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ABSTRACT

BONNIE RAE STANFORD
“DOING MORE WITH LESS”: A GROUNDED THEORY ANALYSIS OF HIGH 
SCHOOL TEACHERS’ PEDAGOGICAL DECISIONS 
Under the direction of Kelly Reffitt, Ph.D.

The purpose of this study was to discover the thought processes of pedagogical 

and instructional decision-making of high school teachers, to describe the elements o f the 

high school influencing the process, and to describe how high school teachers navigate 

the contradictions that exist within the daily lived experiences of pedagogical and 

instructional decision-making and the conditions of high school structure. One main 

research question guided this study: How and to what degree are the social cognitive 

processes in which high school teachers make and adjust pedagogical decisions affected 

by the conditions of the high school structure? A constructivist grounded theory 

methodology was utilized to address the research question and data were collected from 

four sources: individual interviews, a focus group interview, participant reflective 

journals, and my own reflective journal and memos as I engaged in simultaneous data 

collection and analysis. Grounded theory analysis and situational analysis were used and 

the emergent conceptual and theoretical categories were reported. Excerpts from 

participant responses, thick description, situational mapping, and a concluding project



diagram were included. Five categories emerged: 1) teaching with heart, soul, and mind; 

2) doing everything, doing it all; 3) finding time where there is none; 4) professionalism 

as missing in action; and 5) seeking professionalism as capital. Recommendations for 

future research include utilization of the research question over a longer period o f time or 

at the elementary or middle school level, a deeper look at the historical construction of 

teaching in a public high school, and/or additional analysis o f professional capital in 

regards to high school teachers.



CHAPTER 1 

INTRODUCTION TO THE STUDY 

" ...stop giving them orders and scripts and let them teach. ”

(Ravitch, 2013, p. 325)

Background of the Study 

International competition, business and industry, media, military operations, and 

the general public all drive the rhetoric that surrounds secondary education. What skills 

are necessary for the workforce or college? What should the curriculum include? How 

do we know if we are producing intelligent, well-adjusted, productive citizens? What do 

we want and need high school graduates to know and be able to do? Parents, politicians, 

business and military leaders, journalists, and educators have asked these questions for 

the past two hundred years (Spring, 2011; Tyack & Cuban, 1995; Goodlad, 1970). High 

school teachers work diligently, year after year, to effectively answer these questions and 

to send our youth into the world as ready as possible. Over the years school reforms have 

come and gone without the input of teachers and without effecting any real change to the 

typical American high school (Ready, Lee, & Weiner, 2004; Levine, 2010). Without 

asking the teachers, or even considering their professional expertise, school reforms are 

typically initiated by those outside the schools and done around them, to them, or for  

them rather than with them (Ravitch, 2013; Hargreaves & Fullan, 2012).

1
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Test scores, salaries, unions, and school accountability have come to lead 

American headlines when it comes to education; however, the political banter and media 

sound bites do not typically include direct input from teachers. Consequently, in an effort 

to raise awareness, this dissertation study sought to describe the thought processes of the 

people who teach, guide, and educate our children.

Unlike other careers in the United States, teaching is a unique profession in that 

everyone has had an apprenticeship (Lortie, 1975). That apprenticeship gives everyone 

an opinion, a version of what “real school” is, confining high school teachers to the 

traditional high school and the notion “that what is, is functional” (Tyack & Tobin, 1994, 

p. 457). While everyone may know what it is like to be a student, only teachers 

understand the everyday idiosyncrasies o f teaching high school. The basis for this study 

emerged from a need as well as a gap in existing literature. The body of research on 

school reform recognizes a slight correlation between school reforms, scheduling, time, 

and instructional decisions, but many studies focus on the elementary and middle grades 

with a focus on student outcomes or pre-constructed surveys (Ancess, 2000; Bartlett, 

2004; Borman, Hewes, Overman, & Brown, 2003; Carroll, 1990; Collinson & Cook, 

2001; Darling-Hammond, Ancess, & Ort, 2002; Diamond, 2007; Elmore, 1995; Frost, 

2010; Hoy, 2012; Kennedy, 2005; Lee, Smith, & Croninger, 1995; Levine, 2010;

McNeil, 1986; Ready, Lee, & Weiner, 2004; Valli & Buese, 2007). Current literature 

does not adequately examine the impact of the conditions of the high school structure on 

the daily cognitive pedagogical decisions of high school teachers.



