpoint.  Possibly, the 

rigorous curriculum and college credits given to IB students could help alleviate some of 

the factors that cause the lack of success in college.  Halic (2013) specifically 

investigated DP graduates attaining postsecondary educations.  Halic cited, “DP 

candidates enrolled at 487 four-year institutions in 49 US states (all except North Dakota) 

and the District of Columbia immediately after graduation” (p. 6).  Retention after one 

year was 98% compared to “first-year retention rate at all US four-year institutions was 

75% (p. 7).  Halic concluded, “DP candidates’ graduation rate at public four-year 

institutions was 39% higher than the national rate, while at private four-year institutions, 

the rate was 29% higher than the national one” (p. 10).  Although Halic’s findings could 

not compare DP and others entering postsecondary institutions beyond what program 

they graduated from, her findings were significant on a program level.   

Wright (2015) also investigated postsecondary outcomes of DP students.  The 

interesting viewpoint with Wright’s qualitative study was the researcher's ability to 

interview individuals aged 20 to 63 in order to get perspectives of those who had time to 

reflect more on their experiences.  Many reflected how IB had an influence on their 
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working lives.  Wright wanted to see what impact IB had on “people’s vocational 

choices, employment pathways, and their working lives more generally” (p. 2).  Wright 

found IB skills influenced past postsecondary institutions when “participants highlighted 

these factors as having directly and positively impacted their working lives” (p. 3).   

Culross and Tarver (2011) also examined the perspectives of IBDP graduates who either 

completed or were close to completing a college degree. Culross and Tarver found IBDP 

graduates thought the IB program provided academic benefits “they perceived they had a 

greater breadth and depth of knowledge, improved creative and critical thinking skills, 

and improved oral and written communication skills” (p. 239).  The response in the 

qualitative study was that students felt a benefit from the program was not only in getting 

into college but also in skills necessary for success in college. 

More research has been devoted to college access for underrepresented students 

than research on underrepresented students in IB.  Using national data, Hoffman (2003) 

listed “African Americans, who represent 16 percent of the current 15-18 population, 

earn only 10 percent of all associate degrees; and Hispanics, who constitute 14 percent of 

the population, earn only 7 percent of associate degrees” (p. 44).  A quantitative study 

done by Stratton and Wetzel (2011) contended those students from lower socioeconomic 

backgrounds may take longer to complete degrees because of monetary needs.  Those 

who have to work while attending a postsecondary institution will take a lighter load in 

order to work more.  This makes the normal four year completion much harder to 

accomplish.  In the case of low socioeconomic status, research should look at a six to 

eight-year window rather than a four to six-year window.  Although there are limitations 

in researching success in postsecondary institutions for underrepresented students, the 
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research is present.  Much research will focus on one underrepresented group or data 

from one institution or one factor influencing the underrepresented student.  Stratton and 

Wetzel were able to access data on a national level through the National Center for 

Educational Statistics (NCES) of the Department of Education and have a sample of just 

under 6,000 college-attending individuals with the “primary interest is in identifying the 

relation between socioeconomic status and college outcomes” (p. 15).  The findings were 

similar to Hoffman (2003) in “African Americans are 15% less likely to graduate than 

Whites; Hispanics are 9% less likely to graduate than non-Hispanics; first generation 

college students are between 11 and 14% (depending on the definition) less likely to 

graduate than students whose most educated parent has a college degree; and those from 

the lower half of the income distribution are 9-11% less likely to graduate than those 

from the highest income quartile, holding all else equal” (p. 16).  Once again, the 

likelihood of the underrepresented student graduating from a postsecondary institution is 

significantly lower than those of the majority.   

When considering the success of students graduating from postsecondary 

institutions, choice programs like IB definitely make a difference.  Looking at the range 

from those graduating in IB to those graduating from the underrepresented students, there 

are multiple questions as to why more underrepresented students do not take advantage of 

such choice programs.  As Stratton and Wetzel (2011) stated, “In general, academic 

preparation/ability has the greater effect but the association between socioeconomic 

status and college outcomes is still significant enough to warrant investigation and 

possible policy intervention” (p. 17).  Choice programs like IB can make a difference if 

underrepresented students will stay in the program. 
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      Summary of Scholarly Review 

By looking at the research question and areas considered in the research question, 

there are sources available in all four areas of experiences.  The first experiences 

examined were in the access to choice programs like IB.  Entering the IB program had a 

fair amount of information on access for students in general.  There were studies 

identifying benefits and limitations to the program for districts, parents, teachers, and 

students.  Studies like Gerry and Corcoran (2011) identified district-level issues 

associated with access and Perna et al. (2013) who identified underrepresented students’ 

issues in gaining access to the program.  There were successful districts like the Chicago 

Public Schools where IB has access in every school in the district as reported by Coco et 

al. (2011).   

The area of navigating the IB program was dominated by research on the navigation 

for any choice program student rather than the underrepresented student.  College 

readiness was easily found in the research as a whole program like with Byrd (2007) or 

Conley et al. (2014) but not so much with students who are underrepresented.  There 

were studies addressing underrepresented students in choice programs who identified 

issues for the underrepresented student like Kyberg et al. (2007) and Massey (2006).  

Possibly the most information available were from sources outside of the US.  Although 

these sources are utilized, there are differences in the education internationally.   

Transitioning was similarly tied to navigating the IB program.  There were a fair 

number of sources on transitioning in general like Wilensky (2007) and Engberg and 

Wolniak (2009) but few specifically examining IB graduates’ transition.  The most 

limited research was found for the section addressing obtaining degrees from 
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postsecondary institutions.  Research was even more limited in IB graduates’ success 

once graduating postsecondary institutions.  Wright (2015) supplied the most in-depth 

quantitative material on the success of IB graduates obtaining postsecondary degrees.  

Although there were plenty of sources examining the underrepresented student in 

postsecondary institutions, there are many variables to consider and experiences which 

make comparison difficult.  Throughout all of the research questions, it can be seen, the 

areas covered by the current study are obviously topics which need more research.   
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Section Four—Contribution to Practice 
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EVALUATION OF UNDERREPRESENTED STUDENTS’ EXPERIENCES IN 
THE IB PROGRAM AT CENTRAL HIGH SCHOOL 

PURPOSE OF STUDY 

The school as a whole can gain insight to the program and the difficulties of those students who are 

underrepresented at Central High School.  By learning of the difficulties, Central High School can work as a 

group to address the needs of the underrepresented student.   

RESEARCH QUESTION 

What are the experiences of underrepresented students coming from the IB program?  The experiences 

were categorized into four areas:  entering IB, navigating IB, transitioning to postsecondary institutions, and 

obtaining degrees from postsecondary institutions.  

CURRENT POPULATIONS OF STUDENTS IN THE INTERNATIONAL BACCALAUREATE 

PROGRAM 

 

CURRENT STUDY DATA 

13 completed online questionnaires of graduates of the IB program 
1 African American focus group with 6 participants (2 IBDP, four who had taken IB classes but were not  

active in IB at the time of focus group) 

1 Hispanic focus group with 6 participants (1IBDP, 1 Course student, four who had taken IB classes but not  
active in IB at time of focus group) 

24 completed online questionnaires of teachers and staff from Central High School (all trained in some way  
with IB) 

All current and graduate participants were in the underrepresented population (low SES, African American,  
or Hispanic) 

Central High School 
Population

White 72%

African American
11.2%
Hispanic 7.2%

Asian 6.7%

Central IB Population

White 78.8%

African American 3.3%

Hispanic 1.6%

Asian 14%

Other  2.2%

Central Socioeconomic 
Status (SES)

Low SES (56%)

Low SES in IB (8%)

Not Low SES
(44%)
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FINDINGS (THEMES FOU ND) AND DESCRIBED 

Entering IB 
Challenge/opportunity—mostly positive views of tackling IB 
Pressure/stress—mostly from self, limited pressure from peers or family 
Confidence in new setting—transfers from the other five public high schools or the various private schools in the  

city, looking for more challenging curricula, new connections to like-minded students 

Navigating IB 
Support from and relationships with peers and teachers—mostly positive interactions with peers and teachers 
Stress and competition—within IB, mostly with peers for grades and college acceptance 
Elitism—IB/non-IB, thoughtless comments from peers within IB 
Isolation—mostly in being IB rather than being minority 
Transitioning into Postsecondary Institutions 
Confidence—in completing IB, scholarships, acceptance to colleges, writing, support for ideas, time  

management, and self-motivation 
Relationships—moving on to new collegiate relationships and goals 
Stress—better able to deal with stress than those who did not do IB 
Feeling let-down—disappointed by limited respect from others for accomplishment 

Obtaining Degrees in Postsecondary Institutions 
Confidence—feel they can achieve anything when moving into the workforce 
Skills gained—communication, time management, motivation 
Relationships—not much continued connection with former IB peers 
Stress/feeling let-down/isolation—not having a large group to depend on any more, going out into the world alone 

SUGGESTIONS FOR THE FUTURE 

Suggestions for the future are based on the findings found in the narratives from students and graduates.  
Relationships and Support 
Better communication and support from counselors, teachers, and staff—especially in 9 th and 10th grades—as to what  

benefits could come from participating in IB, different options within IB 
Better communication of information to feeder schools and more connections with feeder schools  
IB teachers and counselors speaking with students about IB and goals for students, classes the students can take,  

different paths within IB 
Managing Stress and Gaining Confidence for Postsecondary Success 
Learning lab discussions on topics like: stress management, college paths, balance in activities, or supporting others  

who are going through the program 
Facilitate activities in core classes to deal with the stress of the program or acceptance to the postsecondary  

institution that is best-suited to the student 
Opportunities during the year for students to communicate with teachers and counselors about dealing with stress 
Additional information on ways to achieve college goals (information for scholarships, differing postsecondary   

opportunit ies) 
Preparat ion for transitioning to postsecondary institutions beyond necessary academic requirements (non-academic  

needs addressed) 
Elitism/Isolation  
Topics of diversity brought into the learning labs for more awareness of differences and the need for more students to  

be represented—including the underrepresented low socioeconomic, African American, and Hispanic 
populations. 

Counselors and IB staff promoting the program to 9th grade students who did not transfer to CHS expressly for IB 
Activities that support interactivity between IB and non-IB students (whole school activities) 
Implementation of the Careers Path (IBCP) for those students who are unsure about committing wholly to IBDP 
Communication early about elitism and how to combat it when elitist ideas start emerging at the school 
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The International Baccalaureate (IB) program is a choice program which has been 

operating in the US since the 1970s, and has been a significant part of Central High 

School since 1998.  More than 4,000 schools have chosen to utilize IB programs 

throughout the world in multiple languages and cultures but currently only 11 high 

schools in Missouri have IBDP.  Central High School has the notification of being the 

only school in Missouri with an IB continuum and the only school district with MYP.  

Even with such opportunity, not all students are able to take advantage of the program.  

Transportation, peer pressure, and economic concerns weigh on the students’ choices.   

The main goal in this program evaluation is to focus on the underrepresented students in 

the IB program.  The students who are most commonly not represented well in IBDP are 

the low socioeconomic (less than 4% of the Central IB population and 52.6% of the 

Central population), the African American (3.3% of the Central IB population and 11.3% 

of the Central population), and the Hispanic (1.6% of the Central IB population and 7.2% 

of the Central population).  Ultimately, this evaluation of Central High School (Central), 

is to examine the experiences of students who were connected to IB while at Central.  By 

looking at the experiences of those underrepresented students, we see why students 

choose to invest the time, money, and effort in a program like IB and how we might 

improve the program for the underrepresented student.  

Program Description 

Central High School was a natural choice for this study because it is urban in 

nature, culturally diverse for Missouri, has a population that fluctuates between 1650 and 

1750 students, and has offered the IBDP program since 1998.  This may not be a typical 

school for Missouri due to the cultural diversity and large population, but the school is 
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better established than most IBDP schools in the state and is typical of the nine urban IB 

schools in Missouri.  Central was also chosen because of the lower Caucasian population 

and urban setting (78% Caucasian as compared to over 90% in the other high schools in 

the district).  Despite being urban in nature, the graduating IB class of 2016, only had 

four (3.3%) African American students graduating with any IB courses.  Only two (1.6%) 

Hispanic IB students graduated with any IB.   

The IB program at Central High School is successful.  In a typical year, around 80% 

of students who attempt the IBDP program will receive their IB Diploma.  The IB 

population continues to grow and evolve.  The teachers and staff have continued to adapt 

to the new circumstances of IB and of the population.  The creation of IB Middle Years 

Program (IBMYP) and the IB Careers Path (IBCP) are two examples of the school 

continuing to address the needs of many students rather than the few.  Evening programs 

to enlighten parents of prospective eighth grade students and current parents, newsletters 

to parents, and special trips and retreats for the IB students show the faculty and staff are 

committed to communicating and supporting the students.  Through all levels and grades, 

the faculty and staff strive to provide a diverse, world appreciation and perspective to 

education.   

