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ABSTRACT

The issue of highly qualified teachers as the key to improving the educational
system in the United States has become a primary focus in education. The federal
educational policy No Child Left Behind Act 2001, describes what it means to be a highly
qualified teacher in core subject areas, and all states are required to use this criterion for
defining what teachers should know, and be able to do. Accordingly, certified teachers in
today’s public school classrooms must possess the knowledge, skills, and dispositions So
that all students, including those students who have been historically disadvantaged and
those who are culturally and linguistically diverse are offered equal opportunities for
academic success. Teachers are continuously developing knowledge, skills, and
dispositions to build their capacities (Grant, 2008). The purpose of this multiple-case
study is to describe how these capacities influenced six middle school teachers’ decision
making in planning social studies instruction in a Hispanic serving school over time.
Henderson and Gornik’s (2007) concept of decision-making in planning curriculum goals
served as a framework to conduct this multiple-case study. The data collected through
interviews, followed the Seidman’s (2006) model of three-interview series. In addition,
data were collected from non-participant observations, written field notes, and social
studies lesson plans. The data were first analyzed using Yin’s (2009) case-by-case
analysis framework, and then, by applying Stake’s (2006) cross-case analysis. Twenty
thematic categories emerged as a result of the case-by-case analyses. These thematic
categories served as a preamble for the cross-case analysis from which six themes and

two atypical results emerged.



The emerged themes across the cases are: (1) effective teamwork; (2) cultural
awareness; (3) ownership in learning; (4) caring about student needs; (5) connecting
lessons to everyday life; and (6) reflective practices. Implications for practices and
further research are provided to help contribute to the body of knowledge regarding
teacher capacity. These implications include strategies that can be developed to prepare
teachers to effectively plan differentiated instruction for diverse students to help close the

achievement gaps.
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CHAPTERII

INTRODUCTION TO THE STUDY

The history of educational reform in the twentieth century has focused on
improving schools, closing the achievement gap, increasing teacher quality, and fostering
student learning for all children in the United States. More recently, the issue of highly
qualified teachers as the key to improving the educational system has become a primary
focus in education. The federal educational policy, No Child Left Behind (NCLB,2001a),
describes what it means to be a highly qualified teacher in core subject areas, and all
states are required to use this criterion for defining what teachers should know and be
able to do. Accordingly, certified teachers in today’s public school classrooms must
possess the knowledge, skills, and dispositions (Grant, 2008; Y. A. Lee & Hemer-
Patnode, 2010; National Council for Accreditation of Teacher Education, 2008; Villegas,
2002) required so that all students, including those students who have been historically
disadvantaged and those who are culturally and linguistically diverse, are offered equal

opportunities for academic success.

An increasing challenge in education today is that the teaching workforce in the
United States does not reflect the diverse ethnic, cultural, and linguistic background of
the nation’s student population (U.S. Department of Education, 2011b). For example, a
student body that is increasingly Hispanic is being taught by a teaching force that remains
predominantly White. There are 3.5 million teachers in America’s public school system
and of these, only 242 thousand teachers are Hispanic or African-American, accounting

for less that 15% of the total teachers in the country (U.S. Department of Education,



2010). Those teachers serve a population of 10 million Hispanic students, an average of 1
Hispanic teacher per 43 Hispanic students (National Center for Education Statistics,
2011). Research shows that teachers with diverse ethnic, cultural, and linguistic
backgrounds may provide real-life examples for minority students of future career paths
(Delpit, 2006). In addition, highly qualified and effective teachers within different
ethnicities, cultures, and linguistic backgrounds, have demonstrated success in increasing
academic achievement for engaging students of similar backgrounds (Gandara &
Contreras, 2009).

Hispanic students are becoming the majority of the U.S. student population (Fry,
2008), while historically displaying the lowest academic performance (Gandara &
Contreras, 2009). Several researchers (Gandara & Contreras, 2009; Garcia, 2001, 2004;
Valenzuela, 1999) have found that the Hispanic student population in the U.S. receives an
inferior education compared to their non-Hispanic counterparts. Although there are
several complex factors that contribute to this, one of the most critical is the teachers’
lack of preparation to address Hispanic students’ needs (Gandara, Rumberger, Maxwell-
Jolly, & Callahan, 2003; Garcia, 1997; Villamil Tinajero, Hope Munter, & Araujo, 2010).

Research (Darling-Hammond & Richardson, 2009) has found that what teachers
think and do, and how this influences their decision making for planning instruction to
address diverse students’ needs, greatly impacts student achievement. Therefore,
underscoring the need for policy makers and stakeholders in the educational system to
establish reforms to prepare highly qualified teachers and offer professional development
so teachers can deliver effective instruction that reflects the increasing diversity of

students in the United States (U.S. Department of Education, 2011b).



Statement of the Problem

Although some progress on the academic performance of minority student groups
has been made since the No Child Left Behind (NCLB) Act of 2001 was enacted,
Hispanic students are still performing below than their White counterparts. The National
Assessment of Educational Progress (NAEP), also referred to as the nation’s report card,
shows that, for example, 2009 scores for Hispanic students, have increased since the early
1990s when NAEP was first implemented. However, scores for White students have
increased as well. While scores have improved for both groups, Hispanic students lag by
the same percentages today as they did in 1990. This means that the achievement gap
between Hispanic and White students has been largely unchanged for the past two
decades, both nationally, and for almost every state (National Assessment of Educational
Progress, 2012; National Center for Education Statistics, 2011). According to Chapin
(2006), the achievement gap phenomenon occurs when two or more groups have severe
and persistent discrepancies in formally measured academic performance. Although there
is evidence of progress, data from NAEP which reports overall and subgroup findings for
grades 4™ and 8" for mathematics and reading, demonstrates that a persistent
achievement gap is evident across the country in the core content areas, including
reading, mathematics, science, and social studies.

The effort in improving students’ achievement has been focused on reading and
mathematics (von Zastrow & Janc, 2004). In the last decade, the emphasis on reading and
mathematics standardized testing under the federal policy No Child Left Behind Act, has
led to lagging performance in other subjects, such as history (Hinde, 2008; Meier, 2004;

Vogler, 2003; Wood, 2004). Of the seven subjects on the most recent national NAEP



tests, students performed the most poorly in U.S. History. For example, in 2010, the
NAEP reported that U.S. History at the eighth grade level recorded that 69% of all tested
students performed at or above the basic level only, 17% performed at or above the
proficient level and 1% performed at the advanced level (National Assessment of
Educational Progress, 2010).

One of the most challenging courses in the social studies content area for diverse
students at the middle school level is U.S. History (Conklin, 2007). Research (Cho &
Reich, 2008; Conklin, 2007, 2008; Szpara & Ahmad, 2007a) shows that at the middle
school level, social studies subject matter is a challenging area for culturally and
linguistically diverse populations. This situation has educators concerned about their
ability to prepare all students, including diverse learners, to become active citizens, as
well as the long-term viability of the nation’s democracy (Gay, 2004b). In 2001, the
National Council for the Social Studies, published a document entitled Diversity Within
Unity: Essential Principles for Teaching and Learning in a Multicultural Society. This
document recommended that schools should contribute to the building of a common
nation from the growing ethnic, cultural, and language diversity, where educators “must
respect and build upon the strengths and characteristics that students from diverse
backgrounds bring to school...helping all students acquire the knowledge, skills, and
values needed to become participant citizens on the commonwealth” (p.5). However,
since social studies is not tied to high stakes testing due the implementation of NCLB,
many school districts have reduced the amount of time students spend learning about
subjects that are not tested, including social studies and history (Meier, 2004; Vogler,

2003; Wood, 2004). According to Goodman, Shannon, Goodman, and Rapoport (2005),



this curriculum narrowing phenomena is more common in poor school districts with high
minority populations, thereby increasing the achievement gap even further.