Perspective of the Researcher 

Despite an acute awareness of the challenges teacher face, most who enter and 

remain steadfast in the classroom are dedicated professionals with a love for learning. 

This lifelong commitment is passionately described in a dissertation by Sonja Modesti 

(2011):

It is the gratification of the mind, marked with the heightened frustration of the 

soul as it navigates the complexity of ideas, thought, and knowledge. It is the 

monogamous commitment to truth juxtaposed with the enticement of the creative 

tryst, an affair of the mind as it is seduced by thoughts, discovery, and 

experiences. It is this process o f teaching and learning with which I have been in 

love for years -  a process to which I am deeply attracted and vigilantly 

committed, (p. 1)

This description conveys the feelings of many teachers across this great nation, 

feelings all too often lost or buried among the current culture of accountability, 

standardization, and marginalization of this entire group of people (Cody, 2013).

As a high school teacher, I am all too familiar with the structure o f the traditional 

public high school. Similar to many Americans, I attended public high school and made 

it safely across to adulthood, unscathed but also unaffected. While I did recognize and 

appreciate the strength and determination o f my teachers, my apprenticeship in the 

profession taught me to pursue other, more prestigious career options. However, just like 

my mama had always known, for better or worse, I was a teacher, more specifically, a 

high school teacher. And like my peers and colleagues, I quickly came to the realization
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that despite our best efforts, we were losing our grip on the kinds of pedagogical 

decisions we wanted to make.

I believe teachers are constant models, givers and receivers of feedback, and 

direct and indirect communicators. Teaching is a result o f learning, doing, watching, 

experiencing, changing, thinking, and creating. Simultaneously involved in teaching and 

learning, teachers are the metaphorical Sherpas o f education. National Geographic 

(Handwerk, 2002) describes Sherpas as legendary, optimistic guides to whom many owe 

their significant successes. Teachers engage in a long-term educational expedition with 

their students. Up for the challenge, they ascend with their students to unanticipated 

heights providing guidance, suitable challenges, and rescue when necessary. My 

teaching includes a wide variety of methods including, but not limited to, guided 

problem-based projects, Socratic-method discussion, inquiry-based learning, debate, and 

research. Teaching and learning begin and continue from within the presentness of the 

student, to be shaped by the teacher, parents, and student herself (Hmelo-Silver, Duncan, 

& Chinn, 2007).

Learning is an ebb and flow between student and teacher, continuous growth, and 

changes in mind and maturity (Dahl, 2004). As learners, my students and 1 actively 

engage in an integrated process of learning and reflection. I focus on where the student is 

and his/her presentness within the process, norming progression only to the individual in 

question. Evaluation is formative, subjective, individual, and ongoing with a necessary 

reliance on verbal and written feedback, reflection, and discussion, rather than numerical 

grades or percentages (Kohn, 2011). Together with the parent and child, we face known
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and unknown possibilities with fearless abandonment. Teaching and learning in this 

manner is beneficial to all parties involved because embedded in each school day is 

unremitting growth for all. While this description may seem ideal and optimistic, it is 

possible and in fact quite probable when teachers are uninhibited in their use o f what they 

know to be best practices. It is the pedagogical decision-making process of high school 

teachers on which this study focused.

Conceptual Framework 

A qualitative study not only begins with, but also requires a framework on which 

to structure its existence, guide its paradigmatic claims, and in this study in particular, 

critically analyze and interpret the findings grounded in data. Thus, in the interest of 

quality research, this study utilized a critical theoretical framework (Kincheloe & 

McLaren, 2005) informed by postmodernism (Agger, 1991; Kincheloe & McLaren,

2005) within a constructivist paradigm (Charmaz, 2006; Guba & Lincoln, 2005).