Evaluation Focus 

This evaluation was to see what experiences underrepresented students have within 

IB.  What made these students choose a choice program like IB over a “mainstream” 

education?  It is likewise significant to see why the underrepresented students chose to 

overcome problems like isolation and misrepresentation to persist in IB.  Research into 

problems with access for underrepresented students should help IB programs understand 
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why students chose to enroll or chose to drop out of the IB program.  Because the 

teachers and supporting staff are expected to continuously improve, annual reflections 

and evaluations like this propagate change.  This evaluation of the program for the 

underrepresented student should give the IB program at Central a new perspective when 

considering future improvements. 

The goal in this evaluation is to also give future students help in making decisions 

about IBDP at Central.  The data from current and past IB students allow them the 

opportunity to see explanations behind the choices the students made with IB.  The 

incoming students may already know the two biggest draws for students to enter IB are 

the access to colleges of their choice and college-readiness.  However, additional 

information on how students from choice programs seem to fare better in postsecondary 

institutions than those who did not have an IB program background and confidence in 

skills learned in IB may be less-known.  Gaining thoughtful insights and addressing 

common issues from underrepresented students may equip future students against the 

pitfalls of the program. 

Research Question 

The research question guiding this study is: 

What are the experiences of underrepresented students in the IB program in the areas of: 

 Entering the IB program 

 Navigating the IB program 

 Transitioning from IB to postsecondary institutions 

 Obtaining degrees from postsecondary institutions 
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Participants 

The IBDP population at Central at the time of data collection was approximately 59 

12th grade students, with 62 additional 12th grade Course students.  Participants 

consisted of individuals who were once, or currently, a part of IB from the year 2001 to 

2016.  This included graduates of the IB program (either currently enrolled in 

postsecondary education or not), students who chose to drop out of IB either partially or 

completely, and some of the faculty and staff currently working at the school.  For the 

graduates, the online questionnaire was sent to 30 individuals, who were considered 

underrepresented (low socioeconomic, African American, or Hispanic).  Of the 30 

questionnaires sent out, 13 responded. The participants of the online questionnaire were 

contacted through email lists for IB graduates.  The second online questionnaire was sent 

to faculty and staff.  Twenty-four teachers and support staff responded to the online 

questionnaire. 

The participants for the two focus groups came from the current senior class (either 

still in IBDP, Course, or had dropped full IBDP but still enrolled at Central). The first of 

the two focus groups consisted of five African American students who had a wide range 

of connections to IB.  There was a mix of full IBDP, Course students, and students who 

had dropped any IB.  The second focus group consisted of five Hispanic students.  There 

was only one Course student and the rest were no longer taking IB in any way.  Three 

interviews took place with two current students (one African American who dropped IB 

as a senior, one Hispanic who was full IBDP) and one graduate.   
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Data Analysis 

The qualitative data included responses from online questionnaires, focus groups 

and interviews which produced several themes or patterns from former students.  Themes 

included ideas on how they felt about the program meeting their needs with IB 

coursework, college readiness, and the tenacity to finish college to emerge.  The analytic 

questions were designed to start general and work toward specific experiences as 

underrepresented students in the IB program.  Once the interviews and questionnaires 

were gathered, they were coded several times for reliability.  The coding involved 

highlighting certain phrases or responses so they could be grouped together during 

analysis.  Once the data was coded, the coded data was analyzed for common themes.  

This analysis identified certain themes like stress, feelings of confidence in skills 

obtained, or relationships formed while in IB.   

The construction of categories included common experiences the underrepresented 

students had in IB.  Keeping the research question in mind, the coding addressed the four 

categories of entering IB, navigating IB, transitioning from IB, and obtaining 

postsecondary degrees once out of IB (all parts of the research question).  Categorizing in 

order to understand the important themes of IB and categorizing to understand the case of 

the underrepresented student are both necessary.   

Limitations 

The biggest limitation is in sample selection.  Purposive sampling was an obvious 

choice when looking at the IB population, but it is not always going to gain the most 

unbiased sample of the population.  Graduates of the IBDP who are willing to take the 

time to answer the questionnaire are likely those who had positive experiences in IB or 
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have particular resentments they want to share.  The hardest population to obtain was the 

students who dropped out of the IBDP program, graduated high school, and did not stay 

connected to the school.  These participants may have been some of the best sources of 

information but were not easily found or did not respond.  Finally, there are those 

underrepresented students who did not want to share sensitive information; family 

socioeconomic hardships were not shared openly or even considered when reflecting on 

their experiences in IB. 

Participant expectations may have played a part in some responses as well. All the 

respondents were likely to answer what they thought the researcher wanted to hear or 

what would be socially acceptable.  There were times when participants were reluctant to 

share information they deemed too sensitive.  Many who are underrepresented for low 

socioeconomic reasons were not as willing to expose situations with poverty so they were 

not interviewed, only given the opportunity to respond to an online questionnaire.  

Triangulating online questionnaires and face-to-face interviews improved validity. 

Because the researcher is currently part of the IB program, there may be bias toward 

the program involved.  In order to minimize this, an outside source was asked to evaluate 

the data collected and the categories found.  The external auditor looked at raw data and 

the identified themes within the responses given to find agreement in categories.   

Findings  

 The narratives of the individuals from this research were divided into the four areas 

of: entering IB, navigating IB, transitioning to postsecondary institutions, and gaining 

degrees from the postsecondary institutions.  Several specific themes emerged within 

each of these categories with five themes found throughout all four areas—relationships, 
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opportunities and challenges, stress, confidence, elitism and isolation.  Each of these were 

mentioned in some way at each stage in either a positive or negative way. 

Entering IB  

Most participants who responded to the questions on choosing to participate in IB 

gave similarly themed answers—a need for a challenge or opportunity, how they 

managed the pressures on themselves to do more, and the stress and a desire for a new, 

more challenging educational setting.  The need for a challenge or opportunity was the 

most predominant theme in responses to both online questionnaires and interviews.  In 

the focus groups and interviews, students reported seeing the IBDP as an opportunity and 

chance to challenge themselves.  All participants who completed the program (3 full 

IBDP) said they came to the school because they wanted to challenge themselves more.  

At times, the participants would interchange opportunity and challenge.  Likewise, most 

IB graduate respondents (those responding to the online questionnaire) saw leaving their 

designated school and transferring as an opportunity, only a few saw it as a challenge.   

Similar responses of opportunity and challenge were found with the curriculum.  

Some viewed the curriculum as an opportunity to test themselves and others viewed it as 

a challenge they had to “survive”.  Interestingly, the African American and Hispanic 

students in the interviews and focus groups spoke of IB as a challenge to tackle whereas 

the online graduates remembered it more as an opportunity to start with new and positive 

prospects.  One current Hispanic student said, “I wanted to be in the IB program, but my 

parents didn’t care as long as I got As and I knew that wouldn’t happen with IB so I 

didn’t do it.”  Contrastingly, 11 of the 13 graduates responding to the online 

questionnaire, reported comments like “IB was my best educational opportunity” and “I 
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was eager to engage with a challenging curriculum.”  The graduates were more likely to 

remember the events in a positive way than the current IB students. 

Dealing with pressure and stress was a constant in responses about entering IB, but 

it was an internal pressure they spoke of rather than pressure from family, peers, or 

teachers.  One IB graduate responded, “I wanted to be a part of an advanced academic 

curriculum.  I found the education I was receiving was too easy and felt like I was not 

learning anything critical.”  Another wrote, “it was challenging, which is what I needed, 

but it wasn’t dreadful.”  Seven of the 11 (64%) from the focus group expressed the 

pressure as well.  One African American stated, “I still feel not necessarily that people 

would judge me if I dropped IB, but I would feel less of myself if I dropped full IB.”  

Another followed with, “I’m stubborn.  That’s why I’m still in it.  I say I’m going to quit 

all the time but I never legitimately said ‘oh I’m going to quit.’”   

Another theme found in the responses was a desire for a new, more challenging 

setting for the participant.  All nine of the 11 (82%) current students who responded to 

questions of transferring schools for IB stated they were happy with their switch.  There 

were no comments about strong pressure from family or peers to either make the switch 

or not make the switch, even when there was data evidence of pressure or influence.  One 

student responded with, “my friends in eighth grade were really like ‘are you gonna leave 

us?’  But they were cool.”  It was easier to transfer when others were also making the 

switch, “I think four of us came over so like it came down to friends at the time.  It felt 

like we would be in this together.”  Graduates had slightly different views.  Eight of the 

12 graduates who responded (67%) transferred to be in the IB program.  Responses 

varied between friends, family, and personal pressure.  One graduate response included, 
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“my brother was involved in the program and he had a good experience and it was what 

all my friends did so I transferred.”  Mostly, the hardship of transferring was reported to 

be with transportation, as in the comment, “the only hardship I noticed was it took a little 

longer to drive to school.”  Only one graduate mentioned leaving friends behind but even 

then, it was not a matter of pressure from friends.  Not one response contained regrets 

about their transfer or expression of real hardships with entering the IB program.  There 

were plenty of comments suggesting that the participants wanted a new challenge so a 

change in setting was necessary.  The desire for the challenge was repeatedly reported as 

internally motivated. 

Navigating IB 

Central themes in navigating the IB for students were relationships and support 

from peers and teachers, stress, elitism, and isolation.  The first theme was how supported 

students felt from peers and teachers.  One graduate wrote “Having friends who were 

similarly driven, intellectually curious, and engaged in learning pushed me to be the best 

version of myself academically and socially.  This shaped what I looked for in future 

friends, and made me more selective with the type of people I chose to surround myself.”  

Friends or peers were mentioned in five of the seven (71%) positive influence responses 

and seven of the nine (77%) negative influences, with competition being the most 

prevalent.  For the current students, eight of the 12 felt supported by their peers.  Of those 

eight, seven were from the African American focus group simply because the Hispanic 

students were so underrepresented (two) in IB.  The one full IBDP Hispanic student was 

the only one who felt the positive support of his IB peers.  His positive experience could 

have been attributed to his not having a Hispanic name (neither first nor surname sound 
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Hispanic).  Similarly, this one full IBDP Hispanic student stated he did not have Hispanic 

friends.  He embraced the IB culture completely without feeling any pressure from his 

Hispanic peers.   

 Relationships with teachers received positive responses from graduates and from 

the African American focus group but not wholly from the Hispanic focus group.  

Overall, teachers were mentioned more than family or other outside sources as providing 

either positive or negative relationships for the IB underrepresented student.  Six of the 

seven graduates (87%) who responded about positive influences wrote of teachers.  One 

response from a former graduate shared, “My teachers from IB are still my biggest role 

models in life.”  Another graduate wrote “I felt very supported mostly because I think it 

was the whole school’s main focus.  Teachers accommodated…there was 

flexibility…they helped others who fell behind with content.”  However, there were 

negatives as well, three graduates out of the nine who responded wrote of favoritism or 

encouraging competition.  With the focus groups, four of the African American students 

felt they were trusted more by teachers but two of the Hispanic students felt a lack of 

trust with the teachers.  One student in a focus group said, “Teachers treat those in IB 

differently than non-IB students.  Non-IB students get treated like kids.  I think teachers 

believe more in IB students than in non-IB students.”  The Hispanic students do not 

participate in IB as much as the African American students and expressed feeling a lack 

of confidence from teachers and counselors.  All five Hispanic students expressed 

frustration in the communication they were given.  One comment was, “they don’t talk to 

us or tell us what we can do (in IB).”  Furthering this, the students expressed a wish to 

have a bilingual counselor to improve the communication. 
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 Stress was a theme that permeated each participant, graduate or current student.  

Students shared that stress was a constant in their minds when in IB.  All 13 responded 

with comments about stress.  Although many felt the stress was worth the benefits they 

received, the stress made it more difficult.  One student stated, “I thought I would die of 

endless stress and panic attacks, but I lived.”  Another response was, “everyone in IB 

knows you have to make a lot of sacrifices to be successful.”  Stress was a given in the 

program and often reported as more of an internal motivation than something pushed 

upon them.   

Despite most of the stress being viewed as self-imposed, some of those stressors 

were more than internally focused.  One former IB graduate wrote, “My parents tried, 

however they had a hard time understanding because they didn’t have any experience 

with it.”  Another graduate wrote, “there was such an emphasis on everything academic 

and being perfect.”  In an interview, a graduate claimed “my stress levels were off the 

charts!  There were some weeks that I considered backing out because there were times I 

was so stressed or the curriculum for one specific class of mine was difficult and I could 

not get help.”   

Stress associated with competition was also present throughout the responses.  As 

stated, seven of the nine responses (78%) in the focus groups commented about negative 

influences from peers.  Negativity from peers came mostly in the form of competition.  

Students responded with phrases concerning “a lot of negativity from IB kids—older—

how they were burned out and warning us.”  One responded how another student told her 

she only got into Duke University because she was black.  She continued by saying “it is 

an intense time and thoughtless comments.  People get competitive but at the same time, 
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they are so worried about themselves.”  Graduates commented, “the IB culture is cut-

throat” and it “created a sense of unhealthy competition.” 

This competition often took on elitist perspectives.  One response from an IB 

graduate said, “peers who I did not consider friends often created the idea that IB students 

were superior to non-IB students…it daily did influence on my thinking, or at least 

restrict my interactions with non-IB students.”  Another word used by three was 

“pretentious.”  Students would hear other IB students talk of colleges which were 

“beneath them” and it was difficult to admit in many IB circles of wanting to attend those 

colleges. 