The problem is clear. Hispanic students need effective teaching in order to
achieve academic success. As the Hispanic population increases, closing the achievement
gap is vital to ensuring the future as a nation and our ability to compete in a global
society. Hispanic students are the most undereducated population group in the nation
(Gandara & Contreras, 2009). How to provide equal opportunities for these students
continues to be a source of considerable concern and controversy. An increasing body of
research has demonstrated that highly qualified and effective teachers positively impact
students’ learning (Darling-Hammond & Youngs, 2002; Haycock, 1998) and every child
should have access to highly qualified teachers. Teachers’ lack of preparation to face this
challenge has been addressed by the U.S. Department of Education through The Obama
Administration’s Plan for Teacher Education Reform and Improvement (U.S. Department
of Education, 2011b). Although teachers continuously develop knowledge, skills, and
dispositions that shape their capacities, there is no consensus on the critical competencies
that teachers must have to effectively meet these students’ needs (Gandara, et al., 2003;

Hanushek, 2006).

Need for the Study
This study emerged from the call for all educators and teachers to be better
prepared to address the academic needs of all students (Causton-Theoharis, Theoharis, &
Trezek, 2008; No Child Left Behind Act, 2001b; U.S. Department of Education, 2011b)
and the urgency to close the achievement gap between Hispanic and White students that

has stayed largely unchanged for the past two decades (Beecher & Sweeny, 2008;



Murdock, 2003; Texas Education Agency, 2011b). The educational literature is replete
with recommendations and instructional strategies for improving student academic
achievement and closing the achievement gap. However, research maintains that the gap
remains (Beecher & Sweeny, 2008). Despite knowing the impact of what teachers think,
decide, and do during the process of planning instruction on student achievement
(Darling-Hammond & Richardson, 2009), few studies research these processes,
especially how they pertain to middle school social studies instruction. Therefore, there
exists a need to conduct research studies that contribute to the body of knowledge
regarding how middle school teachers, serving large Hispanic student population, make
decisions during the process of planning social studies instruction. Since teachers’
knowledge-base affects their decisions about instructional approaches (Y. A. Lee &
Hemer-Patnode, 2010), it is worth considering their voices by conducting research on
how their knowledge, skills, and dispositions influence their instructional planning
decisions. By examining and describing what decision-making processes middle school
teachers engage in for effectively planning social studies instruction for a predominantly
Hispanic student population, other educators can make informed decisions, changes, and
accommodations in their instructional planning to ensure academic success for diverse
students.
Purpose of the Study

The purpose of this study was to describe how a group of middle school teachers
in a school serving a large Hispanic student population engaged in decision making,
while planning social studies instruction. By listening to the voices of the teachers, the

need to better prepare educators to effectively meet diverse students’ academic needs, can



be addressed by educators, specifically in professional development and teacher
education programs. By examining how teachers make decisions, and what teachers think
and do during the process of planning instruction, this study contributed to the body of
knowledge in the research literature regarding teacher capacity and the preparation of
highly qualified teachers to deliver effective instruction for a diverse student population
and to encourage the development of a teaching workforce that reflects the diversity of

our students (U.S. Department of Education, 2011b).

Research Question
Inasmuch as the purpose of this proposed study was to describe the decision
making process middle school teachers engage in for planning social studies instruction
in a Hispanic serving school, the study addressed the following research question:
What knowledge, skills, and dispositions influence middle school teachers’ decision

making in planning social studies instruction in a Hispanic serving school?

Context and Background of the Study

The context and background for the study was a South Texas school district
serving a predominantly Hispanic student population. A middle school was purposefully
selected (Creswell, 2009) as the setting for this study. After an invitation to all middle
school social studies teachers in the district to participate in the study, only one middle
school was chosen. That middle school was selected because all of the teachers who were
invited agreed to participate. The school was a 6" to 8" grade middle school that serves
723 students where 92% are Hispanics. The participants or cases (Stake, 2006; Yin,

2009) included six teachers who teach social studies courses at middle school grade



level. The participants were explicitly selected (Patton, 2002; Yin, 2009) to encompass
instances in which the phenomena under study are likely to be found.

The study examined how middle school teachers engaged in decision-making
when planning social studies instruction in a Hispanic serving school. Two critical
aspects made the context of the study significant. First, the school district selected,
mirrored the high number of Hispanic students in the American schools. Texas, where the
school district was chosen, has shown a population trend of declining numbers of Whites
and a growing in the number of minorities (Murdock, 2003; Texas Education Agency,
2011b). For example, in 2003, Murdock predicted that between 2000 and 2040, Texas’
public enrollment will see a 15% decline in White children, while Hispanic children will
make up a 213% increase. This is alarming because education and income levels for
Hispanics lag considerably behind Whites, and this population has historically under-
performed across the educational ladder.

The second aspect that makes the context of the study significant is the low-
priority status of the social studies curricula at elementary and middle school levels in
public schools. The social studies content area includes different strands, including U.S.
History and citizenship education. Although citizenship education or civics is historically
one of the foremost purposes for formalized schooling in America, it has lost prominence
and priority in today’s schools (Hinde, 2008; VVogler, 2003; Zarrillo, 2011). Stark (1987)
stated that since the 1980s, numerous studies have documented the diminishing status of
social studies in American schools. Other studies have documented insufficient teachers’
attention to social studies when they deliberate on what to include in planning their

instruction (Vogler, 2003). As a result of the No Child Left Behind Act of 2001 an



emphasis on reading and mathematics has occurred because they are content areas that
require mandated testing, while social studies is viewed by many teachers as a less

important subject (Hinde, 2008; Vogler, 2003).

Conceptual Framework

In order to examine how teachers engage in decision making for planning social
studies instruction in a Hispanic serving school, Henderson and Gornik’s (2007) concept
of decision-making in planning curriculum goals provided the theoretical propositions
for this study. As a framework to help teachers expand their understanding of planning
and decision-making, Henderson & Gornik (2007) described the entire process of
decision making in planning curriculum goals in four levels: (1) designing and planning
for classroom instruction; (2) implementation of planning once instructional decisions are
made; (3) evaluating classroom practices through reflective inquiry; (4) and organizing
and reorganizing curricula or ongoing planning and decision making. This study was
guided by the first two Henderson & Gornik’s curriculum decision-making processes: (1)
designing and planning for classroom instruction, and (2) implementation of planning
once instructional decisions are made. These two decision-making processes provided the
theoretical framework for examining the knowledge, skills, and dispositions that
influence teachers’ decision making in planning social studies instruction in a Hispanic

serving school.

Research Design
This qualitative study used Yin’s (2009) multiple-case study as a strategy of
inquiry providing specific direction for procedures in the research design (Creswell,
2009). The research design employed Yin’s (2009) three principles of data collection: (1)

9



triangulate multiple sources of evidence; (2) the creation of a case study database; and (3)
the maintenance of a chain of evidence. The multiple sources of evidence included the
following: academic artifacts, such as lesson plans and schedules for planning time;
individual and group interviews with participants; the researcher’s field notes; and
observations. For initial analysis, themes that emerged from the literature and from the
theoretical framework were identified. Next, using content analysis, major themes were
identified, coded, and further analyzed (Stake, 2006). Major identified findings are

discussed in Chapters Four and Five of this study.

Organization of the Dissertation

The study is presented in six chapters. The first chapter provides the general
introduction, the rationale for the study and the outline for each chapter. Chapter Two
delineates a comprehensive review of the literature on teacher education including the
following: (1) the conceptualization of teacher capacity; (2) Henderson & Gornik’s
conceptual framework for the study; (3) the development and research on the forces that
influence teachers’ decision making in planning for instruction; and (4) the state of the
social studies classroom describing the middle school student and the Hispanic
demographics in U.S. and Texas as the specific context for this study. The third chapter
describes the research methodology, including participant information, forms of data
collection, how data were analyzed, triangulation and trustworthiness of data, and ethical
issues, such as the role of the researcher. Chapter Four presents the case-by-case analyses
and Chapter Five presents the cross-case analyses to present the findings as a multiple-
case study. The last chapter discusses the implications of the study for teachers,

educational administrators and teacher preparation programs. This last chapter also

10



includes some recommendations for further research on teachers’ preparation for
delivering effective instruction for diverse student population and for professional

development.

Definitions of Terms

For the purpose of this study, this section defines key terms that recur throughout
the study.

Achievement gap in education is applied when “one group of students
outperforms another group and the difference in average scores for the two groups is
statistically significant, that is, larger than the margin of error”” (National Center for
Education Statistics, 2012a). The achievement gap is usually discussed in terms of
significant differences in the academic achievement between two or more groups of
students such as White and Hispanics, or between groups of students from different
socio-economic (SES) backgrounds (Waxman, Padron, Jee-Young, & Rivera, 2008).