Notions of organization and power (Foucault, 1978) provided additional structure for 

concepts to emerge using grounded theory methodology (Charmaz, 2006) and situational 

analysis (Clarke, 2005). In order to discover connections between process, conditions, 

and consequences, I explored the pedagogical decision-making of high school teachers 

using this framework as a guide through the process of analysis. In addition, I 

constructed a visual, illustrated in Figure 1 and discussed in more detail in chapter 2, that 

accompanied my beginning conceptual framework.
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Critical theory

Status q u o

History

Pedagogical and  
instructional 

decision s

Figure 1. Beginning Conceptual Framework

Statement of the Problem 

Under the weight o f mounting demands on public schools, high school teachers 

are making pedagogical decisions that are contradictory to what they know to be good 

practices (Au, 2011; Barrett, 2009; Bartlett, 2004; Valli & Buese, 2007). Hargreaves and 

Fullan (2012) describe the problem teachers are currently facing:
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Knowing what to do and how to do it is of little value if you don’t care about what 

you do or whom you’re doing it for, if  you’re told to do things you don’t agree 

with, if  you no longer have any say in what you do, or if  you’re exhausted by 

doing too much of it for too long. (p. 58)

Teachers are constantly assailed with the goals, judgments, and expectations of 

other people, but pushing the same standards and solutions even harder is far from the 

answer (Hargreaves & Fullan, 2012; Ravitch, 2013; Tyack, 1974). It is time to transform 

the profession, an entity which has been socially constructed without much input from its 

participants, and take note of the history, structure, and organization of high schools 

while focusing on the conditions, power relations, and professional capital o f teachers.

Purpose o f the Study 

The purpose of this study was to discover the thought processes of pedagogical 

and instructional decision-making of high school teachers, to describe the elements of the 

high school influencing the process, and to examine meaning in regards to the reciprocal 

relationship between the use of pedagogical content knowledge and the conditions of a 

typical American high school. Additionally, this study sought to describe how high 

school teachers navigate the contradictions that exist within the daily lived experiences of 

pedagogical and instructional decision-making and high school structure.

Research Question

As a high school teacher I have experienced the ways in which traditional high 

school structural and organizational conditions leave little to no opportunities for teachers 

to plan, adjust, sustain, and/or enhance instructional decisions. Having worked in four
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different high schools, in Georgia and Florida, o f differing demographics within three 

different departments over the past thirteen years, my experiences and interests guide the 

development o f my inquiry. Using a constructivist approach to grounded theory, the 

following research question directed this study: How and to what degree are the social 

cognitive processes in which high school teachers make and adjust pedagogical decisions 

affected by the conditions of the high school structure?

The question was developed in anticipation o f the themes, codes, and patterns 

expected to emerge with the understanding that the design of the study and the data itself 

would move the study in various directions. The nature, length, and duration of the study 

allowed for relationships among emergent categories as I studied how high school 

teachers think about, shape, make, and adjust pedagogical and instructional decisions to 

resolve structural and/or functional interruptions to best classroom practices.

Significance of the Study 

This study of what changes, makes, and molds the pedagogies of high school 

teachers addressed a gap in the research literature. Hargreaves and Fullan (2012) 

described the need to focus on the professional capital of teachers noting, “almost none of 

the big things that successful countries were doing were evident on any scale in the 

United States” (p. 180). As questions mount in regards to the conditions of the teaching 

profession within the current political reform requirements, this study contributes an 

understanding of the impact the current context has on teachers’ instructional decisions 

(Au, 2011; Barrett, 2009; Frost, 2010; McCarthey, 2008; Sahlberg, 2009). Seeking to 

investigate teachers’ lack of power and the structural conditions exerting direct and



indirect authority over pedagogical decisions, this study revealed factors relevant to 

educational scholars and educators, especially those concerned with the nature of 

teaching and learning (Bidwell, 2001; Cobb, McClain, Lamberg, & Dean, 2003; Darling- 

Hammond, 2002).

Like Tienken (2013), I believe that the current purpose of public education has 

drifted much too far away from our original intent. I, too, look for guidance in the words 

of Thomas Jefferson, Horace Mann, John Dewey, and Paulo Freire advocating for a 

system of public education built on the principles and socially-conscious problem solving 

of a participative democracy. To help educators unify and project a collective voice, I 

looked for details grounded in the data of teachers’ decisions that can help them change 

the direction of the current national reliance on accountability, the flow of already limited 

resources, the socially constructed view of teachers as “lazy,” and the marginalization of 

teachers as a group (Cody, 2013; Thomas, 2013). As Hargreaves and Fullan (2012) 

convey “If we want to improve teaching and teachers, we must therefore improve the 

conditions o f teaching that shape them (p. 45).