Finally, feelings of isolation were present but not as prevalent as one might think 

with underrepresented students in such a rigorous curriculum like IB.  No graduate made 

comments directly stating they felt isolated from the rest of the program, but there were 

four references in the question about not being supported where IB graduates suggested 

feelings of isolation.  One IB graduate wrote, “I feel like I was the only person who 

actually knew how much I was struggling or how hard IB was for me.”  In another 

question of the limitations they felt from the program, two commented on feelings of 

isolation, “The school was divided (between IB and non-IB) and we never got to mix 

with other students in our grade, which I think is unhealthy…a lot of the time I was 

unsure what was expected of me as an IB student.”  Additionally, when asked about 

whether they felt if they were a minority, most responses were related to feeling a 

minority for being in IB.  One graduate stated he or she felt more of a minority being IB 

than being black.  Others took a more cavalier approach, “I had no social life, I hardly 

slept for the whole two years.”  One of the students interviewed said, “I’ve always been 
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on the outside.  IB was just another way I was different than everyone else.”  

Consistently, though, students expressed thoughts of having a bond that tied them to 

other IB students while in the program.  The elitism, at times, came from the students 

who felt that bond more than others.   

Transitioning from IB to Postsecondary Institutions 

The sense of being underrepresented was less common in the responses from 

graduates compared to current students.  Most were keenly aware of being a minority in 

the IB program but far less concerned with it in their postsecondary institutions.  

Confidence, skills, relationships, stress, and a sense of let-down were the most dominant 

themes.  The data collected for this section was taken entirely from the graduate online 

questionnaire simply because the current IB students interviewed had no experiences 

with postsecondary institutions at the time of the interviews.   

For IB graduates, confidence was gained by feelings of being prepared.  According 

to the data collected from the 10 who responded to a question about feeling prepared for 

postgraduate institutions, five (50%) felt IB absolutely prepared them better than other 

programs for the rigors of the college curricula.  Many of the graduates cited the college 

credit they received and a few cited getting into the college they wanted as being a great 

benefit for doing IB.  Five (50%) felt the program helped them in many ways but did not 

prepare them for all to come.  One response was, “it really only helped me to handle the 

stress of college better.  Not because there’s less stress but because I was already used to 

being that stressed and didn’t have to adjust (like others had to adjust).”  Four of the 

responses did refer to the college credit they received from the program as being a big 

benefit although it was never stated as the only benefit. 
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Easily, confidence in the skills gained in IB were the biggest benefit according to all 

13 of the respondents who responded to a question about skills.  Although the skills 

varied in the responses, for most, comments followed about improved confidence 

because of these skills.  Being able to write a good paper was mentioned by five of those 

who responded (39%).  One commented, “I can write papers with ease.”  Thinking 

critically was specifically mentioned in five responses as well.  Likewise, time-

management was mentioned in five of the responses (39%), “IB helped me with time 

management…and helped me develop a study method for college that worked.  No one 

else in my family could help me so IB really gave me the tools I needed.”  Most of these 

responses were also linked with confidence.  Preparation, specific skills, and time 

management all seemed to build a sense of confidence in the graduates that stayed with 

them in college.  As one graduate stated, “it made me more confident overall and 

confidence is vital in college.”  Not every comment was positive though.  One comment 

included, “it did not prepare me for the lack of structure in college.  College doesn’t have 

many mentors or advisors to assist me and my family has no clue.”  Another stated, “It 

didn’t prepare me for finding out the specific way I study most effectively, which is all 

that matters in the higher-up classes that I am in now.”  Once again, not having the 

college-going climate at home did little to prepare the students for college and most of 

the college preparation is expected to come from the high school or programs like IB. 

Relationships were still important once out of the IB program.  Peers, teachers, and 

of course, family, were still evident.  Eight of the 12 (67%) respondents kept connections 

with peers and teachers from the IB program but most cited only sporadic connections.  

One commented, “I have kept some friends from high school, but not many.  I think we 



 

96 
 

were all in that season together and now that season is over so we moved on.”  Another 

wrote, “I remained friends with mostly IB graduates…I find I identify with them due to 

our experiences with IB and due to the knowledge we gained while in the program.  More 

even than with other minority students.”  Almost all connections with fellow IB graduates 

depended on proximity.  If students were going to the same postsecondary institution, 

they kept in touch, if not, there was less interaction.   

Stress and a feeling of let-down were also present in the responses.  There were two 

responses that mentioned how IB helped in dealing with stress but most did not even 

mention stress during their college experiences.  This seems like it was a positive of the 

IB program if they did not feel stress enough to mention.  What graduates did mention 

was a sense of let-down.  One graduate stated, “arriving at a college…did feel like a let-

down.  I had to find ways to challenge myself academically and push myself without the 

same kind of peer pressure.”  Another responded, “trying to have intellectual 

conversations is hard with people who didn’t go through IB.  It was like leaving a special 

community to go into a dull world.”  A respondent gave his feelings of being let down as: 

My sister and I are the first in our family to ever go to college…I work, I take 

opportunities, I push myself…but there was a system in place for me to be 

successful.  Now that I am at (college) I see how lack of equal opportunities  

can really damage students’ abilities to have upward mobility.  I’m lucky I  

had a family that supported me. 

Many expressed they had expectations as a first-generation college student that were 

greater than the reality and the let-down is evident.  The data in this study does not show 
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the students who dropped out of college because none of those graduates responded to the 

online questionnaire. 

Obtaining Degrees from Postsecondary Institutions 

Themes that emerged from graduates of the program were overarching principles 

the IB instilled in most of the graduates.  Themes of confidence, especially in skills 

gained, and relationships, were what the graduates felt they took with them into their 

careers.  Overwhelmingly, almost all graduates (12 of 13) responded in some way about 

having the confidence to take on tasks and be successful.  Supporting ideas to this 

confidence included comments like, “IB taught me how to go out and get things I want in 

life” and “IB proved to each diploma recipient that they could excel in many fields with 

lots of kinds of people that aren’t just like them.”  Being part of an underrepresented 

group did not detract students from IB as much because they gained confidence that 

many other underrepresented students do not get, “I was able to do something in high 

school that most don’t, and I knew I had that accomplishment with me.”  Of the 10 who 

responded to the question regarding benefits of having completed the IB program, eight 

(80%) reported some feeling of accomplishment and pride.  Examples included, “a grand 

sense of pride, feeling challenged and succeeding through it and just getting a learning 

experience that others like me usually don’t have…it fit how I learn and think.” Another 

responded, “It was a challenge that I feel proud of having completed.  It still looks great 

on resumes even though I graduated several years ago.  It was an incredible experience I 

didn’t get the privilege of having in college.”  One interview stated, “my family didn’t 

have much to give me and now, with my education, I’m changing my life.” 
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Four of the nine responses (44%) focused on skills as having a deep impact on their 

confidence.  Responses suggested students felt they had mastered managing their time 

more efficiently than others around them because of their background, and they all 

seemed to resonate a determination and pride in their abilities to manage stressful tasks.  

None of the online graduates regretted either finishing IBDP or dropping to certificate; 

they felt they had chosen the right path for their circumstances and they felt they are more 

equipped in their careers or abilities to be hired.   

Relationships have stayed with the graduates as well.  Naturally, the participants 

acknowledged relationships with family, but many also commented on relationships 

gained during their IB experiences.  Of the nine who responded to the question of 

keeping in touch after the program, those who were out of postsecondary institutes (three 

were out of postsecondary institutions) have little contact with friends from high school.  

One wrote, “I probably kept in contact with people in IB more than my black friends 

from high school; we just went through something together that kept us close.  And we 

were sharing college experiences that I don’t have with a lot of my black friends from 

middle school or high school.”  When asked about giving back to the community, one 

interviewee said:  

I spend a lot of time volunteering with high school students in the inner city.   

In one organization, I help seniors apply to college; in another, I educate about  

civic engagement.  Most are low income and ethnic minorities…many of them 

don’t think they can go to college and those that do are drastically underprepared.  I 

guess I get some of this need to help from the service projects we did in IB. 
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Yet another interviewee said, “I struggle with this as someone who has been very 

supported and received a lot of aid…I try to share my experiences with the schools I 

applied to, but how can I push other students to apply for top tier universities when I 

know if they got in and were able to afford it, they would get eaten alive?”  One response 

in the online questionnaire stated, “I finally see the fruits of my labor, but would I be in 

the same situation if I didn’t have family and peers telling me it was possible?  I don’t 

think so.” 

The stress of feeling let-down were present for graduates of postsecondary 

institutions as well as for the college students.  There were seven responses of having a 

let-down after graduating.  One online response was, “after I completed the program I 

was kind of like ‘oh, I guess I’m done.’  I thought I would get more exaltation or 

recognition for my work, but I didn’t.”  Another response included feelings of isolation, 

“IB students are in such a bubble and told it is such a big deal but almost no one in the 

real world even knows what it means.  It’s so hard to describe and eventually (IB) stops 

being relevant.”  Of the seven responses asking about feeling let-down, five (71%) 

referred to not getting the recognition they had created in their minds. 

Feelings of alienation were still mentioned even after leaving the program as well.  

“Socially, (IB) was elitist and straining.  Many of my peers were quite offensive (to low 

socioeconomic needs) and ignorant toward non-IB students—even Course students.  The 

ignorance was prevalent regardless of how ‘educated’ my peers were.”  Another response 

was, “I’m just like in high school; because we were trained to stay in and do homework 

instead of wasting our time pretending to be like other people.”  One interviewee stated,  

I’ve been told since I was a child I would go to college and that college was  
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the path out of (poverty) but I am aware of the income disparity more so now  

than when I was in high school.  It is hard to hear about people who travel the 

world, have large personal wealth they can freely spend, and can fall back on  

their parents if need be—it’s a reminder that I’m different in a way that a lot  

of people place value on—I don’t have money—and there’s shame and  

jealously and frustration that I couldn’t have those things. 

The let-down for three (23%) of the graduates followed them through college but did not 

seem to follow them into careers.  Two others (15%) were newly in the work force and 

had not had time to really formulate what they felt of gaining the college degree.   

Where Central Is 

Throughout the narratives, themes of opportunities and challenges, support and 

relationships, stress, and confidence coming from their accomplishments were prevalent 

in all areas presented.  One can sense in each of the respondents a feeling of hope for the 

future and pride in what they have accomplished.  All 25 current or former IB students 

had positive responses, whether they were full IBDP or Course students.  Likewise, the 

current study confirms students are getting exposed to a college-going climate within IB.  

Comments throughout the current study show how participants felt more confident in 

skills and ability to finish any postsecondary degree if they were able to finish IB.   

The graduates in the current study reported similar responses to graduation at the 

postsecondary level and abilities for careers past their postsecondary institutions.  As can 

be seen in the findings, most of the graduates who responded felt they were more 

prepared than others and had gained valuable skills in IB.  There was very little evidence 
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of regret when graduates or current students were asked about their dedication to the 

program.   

Considering the underrepresented status in all those who participated in the current 

study, the positive experiences and relationships were less expected considering the few 

peers with whom they could share the experiences of IB.  No matter how positive their 

experiences, the numbers in IB do not compare well to the overall population at Central.  

Even in the Hispanic focus group/interview, of the six, only one full IBDP and one 

Course student (1.65%) were part of the 121 graduates.  This is far different than the 12% 

Hispanic population of the school and definitely constitutes an underrepresentation in IB.  

As predicted, the majority of those who responded were from low socioeconomic 

backgrounds because those responding could represent two different groups of 

underrepresented students, and there were more who qualified as being low 

socioeconomic than any other representation.  Of the 121 IB senior students (either IBDP 

or Course), only 10 were considered low socioeconomic in status (8%) and only four 

were African American (3.3%).  The data also demonstrates that underrepresented 

students are not getting into the program at the same rate as other students.  This could be 

due to those underrepresented are not living in college-going households and are not 

seeking opportunities like IB.  Only one of the six Hispanic students interviewed felt they 

had been introduced to the IB program or encouraged to be involved in any way.   

Much of the data on underrepresentation supported previous data collected but there 

was the lack of comments about isolation due to race or socioeconomic status in this 

current study.  To highlight this, both focus groups were shocked at the low percentage of 

their races in IB.  They had never considered how limited the numbers were.  More to the 
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point, they felt being in IB was more of a minority for them than being African American 

or Hispanic.  Students in IB felt they were categorized as IB more than anything.  Rather 

than creating isolation within IB, there was more of a feeling of togetherness for being in 

IB and a feeling of being different from the rest of the school or students not in IB.   

Stress was an expected theme for both graduates and current students.  This self-

imposed stress could be seen throughout the narratives of the current study.  Although 

stress was an ever-present part of IB, graduates felt they were able to handle stress in 

college better because of their exposure to it in IB.  Of the graduates who responded 

about stress, there was the feeling like they had an advantage over other new freshmen in 

college because of their experiences in IB.   They responded in a way that made the stress 

a positive instead of a negative, once again seeing the skill of dealing with stress as the 

outcome rather than the stress itself. 