Curriculum is defined as an academic plan devised for a course, grade, or school
level (Kliebard, 1989) around specific objectives stated in behavioral and content terms
that can be used as criteria by which to measure the outcomes of curriculum planning and
instruction (Reid, 2009).

CSCOPE is a comprehensive, customized, user-friendly curriculum management
system built on the most current research-based practices in the field. CSCOPE is a K-12
Texas’ standards-based curriculum developed by the Texas Education Service Centers
and a team of content experts. Its primary focus is to impact instructional practices in the

classroom to improve student performance. The key components of the CSCOPE

11



curriculum are: a K-12 systemic model in the four content areas, clarified and specified
ELPS/TEKS expectations assembled in a vertical alignment format, customizable
instructional plans that allows district resources to be integrated into the system, lessons
in both English and Spanish (CSCOPE, 2012).

Decision-making is defined as a conscious and unconscious cognitive thinking
process on a task or a problem (Bishop, 2008; Shavelson, 1973).

English Language Learner is a student of limited English proficiency (LEP)
whose primary language is other than English and whose English language skills are such
that the student has difficulty performing appropriate grade level coursework in English
(Texas Education Agency, 2011c). While most government reports and educational
agencies use the term LEP (Limited English Proficient) (No Child Left Behind Act,
2001a; Texas Education Code, in 29.052), for the purpose of the proposed study, the term
English Language Learner (ELL) will be used to refer to those students whose first or
native language is other than English (Texas Education Agency, 2011c).

English Language Proficiency Standards (ELPS) are the state standards required
by 19 Texas Administrative Code, Chapter 74, Subchapter A, which outline English
language proficiency level descriptors and student expectations for English language
learners (ELLS). Texas schools are required to implement ELPS as an integral part of
each subject in the required curriculum (Texas Education Agency, 2012).

Hispanic or Latino terms refer to an ethnic category that applies to a person of
Cuban, Mexican, Puerto Rican, South or Central American, or other Spanish culture or
origin, regardless of race. The term Spanish origin can be used in addition to Hispanic or

Latino. (National Center for Education Statistics, 2012c; U.S. Department of Education,

12



2007). In reviewing pertinent literature, several terms such as Hispanic, Latino, Mexican-
American, Puerto Rican and Latin-American were all encountered. In reviewing and
reporting literature and studies of different authors and researchers, it was chosen to use
those terms in the same way those authors employed those terms. Thus, the use of
Hispanic, Latino and Mexican-American terms were used interchangeably.

Hispanic student is as a student of Mexican, Puerto Rican, Cuban, Central or
South American, or other Spanish culture or origin, regardless of race, residing in the
U.S. according to the Code of Federal Regulations (CFR, 2010).

Knowledge refers to the use of empirical research, disciplined inquiry, informed
theory and the wisdom of practice. This term refers to teacher knowledge, including
subject matter, pedagogical content knowledge, curriculum, pedagogy, educational
foundations (multicultural as well as historical, philosophical, sociological, and
psychological), policy context, diverse learners (including those with special needs) and
their culture, technology, child and adolescent development, group processes and
dynamics, theories of learning, motivation and assessment. It also includes
understandings of schooling and education, professional ethics, and the roles and
responsibilities of the profession of teaching (National Council for Accreditation of
Teacher Education, 2008; Williamson McDiarmid & Clevenger-Bright, 2008).

Limited English Proficient (LEP) student is defined by the NCLB Act (2001a) as
an individual between 3 and 21 years old, who is enrolled or about to enroll ina U.S.
elementary or secondary school and was not born in the U.S. or speaks a native language
other than English. The NCLB Act utilized primarily the term LEP throughout the Act, as

well as other government reports. However, most of the educational and research reports

13



use the term English Language Learner (ELL). According to NCLB Act definition, a
student is labeled as LEP if the student is unable to score at the proficient level on state
assessments of academic achievement, learn successfully in classrooms that have English
as the language of instruction, and to fully participate in society because of difficulties in
speaking, reading, writing, or understanding the English language (No Child Left Behind
Act, 2001a).

Long-term English language learners (LTELLS) describes secondary ELL
students who have attended U.S. schools for seven or more years (Menken & Kleyn,
2010; Olsen, 2010). One main characteristic of LTELLSs is that they struggle
academically. Olsen (2010) argued that LTELLS’ prior schooling has been linguistically
subtractive because their native language was not fully developed in school and replaced
by English language (Menken & Kleyn, 2010).

Pedagogical knowledge is defined by the National Council for Accreditation of
Teacher Education (NCATE) as the “general concepts, theories, and research about
effective teaching, regardless of content areas” (National Council for Accreditation of
Teacher Education, 2008).

Pedagogical content knowledge is defined by the NCATE as the “interaction of
the subject matter and effective teaching strategies to help students learn the subject
matter.” It requires the teacher to have an in-depth understanding of the subject matter to
teach it in multiple ways, “drawing on cultural backgrounds and prior knowledge and
experiences of students” (National Council for Accreditation of Teacher Education,

2008).

14



Planning is defined as teachers’ decision-making process, where teachers select
subject matter standards, factors that impact students’ learning process, and alternative
strategies and experiences for engaging students with the content (Hlebowitsh, 1999).

Planning for instruction in the educational field is defined as a systematic way in
determining what to teach, the development of objectives, choose methods and strategies
to teach the content, and deciding how to evaluate students progress (Yell, Busch, &
Rogers, 2008).

Professional dispositions is defined by NCATE as the professional attitudes,
values, commitments and beliefs “demonstrated through both verbal and non-verbal
behaviors as educators interact with students, families, colleagues, and communities.
These positive behaviors support student learning and development” (National Council
for Accreditation of Teacher Education, 2008; Williamson McDiarmid & Clevenger-
Bright, 2008).

Region One Education Service Center is part of a state-wide system of 20
regional education service centers created by the 59" Texas Legislature to assist school
districts across the state. The role of Region One ESC is to “assist school districts in
improving student performance; enable school districts to operate more efficiently and
economically; and implement initiatives” (Region One Education Service Center, 2012).

Skills is the ability to use content, professional, and pedagogical knowledge
effectively and readily in diverse teaching settings in a manner that ensures that all
students are learning. This term includes planning, organizing, and orchestrating
instruction, using instructional materials and technology, disciplining pupils, managing

groups, monitoring and evaluating learning, collaborating with colleagues, parents, and

15



community and social services agencies. (National Council for Accreditation of Teacher
Education, 2008; Williamson McDiarmid & Clevenger-Bright, 2008).

Teacher capacity is defined as the core knowledge, skills, and dispositions that
teachers should posses to teach in today’s classrooms. Also included in the definition, is
the awareness of the social and political contexts of education and the development of
critical consciousness about issues such as race, class, gender, culture, language, and
educational equity (Howard & Aleman, 2008).

Texas Essential Knowledge and Skills (TEKS) is defined by TEA as the official
K-12 curriculum for the state of Texas. The TEKS are the state standards for what
students should know and be able to do (Texas Education Agency, 2012).

White refers to a racial category that applies to a “person having origins in any of
the original populations of Europe, the Middle East, or North Africa” (National Center

for Education Statistics, 2012c; U.S. Department of Education, 2007).
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CHAPTER I

REVIEW OF THE LITERATURE

For decades, debates in the education field have flourished about what makes a
good teacher and what capacities teachers need to be effective (Grant, 2008; Hanushek,
2006). Teacher capacity research has concerned itself with the knowledge, skills and
dispositions that teachers should possess (Grant, 2008) and are required to teach in
today’s P-12 classrooms (Williamson McDiarmid & Clevenger-Bright, 2008). According
to Meyen and Greer (2009), teachers decide and establish the expectations within a class
influenced by their knowledge, skills, and dispositions that ultimately, influence the

students’ educational process.