Theoretical Lenses

A qualitative study such as this requires a theoretical framework to support the 

process of conducting research and analysis (Kincheloe & McLaren, 2005). Specifically, 

in the interest of reflexivity (Clarke, 2005), a combination of experience, prior 

knowledge, and reflection were beneficial to this dissertation. Extensive research in the 

areas o f teaching and learning (Anderson, 2009; Dewey, 1938; Elmore, 1996; Newmann 

& Associates, 1996; Schunk, 2012), cognition (Bandura, 1971; Dahl, 2004; Piaget, 1951),
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organizations (Argote, 2011; Argyris, 1976; Argyris & Schon, 1978; Bidwell, 2001; 

Ingersoll, 1994; Johnson & Ownes, 2005; Lee, Bryk, & Smith, 1993; Shaw & Perkins, 

1992;), power (Apple, 1995; Foucault, 1978; Freire, 1970; Freire, 1985), and decision

making (Bandura, 1991; Bourdieu & Passeron, 1990; Hargreaves & Fullan, 2012; 

Sahlberg, 2009) led to the inclusion of the following theories as a multidimensional lens 

for analyzing data in this study: critical theory (Held, 1980; Kincheloe & McLaren,

2005), Bourdieu’s (1977) theory o f practice, Argyris and Schon’s (1978) organizational 

learning theory, and Bandura’s (1971) social cognitive theory.

A significant component of critical theory includes “the identification of systems 

o f power and oppression as a lens through which to analyze society” (Merriam,

Caffarella, & Baumgartner, 2007, p. 250). Organizational theory is included to portray 

the omnipresence of routines and contradictions (Argyris, 1993). Bourdieu’s (1977) 

theory of practice illustrates the school’s “reproduction of the established order” (p. 167). 

Addressing the research question for this particular study, Bandura’s (1971) social 

cognitive theory offered an additional lens to view the social context in which high 

school teachers make pedagogical decisions. The conceptual framework and theoretical 

underpinnings are discussed further in Chapters 2 and 4.

Methodology

Qualitative research allows researchers to discover the inner experiences of 

participants, to examine how meanings are formed, and to think and reflect in terms of 

complex relationships (Corbin & Strauss, 2008). A qualitative study looks to “include 

the voices of participants, the reflexivity of the researcher, a complex description and



interpretation of the problem, and its contribution to the literature,” including a call for 

change (Creswell, 2013, p. 44). By the same token, Creswell (2013) also states that the 

“hallmark o f qualitative research today is the deep involvement in issues of gender, 

culture, and marginalized groups” (p. 51).

My study adds to the current body of research in a way that gives teachers a voice 

and the opportunity to define what is and what could be while attempting to understand 

the relationship between power and their pedagogical decisions. Grounded theory “offers 

a macropicture of educational situations” that is “suitable for sensitive topics” (Creswell, 

2012, p. 440). Constructivist grounded theory requires “familiarity with the studied 

phenomenon,” but also allows flexibility to make comparisons, go back and forth among 

the data, ask questions of the data, and write about the unexpected as well (Charmaz, 

2006, p. 68). By looking at the setting, the context, and the process, I uncovered how 

seven high school teachers in Georgia make sense of their circumstances and “how their 

understanding influences their behavior” (Maxwell, p.30). Because the purpose of the 

study was to identify and develop an understanding, I used a constructivist grounded 

theory methodology.

My methodological choices were informed by educational journals, my own 

interests, voices of secondary teachers, and alignment to the research question. For this 

dissertation study, I collected data from four sources: individual interviews, a focus group 

interview, participant reflective journals, and my own reflective journal as I engaged in 

simultaneous data collection and analysis. The intent of this study was to provide “an
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interpretive portrayal of the studied world” (Charmaz, 2006, p. 10) through constructed 

grounded theory analysis.

Limitations and Delimitations

Limitations

Sharing an understanding o f the limitations of time with those who teach high 

school, this study was also ultimately limited by time. I would have liked to interview 

more teachers a few more times over the course of at least two school years; however, 

this was not possible within the timeframe of this particular dissertation study. Time 

constraints on data collection and analysis also limited the inclusion of a larger number of 

participants. Additionally, as is the case with most qualitative research, the process of 

convenience and purposeful sampling used may not represent a true or complete sample 

o f the population of high school teachers.