When considering if the stress and feelings of isolation were worth it, the graduates 

responded overwhelmingly they believed the IB program was worth the effort and 

hardships.  All nine who responded to the question of its worth affirmed the program was 

worth the hardships.  Seven of the nine (78%) responded with enthusiasm.  Even the two 

who did not respond exuberantly still stated it was worth doing and they would do it 

again.  Reasons behind satisfaction in the program differed with responses of confidence 

in the skills learned, dealing with stress, friendships gained, or educational growth but the 

belief in the program was still present.  Any mention of feeling labeled or stereotyped as 

a particular socioeconomic class or race was missing but there were the occasional 

mention of peers being insensitive or competitive.  Although never admitted, there may 

have been recognition from participants of differences from their peers.  There were 
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comments of fears of being excluded but none of the participants commented on 

analyzing the sources of their peers’ insensitivities.  For example, the participant who had 

been accepted to an Ivy League school did not feel there was labeling beyond the idea of 

the racial minorities getting more scholarships.  When follow-up questions were asked, 

the participant commented she was sure it was just the other person felt a lot of pressure 

to get into an Ivy League school.  The participant possibly chose to see her fellow IB 

student in a positive way so as to stay connected with the IB group rather than be 

isolated. 

Suggestions for Future Implementation 

Just because the graduates and current students in the program saw the benefits of 

doing IB, it did not mean there was no room for improvement.  Implications for 

improving the program came from the findings in the study and all suggestions deal with 

improved communication and activities that address the themes.  The themes of, 

relationships and support involve activities and communication with peers, faculty, and 

staff.  The themes of stress confidence have suggestions dealing with college-preparatory 

activities, communication about dealing with stress management, and learning how to 

take the confidence in skills learned in IB into postsecondary institutions.  Isolation and 

elitism suggestions focus on communication with peers, faculty, and staff, and activities 

addressing isolation and elitism. 

Relationships and Support 

Relationships were vital to all current students and graduates of the program.  One 

aspect of all good relationships was communication.  Communication with 

underrepresented groups could be improved according to graduates, and those who were 
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interviewed (including the focus groups).  Along with better communication is the idea 

that schools can improve support for students getting college information.  Graduates 

commented that teachers and counselors were happy to write recommendations, but it 

was up to the student to find out about scholarships, opportunities, and what they could 

expect once they got into college.  It was evident through data how the college-going 

climate is imperative for successful transitioning to postsecondary institutions and often it 

is the high school’s obligation to get the underrepresented student prepared for what is to 

come. 

Managing Stress and Developing Confidence for Postsecondary Success 

One strength to the program was how current students and graduates alike felt they 

had gained confidence for the next step in their journeys.  Although the theme was 

repeated often, the key is to stay diligent in addressing stress and how it is best dealt with 

for students.  Communication is once again needed so students can appreciate others are 

going through the same kinds of stresses or challenges.  One example the school already 

uses is to have past graduates come back for discussions and forums.  These forums allow 

current students to recognize they can succeed as well as the graduates.   

Elitism and Isolation 

As one graduate wrote about the elitism and the offensiveness of peers, it was 

pointed out how “we could have some sort of training discussing appropriate and 

inappropriate behavior as a small academic program in an inner city school.”  The 

graduate went on to state no matter how educated some are, “the ignorance was 

prevalent.”  In both focus groups, there was an expressed desire to get more information 

about IB before the IBDP actually starts.  Even though there is an IB program in the 
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building for 9th and 10th grade students, the participants felt they were not given enough 

information about the IBDP.  The same was said of information in the feeder schools (or 

the middle schools).  Those who transferred to the research school did so because of 

information from friends or family.   

During the Hispanic focus group, many of the participants felt they were 

discouraged by certain teachers and counselors from taking any IB classes, let alone the 

IBDP.  Counselors were particularly targeted in this.  It is recommended that Central try 

to improve discussions with underrepresented groups when scheduling for future years.  

Going in to learning labs or the clubs to discuss the program will encourage feelings of 

unity and security for the students and show the students there is an interest in them being 

involved in the program.  Even hiring a counselor who is bilingual might give more 

access to information for Hispanic students.   

One step the Central faculty and staff has already taken to combat the elitism of the 

program is to start the implementation of the IB Careers Path (IBCP).  This program is 

set up to allow students to take two to three IB classes in conjunction with career 

programs like Project Lead the Way or ProStart.  Project Lead the Way (PLTW) focuses 

on engineering and biomedical careers and ProStart has a focus on the culinary arts.  

IBCP will allow more students who are afraid of taking the whole IBDP to take the IB 

classes they are interested in and still have the distinction of being in an IB program.  The 

IBCP will hopefully address the needs of students who want to do IB but are not 

interested in the whole program or are focused on a particular career path.  The 

recommendation would be to communicate with the freshmen and sophomores about 
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their options within IB and give enough information throughout the first two years of 

high school to allow students to find the right choice in programs. 

Further Research 

The current research would have gained more insight and supporting data if 

additional graduates of postsecondary institutions and students not yet in the IB program 

could have been interviewed or surveyed.  In the current study, none of those interviewed 

or who received online questionnaires were younger than 18 years old and there were 

years to forget details of the experiences of getting into the program.  Likewise, there 

were only three graduates of postsecondary institutions who responded to the online 

questionnaire and there was a definite lack of data provided for a full picture of how the 

IB program helped or hindered graduates in their careers.  It would also be beneficial to 

contact those graduates who dropped out of postsecondary institutions.  It would be an 

added benefit to the program if these groups could be contacted and interviewed for more 

data and information to make the IB program better.   

Summary 

Clearly, participants of the current study felt they had benefitted from being a part 

of IB.  The effort was worth it to the graduates and the current students alike.  The 

national and international data supports the benefits as well.  However, there are those 

who are not getting equal opportunities for such benefits from IB.  Underrepresented 

students often have additional hurdles to getting the opportunities programs like IB offer.  

With knowledge gained from the participants in this study, there are areas where IB at 

Central can continue to grow.  With added knowledge of what they can gain, more 
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underrepresented students should be able to explore college preparatory programs like IB 

and be given more chances to achieve postsecondary goals. 
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Abstract 

The International Baccalaureate (IB) program is a choice program that many high 

school students are increasingly participating in to gain acceptance to desired 

postsecondary institutions, acquire college credit, and scholarship money.  Despite the 

benefits, IB is not accessible to all students.  There are several problems to consider for 

any student who wants to participate in the IB program, but for students who are 

underrepresented, the problems are multiplied.  The purpose of this study was to see what 

experiences underrepresented students have within IB.  The narratives of the students 

included themes of strong relationships, managing stress, gaining confidence in skills 

needed for postsecondary success, and feelings of isolation and elitism.  In addition to 

identifying themes, ideas for improving the program were also explored and suggested.   

(word count: 124) 
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The International Baccalaureate (IB) is a choice program which offers a rigorous 

curriculum for students desiring a more college preparatory experience and appearance 

for postsecondary institutions while still in high school.  For generations, choice 

programs have been a big draw for students who live in college-minded families with 

plenty of opportunities for college preparation.  At the core of the IB is the Diploma 

Program (IBDP) which is designed for the last two years of the student’s secondary 

education.  The IBDP is vital to the IB program because the exams and assessments often 

gain the student acceptance to selective postsecondary schools, college credit, 

scholarship, and/or tuition benefits. 

Is the lure of acceptance to certain postsecondary institutions, credits and possible 

scholarships enough to be advantageous over a school which offers a typical education?  

IB is expensive with fees for exams and activities in the program, transportation is rarely 

provided so it may cost added time and money just to attend.  Students often have to 

transfer to a new school offering IB if it is not close, and students may feel isolated and 

uncertain about abilities when surrounded by others who are just as talented.  Despite the 

hardships, for more and more students, the answer is yes, IB is worth the challenges.   

Getting into the postsecondary institution of choice is a primary goal for students.  

Among many researchers examining IB’s success at the postsecondary level, Taylor and 

Porath (2006), cited, “IB students experienced a significantly greater increase in 

achievement than students in the regular curriculum” (p. 150).  Research by Halic (2013) 

and replicated by Bergeron (2015), found “92% of the DP candidates graduating from US 

high schools (in 2005 and 2008) enrolled in US postsecondary institutions” (p. 5)  

According to Roderick, Coca, and Nagaoka (2011) the college-going climate is crucial in 
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entering programs and getting through the college application process.  Often the high 

school environment is where that college-going climate is instilled.  Too often it is the 

school’s responsibility to emphasize the importance of college.  High schools are taxed 

with “bridging what could be termed the social capital gap for first-generation college 

students…too often low-income urban students with the qualifications to attend four-year 

colleges do not effectively take the steps to apply to and enroll in a four-year college” (p. 

202).  Programs like IB are expected to fill the gap between those who have support for 

going to college in their lives versus those who do not (college-going climate). 

Another draw for programs like IB are the college credits students may earn while 

in high school, hence saving the student semesters and tuition at the postsecondary 

institution.  Among the many studies showing benefits of IB, Kyburg, Hertberg-Davis, 

and Callahan (2007) supported the idea “to complete the bachelor’s degree in shorter 

time, thus saving money on tuition” (p. 178).  Finally, there is the goal to complete a 

college degree.  There are several studies that analyze whether students from choice 

programs are more successful in completing college.  Halic (2013) not only found the 

higher number of students getting into colleges, but also “74% of the DP graduates who 

enrolled at four-year institutions graduated within four years” (p. 8).  When compared to 

the national averages of 56%, IB students graduate postsecondary institutions in higher 

percentages and in a timelier fashion. 

Despite the overall benefits of being involved with IB, there is one component 

which keeps being left out of the IB question.  Is IB is worth experiencing for the 

underrepresented student?  For the purposes of the current study, the word 

underrepresented was chosen to signify students who are overlooked when decisions are 
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made at a school or program simply because of number represented in the program.  The 

focus of the study was on the low socioeconomic status, African American, and Hispanic 

students.  These groups were chosen because the percentages of Caucasian students are 

very high in the study area so race was the easiest measure for representation; but, the 

most prevalent underrepresented student in IB for schools are from low socioeconomic 

backgrounds, so both were considered.   

In a choice program, socioeconomic status is harder to define and categorize than 

race or gender, so the measurement is limited.  For those with low socioeconomic status, 

the choice program decision becomes more difficult than the majority of students because 

of the expenses connected.  Low socioeconomic students may not even attempt the 

program if they know there are costs associated with testing and participating in certain 

activities necessary for the program.  Congor, Long, and Iatarola (2009) asserted, “Non-

poor students are roughly three times more likely than poor students to take AP/IB 

courses in each subject” (p. 562).  A lack of family members with experience in 

postsecondary education or advanced course taking could also cause pitfalls for the low 

socioeconomic students, once again supporting the need for the college-going climate.  

Kyburg et al. (2007) discussed how “there are pronounced differences in educational 

opportunities for rich versus poor students” (p. 175) and “those who come from low 

socioeconomic backgrounds, are often the first in their families to have a chance to go to 

college, and thus may face additional challenges” (p. 185).  Students are often not skilled 

or familiar with the knowledge of what to do to get college-ready because they have no 

one in their families who have shared that experience, the educational support system, or 
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the opportunities necessary to get students with little background into the right 

postsecondary institution. 

One could stop at low socioeconomic status if looking at underrepresented students 

in most schools in Missouri, but African American and Hispanic students are so 

underrepresented in Missouri’s IB schools, they also should be considered.  For the racial 

minority, entering a program like IB often means leaving peers and then having feelings 

of isolation in a high-stress program.  This isolation was apparent in African American 

students according to Johnson-Bailey, Valentine, Cervero, and Bowles (2009) who found 

“accounts of loneliness, isolation, and disconnection…dominated the data” (p. 194).  The 

problem of access is not just with students who do not have the money to participate, it is 

a problem of being underrepresented and feeling the program is not suited to him or her.   

The purpose of this study was to illuminate the experiences of underrepresented 

students in the IB program.  What are the experiences that underrepresented students 

have in the IB program?  Is the IB program ultimately worth the additional hardships?  

The research and findings are presented in the areas of:  (1) entering the IB program, (2) 

navigating the IB program, (3) transitioning from IB to postsecondary institutions, and 

(4) obtaining success and degrees from postsecondary institutions.   

Literature Review 

For students considering the IB program, the academic successes are well-

documented.  Conley, McGaughy, Davis-Molin, Farkas, and Fukuda (2014) found “a 

greater proportion of IB/honors students persisted through college in comparison to non-

IB/honors students” (p. 12) with “comparable histories” (p. 5).  Furthermore, Adelman 

(2006) found the high school’s rigor and curriculum to be the strongest indicator for 
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college completion.  This is so even compared to high ACT or SAT scores or grade point 

averages (GPA).  May et al. (2013), compared IB and non-IB students in college 

preparation to find “IB students are very, very different from non-IB students, and while 

school and student demographics are related to IB participation, the best predictors are 

indicators of prior academic performance” (p. 6). 

Not all sources were as optimistic about the preparation IB provides for students in 

postsecondary education.  Although the academic and cultural preparation is evident, 

there are risks in taking on such intense preparatory programs.  Kretchmar and Farmer 

(2013) examined the downside to such programs as IB.  Students “can come to their 

colleges and universities exhausted and unprepared for the challenges they will face” (p. 