Similarly, in deciding expectations for students, teacher capacity implies the
preparation of lessons and activities on a daily basis, knowing that this is a process of
conscious and unconscious decision-making (Eley, 2006; Lee & Dimmock, 1999; Milner,
2003; Panasuk, Stone, & Todd, 2002), where a lesson plan can be defined as pre-active
decision-making that takes place before instruction (Pineiro Ruiz, 2009). In today’s
classroom, with the increasing participation of diverse students (U.S. Department of
Education, 2011a), the concept of teacher capacity is extended to include the “awareness
of the social and political contexts of education and the development of critical
consciousness about issues such as race, class, gender, culture, language, and educational
equity” (Howard & Aleman, 2008, p. 158). In this twenty-first century, teachers face a

more complex task due the need to develop a more thoughtful consideration of the

17



process of decision-making in planning for instruction appropriate in culturally and
linguistic diverse contexts (Howard & Aleman, 2008; Milner, 2010).

In order to address this complexity, this literature review is divided into three
sections. The first section presents the conceptions of teacher capacity over time and how
teacher capacity is defined for the purpose of this study. Henderson & Gornik’s (2007)
concept of decision making in planning curriculum goals is presented to provide the
conceptual framework for this study, emphasizing the planning for classroom instruction
and the implementation of planning once decisions are made. The second section
describes forces that influence teachers’ decision making during the instructional
planning process. In describing the forces, this second section specifically addresses the
knowledge, skills, and dispositions relevant to the purpose of this study and employed as
theoretical propositions. The section includes the following forces: mandated standards,
content and pedagogical knowledge, teachers’ beliefs, collaboration and knowledge about
students’ development.

The third section presents literature that shapes the context for this study, the
middle school social studies classroom in a Hispanic serving school. It looks at the state
of the social studies classroom today in the United States. Subsequently, it describes
challenges that middle school students experience in learning social studies. Since
Hispanic students were the majority of the population of the context of this study, this
section ends with an overview of the demographics of Hispanic students as a culturally
and linguistic growing population in the U.S. classroom. The review of the literature for

this dissertation aimed to provide an overview of: the research that this study builds upon;
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teachers’ decision-making process in planning social studies instruction at middle school

level in a Hispanic serving school; as well as, identify the gaps in the literature.

Teacher Capacity

What teachers bring and develop during their teaching career is highly tied to
their capacity. In this study, the term teacher capacity (Grant, 2008, p. 127) was used
interchangeably with its definition: “teacher core knowledge, skills, and dispositions that
teachers should possess to teach in today’s classrooms” (Howard & Aleman, 2008, p.
157). For the purpose of this study and to frame the sequence of this literature review,
Williamson and Clevenger’s (2008) definitions of teachers’ knowledge, skills, and
dispositions, terms were selected. The concepts embedded in the definition are closely
related to the purpose of this research, which was to examine what knowledge, skills and
dispositions influence middle school teachers’ decision-making in planning social studies
instruction in a Hispanic serving school.

The first term knowledge is about what teachers need to know. When planning for
instruction, an effective teacher needs to know the subject matter; pedagogical content
knowledge; curriculum; child and adolescent development; and the characteristics of
diverse learners and their cultures. The second term, skills, delineates what teachers need
to be able to do. The critical skills required for effective teaching, include: planning and
orchestrating instruction; using instructional materials and technology appropriately; and
working in collaboration with colleagues. The third term dispositions, describes what
teachers care about. The dispositions include the teachers’ beliefs, attitudes, values, and
commitments.

The debate regarding to what teachers need to know, including their skills and
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dispositions, have changed and evolved in response to changing social, economic, and
political agendas in the United States. As early as 1830, the Normal Schools, now more
commonly called feachers’ colleges, started to identify what teachers should know and be
able to do. Then, as now, the focus was on teacher’s (1) knowledge, (2) skills, and (3)
dispositions (Grant, 2008). These three broad categories appear to capture the spectrum
of teacher capacities across time (Williamson McDiarmid & Clevenger-Bright, 2008).
The history of teacher preparation and capacity shows an ongoing search to identify and
to define the knowledge, skills, and dispositions that each teacher must possess to help
educate the nation’s student body population (Howard & Aleman, 2008). For instance,
from the early 1900s, in response to the nation’s rapid industrialization and urbanization,
questions about what students needed to learn was based on a new concept about
industrial management. This new concept was known as scientific management and it
was first addressed by educational curriculum scholars at that time, creating implications
for teacher capacity conceptualization.

The sequence and weight of educational curriculum reform in the United States
have increased dramatically over the past twenty years. The publication of two U.S.
Department of Education reports, A Nation at Risk (1983) and later Education 2000 in
1992, initiated the changes in the educational curriculum where scholars and policy
makers began to examine the need for reform of the K-12 academic curriculum causing
again debate about teacher capacity (Grant, 2008). The findings gave reasons for serious
concern about the ability of the United States to remain competitive in a worldwide
industry, commerce, science, and technological innovation (King & Zucker, 2005). The

authors of A Nation at Risk (1983) called for major reforms to address the teachers’
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knowledge, skills, and dispositions that enabled teachers to teach higher-level thinking in
the areas of mathematics and science.

In A Nation at Risk, teachers’ academic credentials were emphasized, noting that
teacher candidates should hold a bachelor’s degree in an academic discipline in addition
to a degree in education, so all students could reach the same academic goals and
standards. As a consequence, a standards-based reform movement flourished which
impacted the education landscape with the enactment of the No Child Left Behind Act
(2001a), the standards-based reform that became national education policy having as an
overarching goal to enhance educational outcomes for all students and close the racial
and ethnic achievement gap. However, some scholars have argued that the complex
requirements of this law have failed to achieve the intended goal provoking low
expectations for students, especially for students from minority groups and lower
socioeconomic classes (Darling-Hammond, 2007; Gandara & Contreras, 2009; Voltz,
Sims, & Nelson, 2010).

In summary, the spectrum regarding changes in the concept of teacher capacity
reflects the social, economical, and political agendas during the course of the twentieth
century. While the historical evolution of the needed knowledge, skills and dispositions
for teachers reveals an emphasis in science, mathematics, and technology, little attention
to issues of diversity have been addressed (Grant, 2008). The literature on teacher
capacity as it relates to knowledge, skills, and dispositions for teaching non-white
students and other traditionally marginalized groups is not extensive (Grant, 2008;
Howard & Aleman, 2008; Williamson McDiarmid & Clevenger-Bright, 2008). Teachers

need to be better prepared to face the increasing number of diverse students in the
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As an experienced educator, most of time the participants perceived the
researcher as an insider and a part of the group, while they participated in the study as a
result of shared experiences (Ellis & Berger, 2003; Mercer, 2007). Although, the
researcher as an insider had more access to the participants and setting, the permanent
and easy access to the setting can be a disadvantage. For instance, the data collection was
sometimes all consuming because as a part of the researcher’s job, there is a requirement
of visiting the schools in order to participate in the teachers’ planning time, as well as
provide curriculum and instruction training for them. This situation motivated the
researcher to want to collect data about every single academic moment, making it
challenging to decide when and how to stop the data collection, and during which

opportunities to collect data that were strictly related to the research question.

Data Collection Procedures

A significant aspect of a multiple-case study is the use of multiple data sources
acquired over a period of time, a strategy that enhances data credibility (Yin, 2009). Yin
(2009) suggested that researchers collect multiple types of data from each participant to
provide rich data for comparison and contrast across participants, and for the purpose of
thematic generalizations that are a key feature of a multiple-case study. Qualitative
methods of data collection, namely, interviews (face-to-face and e-mail interviews),
observations (complete-observer), and documents (researcher’s journal, field notes,
lesson plans, e-mails, and public documents) (Creswell, 2009) were employed. These
data sets were used for triangulation to assure that the right information and

interpretations were obtained (Creswell, 2009; Stake, 2006; Yin, 2009).
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The data collected from this multiple-case study allowed for in-depth examination
of participants’ knowledge, skills, and dispositions during the process of decision making
in planning instruction across the different contexts such as common planning time
sessions and individual planning. The conceptual categories including (a) knowledge, (b)
skills, and (c) dispositions, were identified as a priori themes (Ryan & Bernard, 2003;
Smith, 2000) before the data collection. According to Ryan and Bernard (2003), a priori
themes emerge from the characteristics of the phenomenon being studied or from the
already agreed on professional definitions found in literature reviews. Table 3.5
represents the systematic steps for the data collection plan.