Another limitation was the possibility of researcher bias as I am a high school 

teacher at the particular setting from which the research participants were drawn. I 

described my positionality and experience in chapters 1 and 3, and I kept a research 

journal for memos and reflections during the data collection and analysis process to 

attempt to minimize the impact of researcher bias on the study, the participants, or the 

findings by thinking about and monitoring my own subjectivity throughout the research 

process (Charmaz, 2006). In addition, I answered the interview and focus group 

questions and responded to the participants’ journal prompt to assess my own biases, to 

engage in reflexivity (Clarke, 2005) with my data, and to avoid pushing my own 

assumptions onto participant responses during analysis.
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Lastly, this dissertation study was limited in generalizability. Although the 

findings o f a qualitative study can never apply to all high schools or all high school 

teachers, a goal of the study was to provide detailed description coupled with deep 

analysis. As with most research, it was conducted to satisfy a need as well as a gap in the 

literature and to provide the participants with useful information about themselves and 

their practice. While the results and findings were not aimed at transferability, they were 

analyzed for themes, implications, and the possibility of future study.

Delimitations

This study implies a connection among the experiences o f high school teachers 

and commonalities of high school structures and thus did not address issues o f race, 

economic status, class size, school size, student discipline, or test scores. Also, this study 

was focused on high school teachers and did not include those teaching at the middle or 

elementary level. In addition, the participants were interviewed using semi-structured 

questions that allowed discussion of school administration, but the study did not include 

administrators as participants. While there were several possibilities for additional 

participants and comparisons, these are discussed in the recommendations for future 

study.

Definition of Key Terms

Throughout this dissertation, a number of terms were employed as they relate to 

the American high school, high school teachers, decision-making, barriers to decision

making, structural and organizational conditions, teaching, and learning. These terms are 

defined below:
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Authentic instruction is recognized for its inclusion of “higher-order thinking, 

depth o f knowledge, connectedness to the world beyond the classroom, substantive 

conversation, and social support for achievement” (Newmann & Wehlage, 1993, p. 8).

The Carnegie unit is a unit of measurement used to define requirements for and 

progress towards graduation in terms of high school class periods, coursework, and credit 

hours (Carnegie Foundation for the Advancement of Teaching, 2012).

Critical theory was utilized in this study as a framework for understanding the 

everyday work of teachers, where teachers are educators, learners, and marginalized as a 

group; this study has “an emphasis on deconstruction of hegemonic knowledge and 

structures, goals for emancipation o f learners, and denial of claims to political neutrality” 

(Ross-Gordon, 1994, p. 245).

Differentiation is the ongoing expansion of educative experiences by adapting 

methods, processes, strategies, content, products, environment, and assessments to 

individuals’ varying degrees of age, maturity, readiness, development, interest, 

experience, and emotion; responding to a learners’ needs, goals, style, and interests for 

the purpose of growth (Dewey, 1938; Tomlinson, 2010).

Educational reforms are the “planned efforts to change schools in order to correct 

perceived social and educational problems”; reforms usually include long and/or complex 

steps planned and acted upon within a top-down bureaucratic process. (Tyack & Cuban, 

1995, p. 4)

Good/best practices are defined by Hargreaves and Fullan (2012) as “existing 

practices that already have a good degree of widely agreed effectiveness,” and they go on
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to define next practices as “innovative approaches that often begin with teachers 

themselves and that will sometimes turn out to be the best practices of the future” (p. 51). 

Through experience, research, meta-analyses, professional development, and intent, 

educational best practices have come to include reciprocal teaching, differentiation, 

scaffolding, metacognitive strategies, feedback, problem-solving and critical thinking 

strategies, and teaching that leads to self-questioning and self-awareness on the part of 

the student (Anderson, 2009).

High school structure as defined for this study refers to the traditional top-down 

bureaucratic structure that has remained remarkably similar since its beginnings creating 

a template of a standard high school. The high school structure includes the splintering 

of knowledge into subjects, the Carnegie unit system of credits for academic accounting, 

sequential program of study, age classification of students, conformity, competition, 

testable skills, standardized curriculum and textbooks, lecture, whole group, and teacher- 

led instruction (Goodlad, 1970; Tyack, 1974; Carroll, 1994; Tyack & Tobin, 1995; 

Johnston & Wetherill, 1998; Carroll, 2004; Ravitch, 2013).