29).  Stress also weighs heavy on many coming from choice programs.  Foust, Hertberg-

Davis, and Callahan (2009) found students from choice programs put enormous amounts 

of stress on themselves.  Wilensky (2007) felt the so-called college pipeline is too 

selective and focused on an academic standard that only a few can fit.  May et al. (2013) 

found “IB students were more likely to be female, Asian or White, and identified as 

gifted/talented, while they were less likely to be English language learners, have a 

disability, or be eligible for free/reduced lunch” (p. 6).  Wilensky contended, “we have a 

school system that, under pressure from politically powerful parents, maximizes the 

readiness of a small number of its students to compete with students from across the 

country for admission to highly selective colleges and universities” (p. 254).  Yet, a 

situation where the educational system only supports a small percentage of the population 

leaves out the majority of the students in the school and can be considered elitist. 
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Underrepresented students are put into the strange situation of being in a program 

that is considered elite.  IB is a selected minority that often determines the direction of an 

entire school system, therefore, it runs the risk of being considered elitist.  Johnson 

(2006) looked at the idea of being elite in terms of privilege.  This privilege  was not 

always defined by difference.  According to Johnson, “privilege doesn’t derive from who 

we are or what we’ve done.  It is, as we’ve seen, a social arrangement that depends on 

which category we happen to be sorted into by other people and how they treat us as a 

result” (p. 35).  There is privilege associated with IB, and, when considering Johnson’s 

quote, students are more often categorized by whether they are IB or not rather than by 

color or socioeconomic status.  This puts underrepresented students in the juxtaposition 

of being part of an elite group while also being part of an underrepresented group. 

There are many sources on college readiness of underrepresented students, but 

when considering the added component of IB, there are fewer.  Hill, Haycock, and 

Maranto (1999) considered the urban setting a challenge, “the students whom urban 

public schools educate are more disadvantaged than ever before—increasing proportions 

are from low-income, single-parent homes, immigrants and non-English speakers, and 

afflicted with health and family problems” (p. 419).  They have bigger problems than 

getting the funds for school fees and, as a family or single parent, they choose not to even 

consider the choice program if it is available.   

College-credit in high school can bridge the transition from high school to college 

according to Hoffman (2003).  IB offers examination-based college credit as a bridge that 

may help underrepresented students see they are able to do the postsecondary work 

before they start.  Hoffman warned, “The mere existence of these options doesn’t 
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necessarily spell success” (p. 46); too many underrepresented students are in schools that 

offer such programs but are unable to take advantage of these opportunities because of 

lack of awareness or the preparation needed.  

Wright (2015) investigated postsecondary outcomes of IBDP students aged 20 to 63 

in order to get perspectives of those who had time to reflect more on their experiences.  

Many reflected how IB helped their working lives, and skills learned in IB influenced 

them past graduation “as having directly and positively impacted their working lives” (p. 

3).  Culross and Tarver (2011) also examined the perspectives of IBDP graduates who 

either completed or were close to completing a college degree.  They found IBDP 

graduates “perceived they had a greater breadth and depth of knowledge, improved 

creative and critical thinking skills, and improved oral and written communication skills” 

(p. 239).  The responses were that students felt a benefit from the program was not only 

in getting into college but also in skills necessary for success in and after their 

postsecondary experiences. 

Even those underrepresented students who do successfully navigate the IB program 

are not guaranteed matriculation or fulfillment in their choice college or job.  Adams 

(2012) found there were significant issues with finding jobs even with college educations, 

and although students who take choice programs are benefiting in college, they may have 

just as many issues getting a job once they graduate.  Nidiffer and Bouman (2004) 

concluded, “Class became—and it remains—a strong predictor of who would and would 

not attend or graduate from higher education” (p. 57).  Stratton and Wetzel were able to 

access data on a national level with “identifying the relation between socioeconomic 
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status and college outcomes” (p. 15).  The findings were similar to Hoffman (2003) in 

that: 

African Americans are 15% less likely to graduate than Whites; Hispanics  

are 9% less likely to graduate than non-Hispanics; first generation college  

students are between 11 and 14% less likely to graduate than students whose  

most educated parent has a college degree; and those from the lower half of  

the income distribution are 9-11% less likely to graduate than those from  

the highest income quartile, holding all else equal (p. 16). 

Once again, the likelihood of the underrepresented student graduating from a 

postsecondary institution is significantly lower than those who have representation.  The 

graduation levels for those involved in IB is significantly higher, but data is not available 

on underrepresented students specifically.   

Research Design and Analysis 

The qualitative research design was a phenomenological case study.  Although 

phenomenological and case study can stand independently, the data collected was 

phenomenological in nature but collected through a case study in a school which is 

representative of urban IB schools in Missouri.  In this research, the individuals are 

connected to IB simply by being in an IB school, and they are sharing the experiences 

they have had with IB.  The data was collected by questionnaire, interview, and two 

different focus groups. 

Setting  

For the purpose of this research, the state of Missouri was of interest, being 

geographically in the middle of the US, and a good example of limited access IB.  The 



 

122 
 

state only has 11 IBDP programs compared to more populated states like Florida, Texas, 

and New York.  The only participating school is urban in nature, culturally diverse for 

Missouri, has a population that fluctuates between 1650 and 1750 students, and has 

offered the IBDP program since 1998.  This may not be a typical school for Missouri due 

to the cultural diversity and large population, but the school is better established than 

most IBDP schools in the state and is typical of the nine urban IB schools in Missouri.  

The research site was also chosen because of the lower Caucasian student population and 

the urban setting.  In the graduating IB class of 2016 of 49 full IBDP and 62 students who 

took IB courses, only four (3.6%) African American students and only two (1.6%) 

Hispanic IB students graduated with IB courses.   

Participants 

The IBDP population at the selected school contains approximately 59 12th grade 

students, with 62 additional 12th grade Course students who only participate in a few 

particular courses rather than the full IBDP.  Participants consisted of individuals who 

were once, or currently, a part of IB from the year 2001 to 2016, limited to those who 

were considered underrepresented and associated with IB in some way.  This association 

with IB included graduates of the IB program (either currently enrolled in postsecondary 

education or not), students who chose to drop out of IB either partially or completely, and 

some of the faculty and staff currently working at the school.  A purposive sample was 

chosen because the participants were all considered underrepresented and associated with 

IB in some way (again, in IB at one time during their secondary education).  For the 

graduates, the online questionnaire was sent to 30 individuals, who were considered from 

an underrepresented group.  Of the 30 questionnaires sent out, 13 responded. The 
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participants of the online questionnaire were contacted through email lists for IB 

graduates.  The second online questionnaire was sent to faculty and staff of the chosen 

school.  Twenty-four teachers and support staff responded to the online questionnaire. 

The participants for the two focus groups were current students (either still in IBDP, 

Course, or had dropped full IBDP but still enrolled at the chosen school), The first of the 

two focus groups consisted of five African American students who had a wide range of 

connections to IB.  There was a mix of full IBDP, Course students, and students who had 

dropped any IB.  The second focus group consisted of five Hispanic students.  There was 

only one Course student (taking at least one IB course but not the full IBDP) and the rest 

not currently taking IB in any way.  These students took at least one entrance level IB 

course during their first two years of high school.  Three interviews took place with two 

current students (one African American who dropped all IB courses, one Hispanic who 

was full IBDP) and one graduate who was IBDP.   

Data Analysis 

The analytic questions were designed to start general and work toward specific 

experiences of underrepresented students in the IB program.  The interviews and 

questionnaires were audio-taped and later transcribed.  The data were manually 

transcribed and coded for themes or categories according to experiences with IB.  

According to Merriam (2009), “Coding is nothing more than assigning some sort of 

shorthand designation to various aspects of your data so that you can easily retrieve 

specific pieces of the data” (p. 173).  Category construction and sorting the data was 

“responsive to the purpose of the research” (p. 185).  The construction of the categories 
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included common experiences of underrepresented students in IB.  Additionally, an 

outside source was asked to triangulate coding for purposes of validity and reliability. 

Findings 

 The narratives of the individuals from this research were organized in the four areas 

of:  entering IB, navigating IB, transitioning to postsecondary institutions, and gaining 

degrees from the postsecondary institutions.  Several specific themes emerged within 

each of these categories and six themes were found repeatedly—relationships, 

opportunities and challenges, stress, isolation and elitism, confidence, and a sense of 

accomplishment.  Whether it was positive or negative, these themes were continuously 

addressed in the narratives. 

Entering IB  

 Most participants who responded to the questions on choosing to participate in IB 

gave similarly themed answers—the need for a challenge or opportunity, stress or 

pressure on self to do more, and a sense of confidence in their desire for new educational 

setting.  The need for a challenge or opportunity was the most predominant theme in 

responses to both online questionnaires and interviews.  In the focus groups and 

interviews, students reported seeing the IBDP as an opportunity and chance to challenge 

themselves.  All participants who completed the program (3 full IBDP) said they came to 

the school because they wanted to challenge themselves more.  At times, the participants 

would interchange opportunity and challenge.  Likewise, most IB graduate respondents 

(those responding to the online questionnaire) saw leaving their designated school and 

transferring as an opportunity, only a few saw it as a challenge.   
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Similar responses were found with the curriculum.  Some viewed the curriculum as 

an opportunity to challenge themselves and others viewed it as a challenge they had to 

“survive.”  The African American and Hispanic students in the interviews and focus 

groups spoke of IB as a challenge to tackle whereas the online graduates remembered it 

more as an opportunity to start with new and positive challenges.  One current Hispanic 

student said “I wanted to be in the IB program but my parents didn’t care as long as I got 

As and I knew that wouldn’t happen with IB so I didn’t do it.”  Contrastingly, 11 of the 

13 graduates reported comments like “IB was my best educational opportunity” and “I 

was eager to engage with a challenging curriculum.” 

Pressure was a constant in responses about entering IB but it was an internal 

pressure they spoke of rather than pressure from family, peers, or teachers.  One IB 

graduate responded, “I wanted to be a part of an advanced academic curriculum.  I found 

the education I was receiving was too easy and felt like I was not learning anything 

critical.”  Another wrote “it was challenging, which is what I needed but it wasn’t 

dreadful.”  Seven of the 11 (64%) from the focus group expressed the pressure as well.  

One African American stated, “I still feel not necessarily that people would judge me if I 

dropped IB but I would feel less of myself if I dropped full IB.”  Another followed with, 

“I’m stubborn.  That’s why I’m still in it.  I say I’m going to quit all the time but I never 

legitimately said oh I’m going to quit.”   

When considering the stress of entering the IB program, there was relatively little 

reported pressure from family or close friends despite comments showing some 

influence; the stress came from the individual and was internally motivated.  Nine of the 

11 (82%) current students who responded to questions of transferring schools for IB 
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stated they were happy with their switch.  There were no comments about strong pressure 

from family or peers to either make the switch or not make the switch, even when there 

was evidence of influence.  One student responded with, “my friends in eighth grade 

were really like ‘are you gonna leave us?’  But they were cool.”  It made it easier when 

others were also making the switch, as seen in the comments, “I think four of us came 

over so like it came down to friends at the time.  It felt like we would be in this together.”   

Graduates had slightly different views of the stress with transferring.  Eight of the 

12 graduates who responded (67%) transferred specifically for the IB program.  

Responses varied between friends, family, and personal pressure.  One graduate 

responded, “my brother was involved in the program and he had a good experience and it 

was what all my friends did so I transferred.”  Mostly, the hardship of transferring was 

reported to be with transportation, as heard in the comment “the only hardship I noticed 

was it took a little longer to drive to school.”  Only one graduate mentioned leaving 

friends behind, but even then, it was not a matter of pressure from friends.  Not one 

student regretted their transfer or felt there were real hardships with entering the IB 

program. 

Navigating IB 

Central themes in navigating the IB for students were relationships and support 

from peers and teachers, managing stress. elitism, and isolation.  The theme of 

relationships was strong in the data.  Relationships often hinged on how supported 

students felt from peers and teachers.  One graduate wrote, “Having friends who were 

similarly driven, intellectually curious, and engaged in learning pushed me to be the best 

version of myself academically and socially.  This shaped what I looked for in future 
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friends, and made me more selective with the type of people I chose to surround myself.”  

Friends or peers were mentioned in five of the seven (71%) positive influence responses 

and seven of the nine (77%) negative influences, with competition being the most 

prevalent.  For the current students, eight of the 12 said they felt supported by their peers.  

Of those eight, seven were from the African American focus group simply because the 

Hispanic students were so underrepresented (two) in IB.  The one full IBDP Hispanic 

student was the only one who felt the positive support of his IB peers.   