Table 3.5

Data Collection Plan

Steps Data collected during the school year 2011-2012

1 Initial Observation Group during common planning time
2 E-mail Interview 1 (Including e-mail follow-up)

3 Collect Documents and Physical Artifacts (Lesson plans)

Classroom Observation
Face-to-Face Post Observation Interview

4 E-mail Interview 2 (Including e-mail follow-up)
5 Collect Documents and Physical Artifacts (Lesson plans)
Classroom Observation
Face-to-Face Post Observation Interview
6 E-mail Interview 3 (Including e-mail follow-up)
7 Collect Documents and Physical Artifacts (Lesson plans)
Classroom Observation

Face-to-Face Post Observation Interview

8 Final Observation Group during common planning time
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Multiple data sources provided rich description for mapping themes that emerged
from the study. When necessary, the strategy for triangulation called member checking
was in place. In this case, notes were checked by participants for accuracy. According to
Stake (2006), this strategy is a vital technique for field researchers. Frequently, the
researcher asked the participants to read the report for accuracy when the researcher
found possible misrepresentation. The data collection took place during the 2011-2012
school year. The researcher negotiated the schedule to visit the participants for the

interviews and observations via e-mail and during the meetings.

Interviews

Yin (2009) noted that data in multiple-case studies are rich when collected at
different stages of the research process. A three-interview series is recommended by
Seidman (2006) in order to place participants in the context of their lives to collect
meaningful and understandable rich data (see Appendix B). The interview questions were
designed to capture the continuum of development of the knowledge, skills, and
dispositions that teachers posses and how these capacities influence their decision-
making when they plan lessons. Seidman noted that people’s behavior becomes
meaningful and understandable “when placed in the context of their lives and the lives of
those around them” (p. 17). Accordingly, three e-mail interviews were conducted in three
different phases of the study following Seidman’s (2006) three-interview series model of
in-depth interviewing.

The three interviews were sent to the teacher participants via e-mail. Each e-mail
was sent a week apart. The unique characteristic of e-mail interviews is that they allow

the researcher to gather information in a systematic way, providing a less intrusive
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environment to those participants who feel uncomfortable with face-to-face interviews
(Creswell, 2009). The researcher used e-mail follow-up questions when needed, in order
to clarify or to obtain more information from the participants as a strategy to triangulate
and assure credibility (Stake, 2006) . The follow-up questions helped to maintain the
conversation during the e-mail interviews. Seidman (2006) recommended “how”
questions because these type of questions better prompt participants to reconstruct their
past and contextualize their current experiences.

The set of questions in the first e-mail interview were focused on life history
(Seidman, 2006, p. 16) that helped to establish the context of the participants’ experience.
In this first set of questions, information about participants’ educational background,
professional training, linguistic background, employment history, and professional
development were asked. The purpose of these questions was to gather information about
what the participants bring with them including the knowledge, skills, and dispositions
they developed in other settings prior to their teaching career (Lortie, 1975; Williamson
McDiarmid & Clevenger-Bright, 2008).

Following the e-mail format, the second set of interview questions was focused on
the knowledge, skills, and dispositions reflected in the teacher participants’ current
experiences within the context in which it occurs (see Appendix B). These questions
provided information regarding participants’ expectations from their students and school,
perceptions of academic differences among students, knowledge of subject matter when
they plan their classroom instruction, how they perceive their planning related to prior
knowledge of students, and in what way students’ prior knowledge and diversity might

challenge their beliefs, goals, and understanding of their teaching.
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The set of questions in the third e-mail interview encouraged the participants to
reflect on the meaning their experience holds for them, both past and present (Seidman,
2006). These questions provided information on the knowledge, skills, and dispositions
that teachers reflect upon when they implement their lessons once decisions are made and
re-evaluate changes (see Appendix B).

In order to complement the information of the three e-mail interviews, a face-to-
face interview was conducted after each classroom observations (more details in the
subsequent “Observation” section) at a predetermined time and location convenient for
the participants. In these post-observation interviews, the participants were asked to
elaborate on: their planning and implementation; the ways they processed planning and
the changes they made along the implementation process; and the impact of planning on
their teaching, particularly the teaching in a Hispanic serving school. The post-
observation interviews helped to trace participants’ knowledge, skills and dispositions in
the context of planning and decision making (Merriam, 2009). This enabled the careful
analysis of each participant’s: experience in planning and decision-making; changes in
awareness of planning needs; and engagement with diverse learners. The face-to-face
interviews were digitally recorded and transcribed. After transcribing, all the data were

organized in a computerized database to facilitate tracking of data sources.

Observations
Observations were conducted in order to generate a “relatively incontestable
description” (Stake, 1995, p. 62) of the teachers’ work. In qualitative observations, the
researcher aims to become immersed in or become part of the participants. In this study,

the researcher conducted observations as a complete observer — researcher observes
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without participating (Creswell, 2009). Accordingly, two observations were conducted
while the teachers planned as a group. The first observation was conducted at the
beginning of the study, and the second one, after the three e-mail interviews. In addition,
after the collection of a lesson plan as part of the data (more details in the “Documents”
section on the following pages) to provide triangulation, each participant was observed at
least once while they were teaching in their own classrooms.

The researcher scheduled the classroom observations according to the teachers’
availability. The observations were focused on participants’ understanding of the
relationship among social studies content knowledge, students’ prior knowledge, and
participants’ perceptions of teaching social studies to diverse students. These classroom
teachers’ observations were conducted for an entire class period (45 minutes) and were
documented with extensive field notes by the researcher. Directly after the observations,
a write-up of both descriptive and reflective notes were written (Creswell, 2007) by the
researcher. The observation field notes were transcribed and filed as hard copies, as well
as entered into an electronic database to facilitate tracking of data sources. A face-to-face
post observation interview was scheduled after the classroom observation for each
participant.

Documents

The third type of data collected are the documents (Creswell, 2009; Stake, 2006;
Yin, 2009). The documents collected were the researcher’s journal, teachers’ lesson
plans, e-mails, and public documents such as educational government documents that
included federal and state educational policies and laws (i.e., No Child Left Behind Act

2001, Texas Education Code), national and state curriculum (National Standards for
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Social Studies, Texas Essential Knowledge and Skills and English Language Proficiency
Standards), and local curriculum (CSCOPE). These documents were filed and stored

electronically and as hard copies to facilitate researcher access.

Data Analysis

Analysis began with the transcribing process, this enabled the researcher to
develop initial insight about the data (Lapadat & Lindsay, 1999). Analysis of data was an
ongoing process and started with the transcription of the face-to-face interviews and the
group meeting observations; as well as, the digitalization of the e-mail interviews,
classroom observation’s field notes, lesson plans, curriculum and educational policies.
Next, the data were categorized, tabled, and sorted (Creswell, 2009) on a wall-size chart,
as a preliminary manipulation of data and analysis and subsequently used it as a Master
Matrix. According to Miles and Huberman (1994), this display format “is the simplest
form of juxtaposition-a stacking-up of all the single-cases on one very large sheet or wall
chart” (Miles & Huberman, 1994, p. 178).

During the preliminary analysis, the data collected was displayed on the Master
Matrix in which cell entries included brief descriptions and direct quotes taken from
participants’ interviews, researcher’s observation notes, and participants’ lessons. The
texts in the Master Matrix were read by the researcher, while notes were made in the
margins and initial codes were formed using different colors for each a priori category,
knowledge, skills, and dispositions. Coding was done with an eye for both descriptive
and thematic data (Creswell, 2007). Coding the data and intercoding of data continued
throughout the analysis in order to maintain reliability and trustworthiness through a

continuous process of co-analysis (Merriam, 2009). Following, for data management and
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coding, the researcher used series of worksheets for analysis suggested by Stake (2006)
(see Appendix C). The worksheets were constructed using MS Word processing and MS
Excel programs. The researcher did not utilize software designed for qualitative analysis.
Although the computer-assisted tools can be helpful, Yin (2009) argued that the value of
the software programs is that they serve as an assistant and may be a reliable tool, but
never do the analysis for the researcher.

Following Yin’s (2009) multiple-case as a research design, each case was
analyzed separately first and then an analysis across the cases was made. An analytical
strategy and two analytical techniques were employed for data analysis in order to
construct validity and reliability in the study (see Table 3.6). Following Yin’s steps of
analysis, the analytical strategy used in this study helped the researcher identify themes
linked to the theoretical proposition and the research questions, and the literature review
to build interpretations. The analytical techniques helped the researcher to first synthesize
each case, and then, to present themes across the cases for literal replication to show
similar results and theoretical replication to identify atypical cases (Yin, 2009). These
steps, from the initial search for themes and patterns to the final step of identifying

atypical cases were followed closely.