Institutional demands include the externally imposed international, federal, state, 

local, school, and classroom level conditions that are directly or indirectly layered onto 

the teachers’ set of goals and responsibilities (Barrett, 2009; Valli & Buese, 2007).

The term organic was used in this study as an adjective to describe the activities 

related to teaching and pedagogy that are recognized as complex, dynamic, collaborative, 

and uncertain; organic activities and practices are established within a network of trust, 

shared responsibility, and encouragement leading to a natural, professional, interactive
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environment promoting development and continuous learning (Gamoran, Secada, & 

Marrett, 2000).

Organizational learning occurs when members of the organization act as learning 

agents of the organization, responding to changes in the internal and external 

environments of the organization by detecting and correcting errors in organizational 

theory-in-use, and embedding the results of their inquiry in private images and shared 

maps of organization (Argyris and Schon, 1978).

Pedagogical content knowledge, from the writings of Dewey (1916) and research 

of Shulman (1987), includes knowledge of subject, human development, culture, and 

craft, synthesized with experience, history, conceptions and preconceptions, and 

represented in such a way as to be appropriately challenging, interesting, and 

comprehensible (Anderson, 2009).

Professional capital for teachers includes professionalism, dedication, connecting 

with the latest research, honing your skills, being mindful of your responsibilities, 

building your own capacities, purposefully collaborating, respectfully interacting and 

challenging your peers, influencing improvements, seeking opportunities for growth, 

willingly leading innovation, and making connections (Hargreaves & Fullan, 2012).

Reflection in the world of teaching includes reflection-on-action which is 

becoming aware of and acting on the discrepancies between beliefs and actions (Argyris 

& Schon, 1978) as well as reflection-in-action which is going beyond routine rules and 

procedures within the everyday practice of professional pedagogy to create new ways of 

thinking about problems o f practice (Schon, 1987).
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Social cognitive processes include the continuous, multidirectional interaction of 

personal/cognitive, behavioral, and environmental/contextual factors and their influence 

on learning and action (Bandura, 1971).

Status quo of public schools is defined by deep poverty and entrenched inequality, 

inequity and injustice, testing, accountability, and reforms that offer only the illusion of 

change (Ravitch, 2013).

A teacher in this particular study was a public high school teacher. More 

specifically, a teacher is a constant professional, thoughtful, reflective, and continuously 

learning, who employs creativity, critical thinking, and synthesis, and recognizes that 

neither knowledge nor teaching are ever static, limited, or complete (Bellanca & Brandt, 

2010; Dewey, 1938).

Traditional public high school is defined by the long-established assumptions and 

procedures based on what has been, built into schooling as virtually a way of life where 

anything “new” is assimilated into previous patterns of schooling; the way things were 

become the way things are even among high expectations o f broad social change beyond 

the scope and power of schools. Traditional high schools include uniformity, 

standardization, textbooks, testing and data collection, discipline, routine, established 

subjects/departments, and regularity in core operations (Goodlad, 1970; Tyack, 1974; 

Tyack & Cuban, 1995).

Summary

Educational researchers continue to study and describe what we know about the 

lived experiences of teachers. The aim of this study was to uncover the barriers high
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school teachers encounter within the social cognitive processes o f making daily 

instructional decisions in order to contribute to, and advance the field of, for, and about 

teachers. A constructivist paradigm and grounded theory qualitative methodology were 

utilized to access and analyze the process o f teachers’ pedagogical decision-making. 

Chapter 1 included the background of the study, significance, conceptual framework, 

research question, and definition o f key terms. Chapter 2 includes a literature review that 

serves as an overview of the research and theories that guided this study. Chapter 3 

discusses the qualitative methodology, grounded theory analysis, and situational analysis 

chosen to address the research question. Chapter 4 presents the analysis o f data collected, 

and Chapter 5 summarizes the study including findings, implications, and 

recommendations for future research.