 Teachers received positive responses from graduates and from the African 

American focus group but the not from the Hispanic focus group.  Overall, teachers were 

mentioned more than family or other outside sources as being either positive or negative 

influence for the IB underrepresented student.  Six of the seven graduates (87%) who 

responded about positive influences wrote of teachers.  One response from a former 

graduate shared, “My teachers from IB are still my biggest role models in life.”  Another 

graduate wrote, “I felt very supported mostly because I think it was the whole school’s 

main focus.  Teachers accommodated…there was flexibility…they helped others who fell 

behind with content.”  However, there were negatives as well, three graduates out of the 

nine who responded wrote of favoritism or encouraging competition.  With the focus 

groups, four of the six African American students felt they were trusted more by teachers 

but two of the six Hispanic students felt a lack of trust with the teachers.  One African 

American student in a focus group said, “Teachers treat those in IB differently than non-

IB students.  Non-IB students get treated like kids.  I think teachers believe more in IB 

students than in non-IB students.”  The Hispanic students do not participate in IB as 

much as the African American students and reported the lack of confidence from teachers 
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and particularly from counselors.  All five Hispanic students (again, there was one 

student who was taking three IBDP courses, and four who were not currently taking any 

IB courses but had taken entry level courses) expressed frustration in the counseling they 

were given.  One comment was, “counselors don’t talk to us or tell us what we can do (in 

IB).” 

 Stress was a theme that permeated each participant, graduate or current student.  

Students shared that stress was a constant in their minds when in IB.  All 13 students 

responded with comments about stress and learning to manage their stresses.  Although 

many felt the stress was worth the benefits they received, the stress made it more 

difficult.  One student stated, “I thought I would die of endless stress and panic attacks, 

but I lived.”  Another response was, “everyone in IB knows you have to make a lot of 

sacrifices to be successful.”  Stress was a given in the program and often reported as 

more internally motivated than something pushed upon them.   

Despite most of the stress being viewed as self-imposed, some of those stressors 

were more than internally focused.  One former IB graduate wrote, “My parents tried, 

however they had a hard time understanding because they didn’t have any experience 

with it.”  Another graduate wrote, “There was such an emphasis on everything academic 

and being perfect.”  In an interview, a graduate claimed, “my stress levels were off the 

charts!  There were some weeks that I considered backing out because there were times I 

was so stressed or the curriculum for one specific class of mine was difficult and I could 

not get help.”   

Competition was also a recurring stress throughout the responses.  Seven of the 

nine responses (78%) in the focus groups commented about negative influences from 
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peers.  Negativity from peers came mostly in the form of competition.  Students 

responded with phrases concerning “a lot of negativity from IB kids—older—how they 

were burned out and warning us.”  One responded how another student told her she only 

got into Duke University because she was black.  She continued by saying, “it is an 

intense time and thoughtless comments.  People get competitive but at the same time, 

they are so worried about themselves.”  Graduates commented, “the IB culture is cut-

throat” and it “created a sense of unhealthy competition.” 

This competition often took on elitist perspectives.  One response from an IB 

graduate said, “peers who I did not consider friends often created the idea that IB students 

were superior to non-IB students…it daily did influence on my thinking, or at least 

restrict my interactions with non-IB students.”  Another word used by three students was 

pretentious.  Students would hear other IB students talk of colleges which were “beneath 

them” and it was difficult to admit in many IB circles of wanting to attend those colleges. 

Finally, feelings of isolation were present, but only in insignificant data.  No 

graduate ever made comments directly stating they felt isolated from the rest of the 

program but there were four references in the question about not being supported where 

IB graduates suggested feelings of isolation.  One IB graduate wrote, “I feel like I was the 

only person who actually knew how much I was struggling or how hard IB was for me.”  

In another question of the limitations they felt from the program, two commented on 

feelings of isolation, “The school was divided (between IB and non-IB) and we never got 

to mix with other students in our grade, which I think is unhealthy…a lot of the time I 

was unsure what was expected of me as an IB student.  Additionally, when asked about 

whether they felt they were a minority, most responses were still about feeling a minority 
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for being in IB.  One graduate stated he or she felt more of a minority being IB than being 

black.  Others took a more cavalier approach, “I had no social life, I hardly slept for the 

whole two years.”  One of the students interviewed said, “I’ve always been on the 

outside.  IB was just another way I was different than everyone else.”   

Transitioning from IB to Postsecondary Institutions 

The idea of being underrepresented lessened in the responses from graduates.  Most 

were keenly aware of being a minority in the IB program but far less concerned with it in 

their postsecondary institutions.  Confidence, skills, relationships, stress, and a sense of 

let-down were the most dominant themes.  The data collected for this section was taken 

almost entirely from the graduate online questionnaire simply because the current IB 

students interviewed had no experiences with postsecondary institutions at the time.   

According to the data collected from the 10 graduates who responded, five felt IB 

absolutely prepared them better than other programs for the rigors of the college 

curricula.  Many of the graduates cited the college credits they received and a few cited 

getting into the postsecondary institution they wanted as being a great benefit for doing 

IB.  Five graduates (50%) of the 10 who responded felt the program helped them in many 

ways but did not prepare them for all to come.  One response was, “it really only helped 

me to handle the stress of college better.  Not because there’s less stress but because I 

was already used to being that stressed and didn’t have to adjust (like others).”  Four of 

the responses did refer to the college credits they received from the program as being a 

big benefit although it was never stated as the only benefit. 

Skills gained in IB were the biggest benefit, according to all 13 of the respondents 

and, for most, comments followed about improved confidence because of these skills.  
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Being able to write a good paper was mentioned by five of the graduates who responded 

(39%).  One commented, “I can write papers with ease.”  Thinking critically was 

specifically mentioned in five responses as well.  Likewise, time-management was 

mentioned in five of the responses, “IB helped me with time management…and helped 

me develop a study method for college that worked.  No one else in my family could help 

me, so IB really gave me the tools I needed.”   

Most of these responses were also linked with confidence.  Preparation, specific 

skills, and time management all seemed to build a sense of confidence in the graduates 

that stayed with them in college.  As one graduate stated, “it made me more confident 

overall and confidence is vital in college.”  Not every comment was positive though; 

seven of the 13 responding had some limitation to report.  One comment included, “it did 

not prepare me for the lack of structure in college.  College doesn’t have many mentors 

or advisors to assist me and my family has no clue.”  Another stated, “It didn’t prepare 

me for finding out the specific way I study most effectively, which is all that matters in 

the higher-up classes that I am in now.” 

Relationships were still important once out of the IB program.  Peers, teachers, and, 

of course, family were still important.  Eight of the 12 (67%) graduate respondents kept 

connections with peers and teachers from the IB program, but most cited only sporadic 

connections.  One commented, “I have kept some friends from high school, but not many.  

I think we were all in that season together and now that season is over so we moved on.”  

Another wrote, “I remained friends with mostly IB graduates…I find I identify with them 

due to our experiences with IB and due to the knowledge we gained while in the 

program.  More even than with other minority students.”  Almost all connections with 
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fellow IB graduates depended on proximity.  If students were going to the same 

postsecondary institution, they kept in touch, if not, there was less interaction.   

Stress and a feeling of let-down were also present in the responses.  There were two 

responses (15%) that mentioned how IB helped in dealing with stress but most did not 

even mention stress experienced during postsecondary education.  This seems like it was 

a positive of the IB program if they did not feel stress enough to mention.  What some 

graduates did mention was a sense of let-down.  One graduate stated, “arriving at a 

college…did feel like a let-down.  I had to find ways to challenge myself academically 

and push myself without the same kind of peer pressure.”  Another responded, “trying to 

have intellectual conversations is hard with people who didn’t go through IB.  It was like 

leaving a special community to go into a dull world.”  A respondent gave his feelings of 

being let down as “my sister and I are the first in our family to ever go to college…I 

work, I take opportunities, I push myself…but there was a system in place for me to be 

successful.  Now that I am at (college) I see how lack of equal opportunities can really 

damage students’ abilities to have upward mobility.  I’m lucky I had a family that 

supported me.” 

Obtaining Degrees from Postsecondary Institutions 

 Themes that emerged from graduates of the program were overarching principles 

the IB instilled in most of the graduates.  Themes of confidence, skills gained, and 

relationships were what the graduates felt they took with them into their careers.  

Overwhelmingly, almost all graduates (12 of 13) responded in some way about having 

the confidence to take on tasks and be successful.  Supporting ideas to this confidence 

included comments like, “IB taught me how to go out and get things I want in life” and 
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“IB proved to each diploma recipient that they could excel in many fields with lots of 

kinds of people that aren’t just like them.”  Being part of a underrepresented group did 

not deter IB students as much because they gained confidence that many other 

underrepresented students do not get, such as, “I was able to do something in high school 

that most don’t and I knew I had that accomplishment with me.”  Of the 10 who 

responded to the question regarding benefits of having completed the IB program, eight 

(80%) reported some feeling of accomplishment and pride.  Examples included, “a grand 

sense of pride, feeling challenged and succeeding through it and just getting a learning 

experience that others like me usually don’t have…it fit how I learn and think.” And “It 

was a challenge that I feel proud of having completed.  It still looks great on resumes 

even though I graduated several years ago.  It was an incredible experience I didn’t get 

the privilege of having in college.”  One interview stated, “my family didn’t have much 

to give me and now, with my education, I’m changing my life.” 

Four of the nine responses (44%) focused on skills as having a deep impact on their 

confidence.  Responses suggested students felt they had mastered managing their time 

more efficiently than others around them because of their background and they all 

seemed to resonate a determination and pride in their abilities to manage stressful tasks.  

None of the online graduates regretted either finishing IBDP or dropping to certificate; 

they felt they had chosen the right path for their circumstances and they feel they are 

more equipped in their careers or abilities to be hired.   

Relationships have stayed with the graduates as well.  Naturally, the participants 

acknowledged relationships with family, but many also commented on relationships 

gained during their IB experiences.  Of the nine who responded to the question of 



 

134 
 

keeping in touch after the program, those who were out of postsecondary institutes have 

little contact with friends from high school.  One wrote, “I probably kept in contact with 

people in IB more than my black friends from high school; we just went through 

something together that kept us close.  And we were sharing college experiences that I 

don’t have with a lot of my black friends from middle school or high school.”  When 

asked about giving back to the community, one interviewee said: 

I spend a lot of time volunteering with high school students in the inner city.   

In one organization, I help seniors apply to college; in another, I educate  

about civic engagement.  Most are low income and ethnic minorities…many  

of them don’t think they can go to college and those that do are drastically 

underprepared.  I guess I get some of this need to help from the service  

projects we did in IB. 

Another interviewee said, “I struggle with this as someone who has been very supported 

and received a lot of aid…I try to share my experiences with the schools I applied to, but 

how can I push other students to apply for top tier universities when I know if they got in 

and were able to afford it, they would get eaten alive?”  One response in the online 

questionnaire stated, “I finally see the fruits of my labor, but would I be in the same 

situation if I didn’t have family and peers telling me it was possible?  I don’t think so.” 

These were not the only feelings of a let-down for graduates.  There were seven 

responses of having a let-down after graduating.  One online response was, “after I 

completed the program I was kind of like, ‘oh I guess I’m done.’  I thought I would get 

more exaltation or recognition for my work, but I didn’t.”  Another response included, 

“IB students are in such a bubble and told it is such a big deal but almost no one in the 
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real world even knows what it means.  It’s so hard to describe and eventually stops being 

relevant.”  Of the seven, most (5) referred to not getting the recognition they had created 

in their minds.  Feelings of alienation were mentioned even years after leaving the 

program.  “Socially, (IB) was elitist and straining.  Many of my peers were quite 

offensive (to low socioeconomic needs) and ignorant toward non-IB students—even 

Course students.  The ignorance was prevalent regardless of how ‘educated’ my peers 

were.”  Another response was, “I’m just like in high school; because we were trained to 

stay in and do homework instead of wasting our time pretending to be like other people.”  

One interviewee stated: 

I’ve been told since I was a child I would go to college and that college was  

the path out of (poverty) but I am aware of the income disparity more so now  

than when I was in high school.  It is hard to hear about people who travel the 

world, have large personal wealth they can freely spend, and can fall back on  

their parents if need be—it’s a reminder that I’m different in a way that a lot of 

people place value on—I don’t have money—and there’s shame and jealousy  

and frustration that I couldn’t have those things. 

The let-down for a few of the graduates followed them through college but was not 

reported as following them into their careers.   

 Through entering the IB program to graduating from a postsecondary institution, 

students and graduates reported similar perspectives of what they experienced in IB.  The 

students and graduates all responded about the challenges and stresses involved but 

almost all felt it was a positive outlet for stress all have to experience.  They seemed to 

see the achievement of dealing with stress and challenge as a skill they were able to 
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develop.  Another common theme surrounded the relationships they were able to create 

with peers, teachers, and family.  Finally, skills were emphasized throughout.  The 

graduates responded how the IB had instilled skills they will take into their careers, the 

graduates also commented how they felt more prepared than others, and the current 

students spoke of skills they were becoming confident in currently would follow them 

into postsecondary institutions.  The skills gave them the confidence they needed for 

success.  