Analytical Strategy
As Yin recommended, “relying on theoretical propositions” (p. 130), is the first
and most preferred analytical strategy that led case studies (Yin, 2009). As a starting
point, the analytical strategy followed Henderson and Gornik’s (2007) interrelated
decision making in planning curriculum goals and the a priori themes embedded on the

concept of teacher capacity presented in the literature review as the knowledge, skills,
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and dispositions (Williamson McDiarmid & Clevenger-Bright, 2008) as theoretical
propositions. All these elements were carefully planned in order to assure that the “data
will be analyzable” (Yin, 2009, p. 131). This analytical strategy, as the initial step, helped
to focus the researcher’s attention on certain data and ignore other data in order to
organize the study. Specifically, and based on Henderson and Gornik’s (2007) theoretical
framework, this analytical strategy was focused on the following processes: (1) designing
and planning for classroom instruction and (2) the implementation of planning once
decisions are made. These two decision-making processes assisted the researcher in
examining the three a priori themes: (1) knowledge, (2) skills, and (3) dispositions
(Williamson McDiarmid & Clevenger-Bright, 2008) that influence middle school
teachers’ decision making in planning social studies instruction in a Hispanic serving
school.
Analytical Techniques

Two analytical techniques were employed in this multiple case study. First, for
the case-by-case level, each participant was analyzed using Yin’s (2009) analytical
technique “chronologies” (p. 148). The purpose of this technique was to present each
case’s events over time in order to understand the continuum of teacher capacities. In
reporting case-by-case individually, the researcher presented brief profiles in a narrative
form of each case, so that the individual cases were not lost in the multiple-case analysis
(Stake, 2006). Crafting a profile is “an act of analysis” (Seidman, 2006, p. 128). The
narrative form of a profile allows the interviewer to transform what was learned from the
interviews into telling a story (Mishler, 1986; Seidman, 2006). As Seidman stated “telling

stories is a compelling way to make sense of interview data (p. 120).” Secondly, to
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synthesize the cases for replication logic, a cross-case analytical technique was
employed. For the purpose of cross-case analysis, Stake (2006) suggested a series of
simple worksheets (see Appendix C). These worksheets for analysis helped the researcher
to capture in a systematic way the collection of cases and were intended to help the
researcher in the analysis process, not to present data to readers. Table 3.6 represents the
strategies and techniques used as analytical approaches that helped to construct external

validity and reliability during the analysis.

Table 3.6

Analytical Approaches

Test Multiple-Case Study Principles

Validity Analytical Strategies
v Rely on theoretical propositions

Reliability Analytical Techniques
v Chronologies
v Cross-Case

Preliminary Manipulation of Data
As a preliminary manipulation of data and having in mind the theoretical
propositions planning for instruction and implementation and the a priori themes
knowledge, skills and dispositions, a Master Matrix of categories was developed. As a
starting point, Yin’s recommended the researcher “play” (p. 129) with the data in order to
create his/her own preliminary strategy to manipulate the data. This Master Matrix

created by the researcher was useful for examining the data and for putting information in
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chronological order as a temporal scheme (Miles & Huberman, 1994) before using
Stake’s (2006) worksheets. Table 3.7 shows an excerpt of one of the three a priori themes
(knowledge) and how the data was sorted and categorized following Seidman’s (2006)

model of interviewing.

Table 3.7

Excerpt of the Format for the Master Matrix for Preliminary Manipulation Analysis

Knowledge
Life Current Reflective
History Experiences Practices
Demographic Quest Group Observations Face-to-Face Interviews
First e-mail interview Classroom Observations  Third e-mail interview
Second e-mail interview
Documents

This preliminary strategy helped the researcher explore the topics by
arranging participants’ direct quotes and phrases in a one-shot visual tool. Having
this Master Matrix for each one of the a priori themes (knowledge, skills, and
dispositions) allowed the researcher to become immersed in a meaningful context. As
Patton (1990) stated, without context there is little possibility of exploring the
meaning of an experience. Table 3.8 represents a segment of the preliminary Master
Matrix, including responses from the participants. The complete, wall-size Master

Matrix contained the columns for skills and dispositions as well.
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Table 3.8

Excerpt of the Master Matrix for Preliminary Manipulation Including Participants’

Responses

Knowledge

Life History

Participants

Richard

“When I was a student, as African-American, the most
demanding challenge was learning to accept myself in a world
that ostracized me.”

“The majority of my friends were Hispanics, we faced the same
difficulties...the worst was discrimination.”

“Yes...he was male, and yes he was Anglo, probably racist, it
was really hurtful.”

“My baseball career aided me in seeing the whole picture,
there was no hatred or racism in baseball we played. | learned
about being appreciated when you give it your all.”

Luis

“I learned to value and embrace my language and heritage at
home.”
“I was told too many times not to speak Spanish at school.”

Paul

“I was very much alone during middle school, my parents
wanted me to perform well in school but did not follow up or
stayed involved.”

“It was frequent to see how some teachers asked Spanish
speaking students to not to use Spanish language in the
classroom.”

Antonio

“In one of my classes at middle school there was a lot of
harassment and bullying...I was scared sometimes...the teacher
had no control over behavior. I don’t even remember learning in
that class...I vowed, when I was studying to be a teacher to never
be like that and it was a life lesson learned.”

“I had teachers that took time to listen to what I had to say and
helped me with questions.”

Joaquin

“I don’t recall teachers intervening or really pushing students to
succeed when | was in school.”

“When I was a student teacher, my mentor taught me to connect
lessons to everyday life.”

Adam

“One of the many challenges when I was a middle school
student was the divergence that | felt existed between my peers
and trying to find social acceptance.”

“The best teacher I had was really exceptional just as a person
with great teaching abilities and very wise...he always had the
right words to give.”
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Case-by-Case Analysis

After the preliminary stage of analysis, and utilizing the Master Matrix, the
researcher identified data for each case as a first level of analysis. The data that were
salient for each case were recorded in Worksheet 1 titled, The Thematic Categories. With
this worksheet on the side, the researcher read the whole collection of data “at sitting”
(Stake, 2006, p. 42) and keeping in mind the project as a whole, but mostly concentrating
on each case’s activity in itS situation. The researcher kept systematic notes and marginal
comments, and color-coding while completing Worksheet 1. The researcher also kept a
log simultaneously that helped work on the next level of analysis-building interpretation
of the cases (Yin, 2009).

A second level of analysis was focused on each case and recorded in Worksheet 2
titled, Researcher’s Notes While Reading a Case. This second worksheet provided
essential information from the cases, such as themes that were salient and the themes that
were unique for each case. In this level of analysis, the researcher built interpretations
regarding knowledge and skills in teaching social studies at the middle school level,
personal knowledge implicit in participants’ understanding of diverse students, and the
participants’ dispositions. All the important case findings were gathered on copies of
Worksheet 2, one for each case. This level of analysis allowed the researcher to
understand each case separately as a previous step of the cross-case analysis (Stake,
2006). Table 3.9 represents an example of the Worksheet 2. This worksheet shows one of
the participant’s thematic categories as an individual case. A worksheet such as Table 3.9
was created for each one of the participants. Table 3.9 represents Richard’s unique

themes and prominence of themes across the cases.
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Table 3.9

Worksheet No. 2 Researcher’s Notes While Reading a Case
Case Study Report Title: Richard

Uniqueness Among Other Cases Prominence of Themes
Thematic Categories Across the Cases

1 Affective Team Worke » Team Work

2 Discrimination Inside and Outside < » Discrimination
the school

3 Failure is Never an Option

4 1 Want all My Students to be Successful

Cross-Case Analysis

While the individual cases were being completed, the researcher also refined the
plan for cross-case analysis. Once the researcher became more familiar with the cases,
taking one thematic category at the time, the researcher considered the expected utility of
each of the case reports for further development of the themes across the cases. This was
the third level of analysis and was recorded on Worksheet 3, titled, Ratings of Expected
Utility of Each Case for each Theme. The researcher rated the utility of the casesas H
(high 7-9), M (middle 4-6), or L (low 1-3) in order of importance for understanding the
knowledge, skills, and dispositions that influenced teachers in the decision-making
process for planning instruction. The Master Matrix created as a preliminary strategy to
manipulate the data shows nine cells for each participant, three for knowledge, three for
skills and three for dispositions. For each merged finding, the researcher asked how
important that merged finding is for the theme, and then counted the cells in which the

theme appeared and then assign the rating with a number. Table 3.10 represents the

85



format of the Worksheet 3 showing the ratings of one of the themes, Team Work, as an

example.