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

"We stand at a point in time when we need to examine those educational institutions and

values we have taken fo r  granted. ”

(Tyack, 1974, p. 4)

High school structure, organization, and increasing demands on teachers leave 

little to no opportunities to plan, sustain, and, most importantly, reflect on instructional 

decisions (Hargreaves & Fullan, 2012; Ravitch, 2013; Tyack & Tobin, 1994). While 

previous research has focused on physical structure and layout, bell schedules and class 

size, or sweeping school reforms (Ready, Lee, & Weiner, 2004; Kennedy, 2005; Levine, 

2010), the purpose o f this study was to discover and understand the experiences and 

perceptions behind the practice o f making and adjusting daily instructional decisions and 

to develop meaning within its relationship to elements of school structure, organization, 

and power. Specifically, how and to what degree are the social cognitive processes in 

which high school teachers make and adjust pedagogical decisions affected by the 

conditions of the high school structure?

In his analysis o f elementary classrooms, Goodlad (1970) found a gap between 

what teachers thought they were doing and what they were observed doing. The current
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study went one step beyond, or before, to examine the social cognitive processes o f what 

teachers want or hope to do versus what they can do. Giving high school teachers a voice 

and a safe space in which to contemplate and reflect on their own practices, this particular 

research offers a critical look at their lack of professional capital, its historical 

underpinnings, the impact of high school structure on teaching decisions, and the effects 

of those changes in pedagogy on teachers and ultimately their students. In favor of 

focusing on the nature o f teaching as opposed to specific ends or methods, Dewey (1938) 

said:

What we want and need is education pure and simple, and we shall make surer 

and faster progress when we devote ourselves to finding out just what education is 

and what conditions have to be satisfied in order that education may be a reality, 

(p. 90)

Those “conditions” affect teachers’ daily experiences first and foremost, they 

contribute to the success or failure o f our educational system, and they were the basis for 

this dissertation study.

This chapter describes the concepts of the traditional high school, pedagogical 

content knowledge, authentic instruction, teacher dedication, power and institutional 

demands, high school structure, and the daily teaching and learning of teachers including 

pedagogical decisions. These concepts form a critical theoretical framework to support 

this study, methodological decisions, and data collection and analysis strategies, which 

were grounded in the data and lived experiences o f high school teachers.
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Theoretical Lenses

A qualitative study requires a theoretical framework to support the process of 

conducting research and analysis. This framework of this study includes Argyris and 

Schon’s (1978) Organizational Learning Theory, Bandura’s (1971) Social Cognitive 

Theory, Bourdieu’s (1977) Theory of Practice, and Critical Theory (Held, 1980; Kellner, 

1989; Kincheloe & McLaren, 2005).

Argyris and Schon’s Organizational Learning Theory

Argote (2011) describes organizational learning as “the process through which the 

past affects the present and the future” (p. 439). She claims “a greater understanding of 

organizational learning promises to improve the performance o f organizations and the 

prosperity o f their members” (Argote, 2011, p. 444). According to Argyris (1993), 

organizational learning relies on individual and group learning which occurs when 

“errors are detected and corrected” (p. 49). However, in addition to discovering the error 

and changing the behavior or action, the organization must review and change its 

underlying values. Otherwise, Argyris (1993) argues, the organization’s attempt at 

correction will fail, will be counterproductive, or will perpetuate the status quo. To 

understand and describe this process as it relates to teachers, the high school was viewed 

through the lens of organizational learning theory for the purposes of this study.

Specifically, Argyris and Schon’s (1978) organizational theory o f action was 

chosen for its attention to multiple aspects within an organization. Argyris (1976) noted 

two factors that inhibit organizational learning:
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One is the degree to which interpersonal, group, intergroup, and bureaucratic 

factors produce valid information for the decision makers to use to monitor the 

effectiveness of their decisions. The other is the receptivity to corrective feedback 

of the decision making unit. (p. 365)

Argyris and Schon continued their research, theoretically and empirically, noting 

further how these factors lead to a cycle of single-loop learning where the status quo is 

skillfully maintained. Argyris (1993) notes how schools engage in “a hidden pedagogy 

of survival.. .producing the very consequences of ineffective schooling that they decry”

(p. 29). Double-loop learning involves addressing and changing the underlying 

assumptions, and looking for ways “to interrupt both deterministic and probabilistic 

circular causal patterns” (p. 59). This organizational theory of single/double loop 

learning is depicted in Figure 2 below.