Discussion 

Throughout the narratives, ideas of opportunities and challenges, support and 

relationships, and accomplishment were prevalent in all areas presented.  One can sense 

in each of the respondents a feeling of hope for the future and pride in what they have 

accomplished.  The benefits of the program were supported by comments from graduates, 

current students, and prior research such as Taylor and Porath (2006) who found student 

reflections were positive.  Additionally, “87% felt they were better prepared for 

introductory-level postsecondary courses than those not in IB, and the majority felt better 

prepared for advanced courses” (p. 154).  In the current study, all 25 current or former IB 

students had positive responses, whether full IBDP or Course.  Likewise, the current 

study supports the idea of students getting exposed to a college-going climate within IB 

as Roderick et al. (2011) found was necessary.  Additionally, Hill et al. (1999) and May 

et al. (2013) were all supported with how students with no advanced choices will have 

little confidence for postsecondary aspirations.  Comments throughout the current study 

show how participants felt more confident in skills and ability to finish any 

postsecondary degree if they were able to finish IB.   
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Halic (2013) reported 92% of IB students attended postsecondary institutions and 

reported “74% of the DP candidates graduated within four years” (p. 8).  The graduates in 

the current study, all from underrepresented groups, reported similar responses to 

graduation and the confidence in their abilities to graduate.  The current study’s findings 

support the studies of Adelman (2006) and May et al. (2013) as well as Conley et al 

(2014) in that they cited the high school’s preparation as being indicators of success in 

college.  As can be seen in the findings, most of the graduates who responded felt they 

were more prepared than others and had gained valuable skills from IB.  Skills gained 

align with what Culross and Tarver (2011) found in IBDP graduates.  Similar responses 

to “greater breadth and depth of knowledge, improved…critical thinking skills and 

…improved written communication skills” (p. 239).  Like the current study, Wright 

(2015) found IB skills positively influencing their working lives, the graduates of the 

program also felt it helped beyond college. 

Considering the underrepresented status in all those who participated in the current 

study, the findings were mostly as expected.  In Hoffman’s (2003) study, there was a 

disparity in the number of Hispanics involved just as there was in the current study (only 

one Hispanic graduate of the IBDP).  Even in the focus group/interview, of the six 

Hispanic students, only one full IBDP and one Course student (1.6%) were part of the 

121 IB graduates.  This is significantly lower than the 12% Hispanic population of the 

school.  There were few within the 12% of the general population who were willing to 

even try IB, which indicates little support and high chances of isolation for those who do.   

Isolation is evident in not only the Hispanic and African American IB students but 

also those from low socioeconomic backgrounds.  Low socioeconomic students 
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represented the highest percentage of underrepresented students (8% in current IB class).   

Five (39%) of those responding to the online questionnaire were members of more than 

one underrepresented group (either Hispanic or African American).  Their responses 

support Nidiffer and Bouman (2004) in that class has become a strong predictor of who 

graduates from postsecondary institutions or from IB.  Of the 121 IB senior students 

(either IBDP or Course), only 10 were considered low socioeconomic in status (8%).  

These low percentages make a statement as Kyburg et al. (2007) did in that they highlight 

how poor students do not have the same opportunities as students who have more affluent 

backgrounds.  Additionally, they do not have as many avenues for finding similarities 

with other IB students as funds and locations may limit them.      

There was a definite lack of comments about isolation due to race or socioeconomic 

status.  Johnson-Bailey et al. (2009) proposed alienation, loneliness were major themes 

among minority students in choice programs but was not supported well in the current 

study.  In fact, participants in both focus groups were shocked at the low percentage of 

their races in IB.  They had never considered how limited the numbers were.  More to the 

point, they felt being in IB was more of a minority for them than being African American 

or Hispanic.  This aligns with Johnson (2006) who referred to the idea of privilege as “a 

social arrangement that depends on which category we happen to be sorted into by other 

people” (p. 35).  Students felt they were categorized as IB more than anything, and, 

although they knew there were fewer of their races, they did not feel any ill effects of it.   

Managing stress was a theme for both graduates and current students.  Foust et al. 

(2009) were able to find “Students’ comments revealed that the pressure to succeed in 

these more challenging courses, and the subsequent stress, was largely self-imposed” (p. 
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11). Taylor and Porath (2006) reported “50% reported feeling less stressed than their non-

IB counterparts.”(p. 154).  Although stress was an ever-present part of IB, graduates felt 

they were able to handle it better because of their exposure to it in IB.   

Addressing the overall research question of whether the IB program is worth the 

effort, the graduates responding to the online questionnaire believed the IB program was 

worth the effort and hardships.  All nine who responded to the question confirmed it was 

worth the hardships.  Seven of the nine (78%) responded with enthusiasm.  Even the two 

who did not respond exuberantly still stated it was worth doing and they would do it 

again.  Reasons behind satisfaction in the program differed with responses of skills 

learned, dealing with stress, friendships gained, or educational growth but the belief in 

the program was still present.  Also missing was any mention of feeling labeled or 

stereotyped of a particular socioeconomic class or race.  None of the participants 

responded to feeling there was labeling beyond the idea of the racial minorities getting 

more scholarships. 

Implications 

Just because the graduates and current students in the program saw the benefits of 

doing IB, does not mean there is no room for improvement.  The IB program at the study 

site has grown and improved over the last 18 years because of identifying weaknesses 

and improving those weaknesses.  The current study identified weaknesses in 

communication between peers, staff, and faculty; support from those who are connected 

to underrepresented students (relationships); limited activities in managing stress; and 

few opportunities to address feelings of isolation or elitism.  Implications for the program 

came in ideas how to address isolation and elitism, building on relationships within the 
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school, and helping students manage stress and gain confidence for their postsecondary 

educational needs.  Finally, there is a need for future research with which the IB program 

could learn. 

In dealing with isolation and elitism, many of the Hispanic focus group participants 

felt they were discouraged by certain teachers and counselors from taking any IB classes, 

let alone the IBDP.  The school could communicate information about during 9th and 

10th grade classes and study halls how to be more inclusive and learn about others 

through activities and open discussions.  The school should invest in IB’s new program 

called Careers Path (IBCP) in order to give more students a chance to be associated with 

IB and still learn about career pathways of interest. 

According to graduates and current students, communication with underrepresented 

groups could be improved.  As one graduate wrote about the elitism and the 

offensiveness of peers, it was pointed out how “we could have some sort of training 

discussing appropriate/inappropriate behavior as a small academic program in an inner 

city school.”  The graduate went on to state no matter how educated some are, “the 

ignorance was prevalent.”  In both focus groups, there was an expressed desire to get 

more information about IB before the IBDP actually starts.  Even though all students take 

entry level IB classes in 9th and 10th grade, the participants felt they were not given 

enough information about the IBDP.  The same was said of information in the feeder 

schools (or the middle schools).  Those who transferred to the research school did so 

because of information from friends or family.  The college-going climate (Roderick et 

al., 2011) is not established in many of the minority households or those households with 
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no college background.  This improved communication might give more students the 

confidence to attempt the IB program. 

Along with better communication is the idea that schools can improve support for 

students getting college information.  Graduates commented that teachers and counselors 

were happy to write recommendations, but it was up to the student to find out about 

scholarships, opportunities, and what they could expect once they got into college.  It was 

evident through data how the college-going climate is imperative for successful 

transitioning to postsecondary institutions and often it is the high school’s obligation to 

get the underrepresented student prepared for what is to come. 

The focus of underrepresented students in IB is just now starting to emerge.  Future 

research should investigate the experiences of those students in the process of choosing a 

program like IB.  The research could give other students contemplating the choice more 

insight to the process.  Likewise, there is very little research highlighting adults from the 

IB program who were considered underrepresented.  Their reflections could give more 

guidance to programs on how to support the underrepresented student. 

Although there is a need for more information to be gathered from certain areas of 

IB—students under the age of 18 or graduates of postsecondary institutions—the findings 

of the current study found the experiences of those students who have been 

underrepresented to be insightful.  Their narratives highlighted what has been the 

strengths to participating in IB as well as the struggles with such a competitive program.  

The limitations of stress, isolation, and elitism discussed by the underrepresented student 

may lead to improvements for future IB students, ideas for future research with incoming 

IB students or graduates of postsecondary institutions, and may improve the educational 
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landscape for IB schools wanting to encourage more underrepresented students to 

participate.     
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Section Six—Scholarly Practitioner Reflection 
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The dissertation process has been arduous, thought-provoking, and fulfilling for me.  

Through classes, collaborating, carrying out studies, and learning new ways in which to 

write, I have improved in many ways.  Ultimately, I have changed in both my leadership 

practice and in being a scholarly practitioner.   

Dissertation Influence on Being an Educational Leader 

It was difficult to pull together my thoughts on leadership and the dissertation.  I 

wasn’t sure where the two were connected.  But upon reflection, I see in order to work 

with people for my research, I had to be a leader and appreciate the needs of others with 

whom I was required to work.  Firstly, in reflecting on my own leadership, I feel like my 

approach is most likely in authentic leadership.  After considering my StrengthsFinder 

results, feedback suggested my strongest assets are being a relator and developer.  The 

report detailed how I am a relator because others may see me “as a fine trainer, tutor, or 

instructor” (Rath & Conchie, 2008).  Northouse (2013) highlighted the authentic leader 

and it seemed appropriate to my style of leadership because it is “relational, created by 

leaders and followers together” (p. 260).  Northouse also stated, “People want to have a 

trusting relationship with their leaders.  In exchange, people are willing to give leaders 

greater loyalty and commitment” (p. 260).  This resonates with me; not only do I want 

this from my colleagues but also who lead me.  Authentic leadership also fits my 

StrengthsFinder (Rath & Conchie, 2008) results in that it “can be defined from a 

developmental perspective” (p. 254).  StrengthsFinder stated I am a developer because I 

can see potential in those with whom I work. 

Specifically looking at my leadership within the dissertation process, I see where 

what I have learned from the program has helped in carrying out my dissertation online 
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questionnaires and in interviews (both individual and the two focus groups).  It took faith 

in my ethical behavior on the part of the participants to do this online questionnaire.  It 

asked questions about being underrepresented and overlooked in a program they, for the 

most part, loved.  They were also asked to honestly answer questions that may have 

created unwanted feelings for their high school, their former teachers (my peers), and, 

possibly, me.  There had to be trust on their parts to know I would take the information 

given in a most authentic way and not turn their experiences into something with which 

they did not agree.  I too had to remain as ethical as possible with the data returned to me.  

I learned through our classes how to treat participants and data ethically and I used that 

knowledge to do justice to the data.  I asked outside sources to check my material 

collected and to see if I saw each of the themes she did.  This triangulation of data made 

me feel more secure in what I found.  Leaders need to follow the highest level of ethical 

procedures and I feel this program gave me the tools to carry out the study ethically. 

Because I was doing my research at my own school, I needed to work with the 

leadership of the school.  The principal had to allow my research and the IB leadership 

had to accept my involvement and analysis.  Presenting my program evaluation and 

executive summary to the leadership team of the school could be tricky if I do not 

understand the styles of the team and how they need to get information.  I plan to share 

my findings at a regularly scheduled leadership team meeting where administrators, 

department heads, IB coordinators, and head of counseling will be present.  Although the 

administration is relatively new, and are still forming leadership styles, I believe the 

principal will be interested in what can be helpful to the school and additionally make her 

leadership look better.  Overall, the principal’s leadership most closely matches the 
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contingency theory.  Northouse (2013) called the contingency theory of leadership 

“focusing on the leader in conjunction with the situation in which the leader works” (p. 

135).  Because there is such a strong history at the school, any principal will have to work 

with the heritage and customs of the school in many respects.  Understanding the 

leadership style has helped me work with the principal. 

Additionally, the rest of the leadership team is comprised of influencers.  

Mintzberg’s (1983/2011) focus was on the bases of power (or from where the power 

comes) and who are the influencers in my school.  Obvious power is found with the 

principal but there are others who have the necessary knowledge like the IB coordinators 

and director.  These individuals are “influencers” who yield power with leadership.  

Influencers get power from knowing IB better than the principals and being influential in 

decisions made about the school.   

Mintzberg (1983/2011) gives a very clear picture of who the influencers are within 

and outside the school.  The internal coalitions, if applied to schools, include the 

principals, teachers, and support staff.  All schools are in need of internal coalitions 

because the school needs these individuals to keep the procedures running.  In my new 

position, I am able to see both the teacher perspective as well as my current support 

position.  No school is able to keep running properly without all of these positions and 

although we all feel like what we do is vital, others may not be as aware.  Until I took a 

support position, I was unaware of the need for them or the necessity of working with 

other departments.  Being influencers may cause some of the individuals not to be as 

excited to hear anything negative about IB, but I assume they will see the overall positive 

nature of the study and be able to accept the few negatives or the suggestions provided. 
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Having had the opportunity to work with the one-on-one interviews and focus 

groups, I had to organize times, places that were convenient and private, and keep the 

interviews on pace.  Likewise, I had to have questions ready to ask that would not 

embarrass or make any participants feel awkward and I had to be organized enough to be 

semi-structured in dealing with the sensitive topics.  The students were cooperative and 

helpful in the interviews partly because they felt heard and understood with what they 

wanted to communicate.  Thanks to previous focus groups and interviews in the program, 

I was able to have the leadership and ethics to carry this out. 

Dissertation Influence on Being a Scholar 

Having been an English teacher for over 20 years, I was well ensconced in MLA.  