Table 3.10

Worksheet No. 3 Ratings of Expected Utility of Each Case for each Theme

Multiple-Case Themes Richard Luis Paul Antonio  Joaquin  Adam
Theme 1
Team Work 8 4 7 7 6 3

The researcher entered the rating in Worksheet 3, until all themes received a
rating of the estimated utility of the cases. Data was compared and contrasted across
cases utilizing one of the Eisenhardt’s (1989) tactics. Eisenhardt suggested to select
thematic categories and then to “look for within-group similarities coupled with
intergroup differences” (Eisenhardt, 1989, p. 540). Subsequently, all the data was re-
examined to synthesize across contexts and analyzed how participants perceived changes
in their planning and decision-making, the challenges they encountered, and how they
negotiated these challenges. Keeping the common themes that emerged from individual
cases, the cross-analysis of cases was studied as a multiple case study. Once the coding
was complete, and in order to construct validity, a member-check (Stake, 2006) was
conducted with all the participants to further verify interpretations of the data (see Table
3.3). This process gave participants the opportunity to clarify or make additional
contributions to further validate or invalidate the findings. After the third level of
analysis, each set of data were double-coded, a process of revisiting the data to make

comparisons between the initial and the final coding (Yin, 2009). During this stage of the
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data analysis, themes that emerged outside the literature and the theoretical framework
were the prime focus.

In the final reporting, the emerged themes were used for literal replication, while
the themes that emerged outside the literature or atypical cases were used to shed light on
subtle and nuanced variations. A context-specific approach helped to make “thematic
connections” (Seidman, 2006, p. 125) and associations across all participants without
sacrificing individual trajectories or atypical cases. The multiple-case study using a cross-
case analysis allowed the researcher to observe, explore, study, analyze, and interpret
participants’ experiences; make comparisons; and study the interactions, attitudes,
assumptions, and beliefs of individuals aimed at locating common themes within and
across participants. While the focus was on identifying themes across participants, the
study also noted atypical responses and their implications for the study.

In summary, each case was analyzed separately, and then cross-case comparisons
were made for thematic connections. A cross-case analysis helped to make visible not
just what is common across the cases, but what is unique to each. This cross-case
approach helped to treat the cases as forces to understand better the phenomenon.
Findings from the study were reported as a multiple-case study. The study concluded
with a discussion on the findings and implications for education. Using a multiple case
study as a research design (Yin, 2009), this study examined how middle school teachers
engaged in decision making for planning social studies instruction in a Hispanic serving

school.
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CHAPTER IV

RESULTS OF THE CASE-BY-CASE ANALYSIS

The purpose of this study was to describe the knowledge, skills, and dispositions
that influence middle school teachers’ decision-making in planning social studies
instruction in a Hispanic serving school. In this chapter, individual profiles of the six
participants were developed as a way to report the case-by-case analysis. As Seidman
(2006, p. 128) stated, “crafting a profile is an act of analysis.” The narrative form of a
profile allowed the researcher to transform and share what was learned from the data into
telling a story as a “compelling way to make sense of the data” (Seidman, 2006, p. 120).
As a result of the case-by-case analysis, each case suggested unique thematic categories
or “expressions” (Ryan & Bernard, 2003, p. 87). These thematic categories or
expressions are presented as subheadings embedded in each of the profiles. Next, the
thematic categories helped the researcher to describe, compare and explain the emerged
themes across the cases as a collective group for the cross-case analysis, which is
presented in the following section.

Each case is presented employing “chronologies” as an analytical technique (Yin,
2009, p. 148). Yin suggested the chronologies analytical technique to describe events that
occur before other events or events that follow other events in order to present findings
occurred over time. This technique helped to understand the continuum of teacher
capacity development of the participants by describing their knowledge, skills, and
dispositions that they brought into the teaching career, what they developed during their
teaching practice and to understand how they reflect in their own practice in improving

and refining planning for instruction.
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Richard

In 1957, twelve year-old Richard was as excited, perhaps even more so, than the
other members of his All-Stars Little League baseball team. They had just learned they
would be playing against the champions from Monterrey, Mexico, a team so far
undefeated in their last 28 games, and on their way to the World Series. Dare they hope
to defeat this seemingly invincible group of players from a city famous for producing
professional ball players? That year, Richard’s team was the first to defeat the Mexican
team.
Affective Team Work

Before he started his teaching career, Richard played for two years for a
professional baseball club. “My baseball career aided me in seeing the whole picture.
There was no hatred or racism in the baseball we played.” Richard went on to serve in the
U.S. Air Force for four years. Those activities helped him strengthen his confidence and
self-esteem, while realizing that he could be in control of his own life. He learned team
building and how it felt to be appreciated “when you give it your all.” It was about that
time that he set a goal to become a teacher, because he wanted to “make a difference in
kids’ lives.” From the time he, and that small group of kids who shared a love for
baseball defeated the formidable foe from Mexico, Richard learned that success was
possible with affective teamwork. He truly enjoys the teachers’ weekly conference
periods, practicing teamwork in the middle school environment, sharing ideas, and
helping others be successful teachers. His military training, his time playing professional
baseball, and lessons he learned at the university, all contributed to his love of working as

a team.
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When asked about the biggest challenge teachers face, Richard described the
many hats a teacher wears today. He said that it is not enough to be an expert in the
content area they teach, but the teachers have to recognize the baggage students are
carrying. Therefore, teachers need to help students deal with these challenges. The time
required to achieve this, according to Richard, is time consuming and difficult, but must
be done while meeting the deadlines of academic requirements.

Richard’s vast experience as a teacher helps him prepare for these challenges. He
has been teaching social studies at high school and middle school levels for the last 30
years. Richard earned a bachelor’s degree in history with a minor in physical education.
He is certified to teach social studies from 6™ to 12" grade. His primary language is
English, but he admitted that he understands some “words and phrases” in Spanish.
Growing up in a middle class neighborhood in a city in South Texas, with parents that
always encouraged Richard to be the best he can be and teaching him the value of
education, he became a better than average student. Richard, an African-American, was
surrounded mostly by Hispanic kids and attended primarily Hispanic serving schools.
“When I was young the majority of my friends were Spanish-speaking... Hispanic kids...

we faced the same difficulties...the worst was discrimination.”

Discrimination Inside and Outside the School

Richard shared with his Hispanic friends and classmates the same kind of
difficulties that were typical in a world where society was not very accepting of people of
color in 1950°s and 1960°s. “When I was a student, the most demanding challenge was
learning to accept myself in a world that ostracized me.” Richard said that as a student he

experienced discrimination frequently and almost everywhere “inside and outside the
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school.” He mentioned that he learned to just accept it, ““...but trust me, | did not get there
overnight.” When he was asked to share a situation where he felt he was discriminated
against, he recalled something he didn’t like from one of his teachers. “Well it’s called
selective memory. Yes, he was male, and yes, he was Anglo. Probably racist...it was
really hurtful...I am a better person now because of those experiences.”

Richard said that his parents always gave him peace and consolation. He
described, “being at home was a different world...God was first in our home.” Without
fail, his parents’ lives revolved around him and his siblings. His parents were always
involved in Richard’s education. He observed, “I didn’t want to disappoint my parents...
I wanted them to be proud of me.” He went on to say that his parents gave him the love

and support he needed to be a good teacher.

Failure Is Never an Option

Richard has been described as a wise and kindhearted teacher, whose only
African-American teacher when he was in school taught him the lesson that he passes on
to his students, generation after generation. He noted, “My teacher’s faith in me was so
strong that failure was never an option.” This philosophy reigns in Richard’s teaching. He
recalled sadly, “it is a shame that America was so cruel during her lifetime.” However,
over the years, he has had an opportunity to carry on her legacy and share his teacher’s
life lesson with his students. He reminisced about his first group of students, mostly
Mexican-American, many of them children of migrant workers. “They all wanted better
lives...those kids really had dreams and incredible strength...they knew that education
was the path to success.” He expressed that those students’ positive attitudes made his

job much more pleasant and easy.
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Richard believes that formal education is only a tool for learning and that our
current schools have some other agenda in addition to teaching, because they are
obligated to someone or something other than the students. Richard commented that he
does not always agree with all the changes within the school system. He observed,
“sometimes | feel that the ones in charge of implementing all these changes missed the
important goal...what’s the best for the students.” He believes and understands the
importance of advocating for all students, “If you don’t like it, do something about it...an
important lesson to teach to our students nowadays is tolerance, compromise, and

building bridges, not fences...failure is never an option.”

I Want All My Students to be Successful

Richard mentioned that the first time he wrote a lesson plan was in a training
course, in his first year of teaching, “The lessons revolved around the objectives...the
objectives were content-based.” Richard’s lesson plans follow the state standards. “The
standards are given by the district curriculum.” He added that he works with his team to
establish standards-based objectives. The objective is given to the student in some form at
the beginning of the unit. Richard mentioned that students are more engaged when they
know and understand the rationale behind the new topic, “Students are also offered a
reason as to why this lesson is important.” The second part of the lesson shows the
instructional materials he selects to address and supports the objective. This can take
many forms such as readings and photographs. Next, an evaluation follows measuring the
success of meeting the goals. At the end, an evaluation is aligned to the initial objective.

Richard’s classes are about sharing ideas, with attempts at moving at the same

pace. Every day he tries to create a comfortable environment for learning in his
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classroom. His classroom walls are covered with visuals and he keeps the students’
attention by using the latest technologies. Richard was observed interacting with his
students, moving around the classroom, rarely spending any time behind his desk, and
never seated in his chair. He encourages discussion of current events, movies of social
significance and news stories. Richard wants all students to be successful and believes
that, “Teachers should be rated not on how good they teach, but rather how well students
learn.”

Luis

Luis liked to draw. He was sitting cross-legged on a soft mound of dirt, the paper
lying on his legs, and his cap pulled down low to protect his face from the sun. His
mother worked nearby. His mom made a good amount of money picking cotton and she
was going to buy him a backpack; he wanted the bright yellow one with the spider on the
back. His mother said he was going to start school next year. For a long time, Luis didn’t
fully understand why his mother often cried when she talked about Luis going to school,
swearing that he would never work in the cotton fields like she did. Maybe she was
thinking about missing him and not having him help her pick the cotton. He would miss
her too.

Luis is a dedicated and experienced teacher. He is Hispanic and has been teaching
for 28 years. The first twenty-one years of his career, he taught at an elementary level and
eventually, seven years ago, moved to teaching social studies at a middle school level. He
is certified to teach from 1% to 8" grade generalist and social studies from 6™ to 8" grade.
Luis holds a bachelor’s degree in Science with a minor in Bilingual Education. He also

has a master’s degree in Education with a minor in Bilingual/Bicultural Education.
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Luis attended elementary, middle, and high schools in the area of South Texas. He
was a shy student and he always did well in school. After high schoo,l he joined the
Army and then started his college career in a South Texas university. As a college
student, he liked to spend the weekends at the university library and invest almost all of
his time to studying, “I basically devoted most of my time to education.” Although the
encouragement to go to college was self imposed, he said that his mother was always
there for him, “She is the one that I give full credit to for my success... she didn’t want to
see me suffer the way she suffered in life without education. My mother never wanted me

to work in the cotton fields.”

Lack of Cultural Awareness

The first language he learned at home was Spanish. He said that his mother
always asked him to speak Spanish at home, saying, “En esta casa se habla espafiol,” [In
this house we speak Spanish]. He learned to value and to embrace his language and
heritage at home. He was exposed to the English language for the first time when he
started school. As a teacher, working with non-English speaking students allowed him to
connect with his childhood experiences and helped him encourage his students to
embrace and honor their own culture and language. He strongly believed, right from the
beginning of his teaching career, that students can succeed academically if they maintain
and develop literacy in their native language, while they learn English. He also
mentioned “I think that developing literacy in your native language can be very helpful in
learning a second language in an academic level.”

He learned that the first step in helping these students succeed academically is to

help them build their native language, while helping them maintain it. “I think that a
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biliterate student has a tremendous advantage over a monolingual person in today’s
economy.” Luis feels he may show his English Language Learners more respect than
other teachers might, since he knows all the painful struggles they are going through. He
vividly recalls the struggles he endured when he started school in an English
environment, not knowing the language. “What I recall more vividly is not the struggling
about not knowing the language...it was the perception that most of my teachers didn’t
know and understand that [ was eager and capable to learn...I think it was more about a
lack of cultural awareness.”
Address All Students’ Needs at the Same Time

Luis mentioned that during his first years of teaching, he maintained a strong
influence that he had acquired while in college when planning his lessons. “College
professors helped me understand how to connect learning objectives with strategies and
activities that help all students.” However, he goes on to say, that during the first years of
teaching, the principal from the school in which he worked asked the teachers to write in
detail regarding what they were using from the primary resource textbook. The principal
always asked them not to deviate too much from the textbook. In addition, he mentioned
that as the years passed by, he always complemented the lessons using a variety of
resources, “Sometimes I needed to go to the public library or university libraries to look
for material in Spanish, but now with the Internet, the search is much easier.” Luis was
transferred to the middle school level to teach social studies for recent immigrants, most
of them from Mexico. He is aware of the different types of students’ backgrounds,
“Although almost all of them are Hispanics, they have different cultural and educational

backgrounds.” Luis explained that some students come to a U.S. classroom with a strong
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academic background in their own language, while others have no schooling at all. “It is
very challenging to address all of the students’ needs at the same time.”

Luis keeps his lesson plans close by on his desk and tries to follow them step-by-
step. He follows the pace, sequence, units, and topics from the district’s, “Year at a
Glance” (Y AG). He mentioned that he uses the curriculum documents provided by the
adopted district curriculum called CSCOPE. Luis also stated that the English Language
Proficiency Standards (ELPS) are incorporated in all of his instructions. However, due to
the inclusion of English Language Learners in his classroom, he usually finds it necessary
to modify his plan to a certain extent. The instructional material Luis uses depends on the
lesson that will be taught. Due to the lack of resources available for Spanish speakers in
his school, Luis prepares a lot of his own materials to enhance the instruction. His lesson
plan however includes the objective, instructional strategies, materials, activities, and

evaluation exercises.

The Value of Work in Teams

Luis served in the U.S. Army and learned that a soldier’s success depends on how
well he collaborates with others. Teamwork was also necessary when Luis worked in
retail stores while attending college, enabling him to value the significance of work. “I
learned to appreciate the value of work in teams, which I also pass on to my students.”
He enjoys collaborating with other teachers in his school so that they know what he is
teaching. Luis expressed that although he likes to work in collaboration and understand
its value, most of the time he works in isolation since not all the teachers know and
understand how to work with the different types of English Language Learners. “I need

to make my own decisions when I plan for my students in particular.”
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Appendix C
Worksheet 1
(Stake, 2006)

“The Thematic Categories” (Research Question) of the multiple-case study.

Part. | T.C. T.C T.C. T.C. T.C. T.C.
1 2 3 4 5 6

Case

Case

Case

Case

Case

Case
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Worksheet 2
Researcher’s Notes While Reading a Case
(Stake, 2006)
Note: One worksheet for each case
Case Study Report Title: (pseudonym)

Uniqueness among other cases:

Prominence of Theme 1 in This Case:
Prominence of Theme 2 in This Case:
Prominence of Theme 3 in This Case:
Prominence of Theme 4 in This Case:
Prominence of Theme 5 in This Case:
Prominence of Theme 6 in This Case:

Prominence of Theme 7 in This Case:
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Worksheet 3
Ratings of Expected Utility of Each Case for Each Theme
(Stake, 2006)

H=High utility7-9; M=Muiddle utility 4-6; L=Low utility 1-3

Utility of Cases Richard | Luis | Paul | Antonio | Joaquin | Adam

Multiple-Case Themes

Theme 1

Theme 2

Theme 3

Theme 4

Theme 5

Theme 6

Theme 7
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