Likewise, I am the Extended Essay Coordinator which means I am the person everyone 

goes to for advice in research and I was a psychology teacher utilizing quantitative and 

qualitative research processes.  Although I taught psychology, I was far more comfortable 

with MLA in terms of my writing about research.  Throughout this process, I had to put 

away my ego and admit I knew very little of APA and it was beyond aggravating in my 

writing.  I absolutely know it made me a better writer and researcher though.  Most of the 

first year, I felt I was not as proficient in what we were doing simply because I had to 

switch between MLA for school and APA for our classes.  I struggled more than I should 

have but that was mainly due to my making judgments between styles of writing.  I 

learned though.  I have enjoyed the research more than anything.  Once I had a topic and 

I understood what was expected, I relished the exploration of the topic.   

One of the most difficult parts to this dissertation was getting started.  Because I am 

so indecisive, I struggled with finding topics and making a final decision on a worthwhile 
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topic.  I would choose four or five topics and want to do them all instead of picking a 

topic and sticking to it.  This indecision was present in every class and every semester.  

Although I struggled with this indecision throughout, I think I am better than I was three 

years ago.  I especially struggled with narrowing the topic for my dissertation.  I knew I 

wanted to do something with IB because it was the primary focus of my job but I had 

several different ideas I explored while trying to decide.  This limitation caused me a lot 

of time and extra research but I appreciated the research none-the-less.   

Possibly what has had the longest-lasting impact on my scholarly practitioner is 

understanding my strengths and limitations.  The strengthsQuest quiz we took our first 

summer was interesting and challenging.  I totally agreed with the some of the 

StrengthsFinder (Rath, 2015) results; I am a developer and relationships are my biggest 

goal.  I, however, really struggled with the finding that my competitiveness is a strength.  

I have long believed my competitiveness is my biggest weakness.  It is that 

competitiveness that pushes me to focus on relationships and help others and think of 

others before myself.  Being competitive helped me in sports, no doubt, but I struggled to 

see the benefit in my working life.  If anything, I felt like being competitive was a 

detriment to working with others.  My competitiveness is why I run marathons and 

compete in triathlons.  By keeping my competitiveness to sports, I can put that aside 

when working with others rather than against them.  I would naturally see any other 

teacher as a competitor if I did not.  This competitiveness is also why I have worked so 

hard to be a supporter of other teachers.  When they succeed, I feel the success a little too 

and for me, that quenches my desire to win. 
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I felt I gained so much vernacular and I have the vocabulary for what we do, and 

for the dissertation process.  Androgogy is one such term I learned and have started 

using.  I see the assumption of “the learner’s self-concept” (Merriam & Bierema, 2014, 

47).  It is challenging to teach adults, especially professional educators.  We have our 

own biases and preconceived notions that push our willingness to learn, either helping or 

hindering the learning.  I recognize through this program that adults need “a 

psychological climate of mutual respect and trust and atmosphere of collaboration” (p. 

49).  At the beginning of the second summer, I was daunted by the statistics class yet I 

was able to overcome that fear because my classmates and I created a learning 

environment.  Had I tried to write the dissertation in practice even after the first summer, 

I would have been woefully unprepared.  The classes prepared me for the dissertation like 

nothing else could. 

I learned my process was reacculturation to the learning process and I had to start 

thinking like a student again and eventually as a scholarly practitioner.  As Bruffee 

(1999) stated, “Reacculturation extends beyond initiation into a disciplinary community” 

(p. 12).  This cohort, for the most part, became my learning community, and we have all 

been reacculturated into a trusting and collaborative learning group.  Even a year after 

our last class meeting, my group still gets together on a semi-regular basis to work and 

discuss ideas.  I know I am more open to suggestions, more willing to give control to 

others, and more willing to collaborate on ideas because of these classes.  It has helped 

even in my composing this very individual dissertation.  I would have had no idea what 

to write about in reflection if it were not for the discussions I have had with others going 

through the same process. 
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Experiential learning is an assumption evaluated by Merriam and Bierema (2014).  

They found “at the heart of adult learning is engaging in, reflecting upon, and making 

meaning of our experiences, whether these experiences are primarily physical, emotional, 

cognitive, social or spiritual” (p. 104).  I have found much of our learning comes from 

drawing on our own experiences in education, and at times, we have had to “unlearn 

previous learning” (p. 106).  I had over 20 years of teaching to overcome.  I had forgotten 

what it was like to be a student; I needed to have those experiences in the classes and in 

working with others on projects again to start thinking like the scholarly practitioner I 

needed to be in conducting the interviews and collecting the data I needed.  I struggled.  

There is no easy way to unlearn the previous habits I had created but I did gradually 

through the process. 

Finally, collaboration was a term I knew but now I understand it.  I have had to 

reorganize my thinking so as not to depend too heavily on what I have always done and 

believed.  Truly, it has taxed my abilities beyond my comfort level.  For example, I have 

spent over 20 years being in charge of discussions and activities so when I was no longer 

in charge, I had to learn to collaborate with team members and listen to others who may 

have more information within different areas of education.  Instead of making it difficult, 

it has been enlightening for me.  I still meet regularly with others from my cohort to 

discuss our research.  We share our questions and struggles.  Not surprisingly, these 

meetings solve most of my quandaries.  Over 20 years of teaching did not really instruct 

me on collaboration like this program has and now, I feel I can use it more efficiently 

with students and with my coworkers.   



 

154 
 

Although none of these terms were actually used in my dissertation, they were key 

components to the process that led to the dissertation.  The dissertation was the 

culminating component to this writing transformation.  I learned the different components 

throughout the classes and then was able to apply them to this final project.  I drew upon 

my experiences from the first spring semester to replicate a qualitative study focusing on 

interviews and focus groups.  I was able to take the data analysis from both quantitative 

and qualitative research and actually apply it in different studies and that has helped me 

teach research to others in psychology.  I am able to have a broader base for teaching 

research methods to my extended essay students thanks to this process.  I can sympathize 

when the students are indecisive and want to do too much in their research.  I have my 

own personal struggles I can share with them about choosing a dissertation topic and all 

the wasted time I spent looking at other possible topics when I had a topic ready to go. 

The scariest part of the dissertation may have been preparing an article to submit to 

a journal.  If it had not been a part of the dissertation in practice, I do not believe I would 

have done the article or submitted (although I have not submitted yet).  Although I wish I 

had had the opportunity to finish out the dissertation, I love the submission of an article 

portion.  I feel possibly in the future, the dissertation and article submission could both be 

a part of the completed dissertation process.  I would have felt like the process was more 

complete if I had been able to have a section with the findings and implications written 

out in full (rather than condensed to fit a page limit for a submission).   

Summary of Leadership and Scholarship 

I have learned too many things to list here; but, I believe possibly the greatest skill I 

have learned from the dissertation in process is no matter how individual this feels, I 
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draw upon the collaboration I have done with my professors and peers in my cohort to get 

me through.  I no longer fear collaboration or what mistakes my peers might find in my 

writing, I gain so much more from their input than I would without them.  I now can 

identify theories that pertain to my organization and to my leadership style.  I am able to 

see the pitfalls as well as the benefits of leadership styles and what I can do to improve 

the limitations with which I am presented.  Ultimately, I know how to research and write 

a paper better and with more confidence than I ever thought I would.  The dissertation 

process was not so daunting simply because I had had the opportunity to do the process 

several times during the coursework.  I was able to discuss with my peers and professor 

the struggles I was facing and, if nothing else, I did not feel so alone and bewildered 

knowing others were also facing similar trepidations.   
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Appendices 

Appendix A 

Questions for online questionnaire for current IBDP students or those who dropped 

the IB program but still attend Central High School: 

 

1. What was your main reason to enroll in the IB program? 

2. Did you ever feel pressure to be a part of IB?  If yes, from whom? 

3. How does the IB program compare to what you originally thought it to be?   

4. In what ways do you feel supported while in the IB program? (This could be from 

teachers, staff, friends, peers, family, etc.) 

5. In what ways do you not feel supported while in the IB program? 

6. What are some of the benefits to you from being in the IB program? 

7. What are some of the limitations or hindrances from being in the IB program? 

8. Do you/did you consider yourself a minority in the IB program?  If so, in what 

way? 

9. Do you or did you ever qualify for free/reduced lunch?  Do/did you consider that 

categorized you as a minority? 

10. Did you leave your original high school to attend this high school?  If so, what 

factors led you to leave the school? 

11. If you left your original school, what was that like for you? 

12. Which group has had the biggest positive influence on you while in IB? (family, 

friends, peers in or out of IB, teachers, other) 
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13. Which group has had the biggest negative influence on you while in IB? (family, 

friends, peers in or out of IB, teachers, people who don’t know you,   other) 

14. Have you felt you have been treated differently than other students while in the 

IBDP?  By whom?  In what ways? 

15. Was there a time you thought of leaving or “dropping” the IB program but did not?  

What caused you to stay? 

16. If you left or dropped full DP, what factors led you to that decision? 

17. If you dropped, have you felt you have been treated differently since (dropping 

DP)?  By whom? 

18. If you dropped IBDP, what would have been an influence on you staying in the DP?  

(What could DP do to keep students from dropping?) 

19. If you dropped the full DP program or all of IB, was there a time you regretted it?  

Please explain. 

20. If you dropped full IBDP, did you seek out, share experiences, or create friendships 

with others who had left or graduated the program?  Can you give an example? 
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Appendix B 

Questions for graduates of Central High School who were involved with IBDP (full 

DP, course, or fully dropped): 

1. What was your main reason to enroll in the IB program? 

2. Did you ever feel pressure to be a part of IB?  If yes, whom? 

3. How did the IB program compare to what you originally thought it to be?  

4. In what ways did you feel supported while in the IB program? (This could be from 

teachers, staff, friends, peers, family, etc.) 

5. In what ways did you not feel supported while in the IB program?  

6. What are/were some of the benefits you recognize from being in the IB program? 

7. What are/were some of the difficulties from being in the IB program? 

8. Did you consider yourself a minority while in the IB program?  If so, in what way? 

9. Did you ever qualify for free/reduced lunch?  Did/do you consider that categorized 

you as a minority? 

10. Did you leave your original high school to attend this high school?  If so, what 

factors led you to leave the school? 

11. If you left your original school, what hardships did that decision cause? 

12. Which group had the biggest positive influence on you while in IB?  (family, 

friends, peers in or out of IB, teachers, other) 

13. Which group had the biggest negative influence on you while in IB? (family, 

friends, peers in or out of IB, teachers, people who don’t know you, other) 

14. Did you ever feel you were treated differently than others in the IBDP while you 

were in the program?  By whom?  In what way? 
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15. Was there a time you thought of leaving or “dropping” the IB program but did not?  

What caused you to stay? 

16. If you left or dropped full DP, what factors led you to that decision? 

17. If you dropped, did you feel you were treated differently after dropping? By whom? 

18. If you dropped IBDP, what would have been an influence on you staying in the DP?  

(What could Central High School do to keep students from dropping?) 

19. If you dropped the full IBDP program or all of IB, was there a time you regretted it?  

Please explain. 

20. Did this program (IBDP) help you in college?  In what way? 

21. Did this program prepare you more for college than other students?  In what way? 

22. Were there things that IBDP did not prepare you for in some way? 

23. What were the benefits to you of having completed the whole IBDP? 

24. What were the areas you could have done without in the IBDP and still feel like it 

was a success? 

25. Was there an emotional “let-down” after you left the full IBDP?  If so, can you 

describe it? 

26. Once out of IB, did you seek out, share experiences, or create comraderies with 

others who had left or graduated the program?  If yes, please describe. 
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Appendix C 

Questions for faculty and staff at Central High School: 

For the purposes of this questionnaire, underrepresented students are students who are  

underrepresented due to race and/or (especially at Central High School) low  

socioeconomic status. 

1. In what way are you associated with the IBDP and what do you see as being a 

benefit to being in the IBDP? 

2. What do you see as being a difficulty to a student who chooses to be a part of 

IBDP? 

3. Can you see visible differences in the way (IB) students treat other full IBDP 

students and those who are Course students? 

4. Do you believe IB students are given more trust or more privileges by faculty and 

staff? 

5. Do you feel there are teachers in the building who treat the Course students 

differently than full IBDP students?   

6. Do you believe underrepresented students are encouraged to be in IB?  Can you 

explain your answer? 
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Appendix D 

Informed Consent Form 

Informed Consent to Participate in Qualitative Survey 

 

Observations from interviews and responses to an online questionnaire will be used 

in this qualitative study “A Case Study of Access and Impact to being in the 

International Baccalaureate Program for Underrepresented Students”.  The resulting 

dissertation will be read by Dr. Cindy MacGregor, with a formal presentation and 

executive summary also available to the dissertation committee and kept on record 

for the compliance of dissertations for the University of Missouri-Columbia. 

 

I hereby consent to my information, organization’s name, and my direct quotations 

be utilized in this academic paper. 

 

___________________________________________________________________ 

Signature Date 

 

___________________________________________ 

Printed Name 
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I do not consent to my information being portrayed in this academic paper.  

Although my direct quotations may be utilized in this academic paper, my name 

will remain anonymous. 

 

Signature Date 

 

__________________________________________ 

Printed Name 

__________________________________________ 
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