Governing values, Action strategies, Consequences,
Assumptions Techniques Results

Single-loop learning 

Double-loop learning

Figure 2. Argyris and Schon’s Single and Double Loop Learning.
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Bandura’s Social Cognitive Theory

According to Bandura (1971), learning occurs in a social context, through 

observation, and within the multidirectional interaction of personal, behavioral, and 

environmental factors. This theory was important to the underlying research question of 

this dissertation, although the study does not look specifically at social cognition but 

rather the influences on the social cognitive processes of decision making. Bandura 

(1971) noted the ongoing interaction of cognition, behavior, and situational context in his 

social learning theory emphasizing that “reciprocal interactions are most effectively 

modified by withdrawing the reinforcement supporting coercive behavior and by 

developing more constructive means of securing desired reactions” (p. 41). This 

statement makes an important connection to organizational learning theory described in 

the section above as Bandura (1971) is also arguing that learning cannot be effectively 

changed simply by addressing behavior alone. By understanding double-loop learning in 

conjunction with social cognition, organizations can develop the more constructive 

means needed for more productive individual learning and to support decision making 

and thus pedagogical decisions.

Bourdieu’s Theory of Practice

Bourdieu (1977) defines a field, or structure, as an arena where struggles and 

exchanges occur with common types of capital and practices among the players with 

fluidity but within limits. Habitus is a system of dispositions, socially constructed 

predispositions affected by experiences, lasting but not eternal, that shape and structure 

the actions o f members who tend to perpetuate and depend on the constructed culture
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(Bourdieu, 1977; Bourdieu & Passeron, 1990). In looking at the field of education, 

Bourdieu (1977) recognized the reproduction o f culture through the social practices of 

teaching and learning wherein the past survives and continues in the future “by making 

itself present in practices structured according to its principles” (p. 82). This theory of 

practice added a lens through which the researcher was able to view the conditions 

surrounding the decisions of high school teachers within the culture of a public high 

school in relation to organizational learning.

In a discussion of the reproduction o f culture in educational systems, the ideas of 

Freire (1985) are briefly included here. He stated that “the future, as a repetition of the 

present, becomes the maintenance o f the status quo” (p. 103) and that sometimes those 

involved perceive the future as pre-established. In addition, Giroux (1985) wrote of 

Freire’s theory of power in which “the oppressed internalize and thus participate in their 

own oppression” (p. xix). In the context o f this theoretical framework, high school 

teachers are consciously and unconsciously, directly and indirectly, participating in the 

reproduction of the status quo that is embedded in the habitus of the high school and 

perpetuated in the single-loop learning of the organization.

Professional Capital

Arguing for an alternative to existing bureaucratic structures, Sergiovanni (1998) 

called for schools’ investment in and development of professional capital for teachers (p. 

37). He reiterated a point made throughout educational research that “if we continue to 

do what we are now doing, even if we do it better, we will continue to get what we are 

now getting” (Sergiovanni, 1998, p. 38). Instead of more of the same bureaucratic or
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business style leadership emphasizing strict supervision or competition, schools should 

invest in pedagogical leadership developing various forms of human capital with a 

commitment to intellectual capital through inquiry and problem-solving as well as 

professional capital focused on communities of practice (Sergiovanni, 1998).

Spillane, Hopkins, and Sweet (2014) also describe the human and social capital 

necessary for the professional development of teachers. They explain the internal and 

external dimensions o f social and individual development and formal and informal 

learning. Their research found that organizational routines with opportunities built in for 

sharing professional experiences influenced the instructional interactions among teachers 

(Spillane, Hopkins, & Sweet, 2014). In addition to the growing research on the 

importance o f human and social capital, Hargreaves and Fullan (2012) include decisional 

capital in the formula for professional capital. Hargreaves (2013) explains professional 

capital even further by suggesting educators look towards policies and practices that 

“build up the expertise of teachers individually and collectively to make a difference” (p. 

39). This notion o f professionalism as capital is increasingly becoming part of the field 

of educational research in regards to teachers’ working conditions (Avenell, 2014; 

Hargreaves & Fullan, 2012; Vaessen, Van Der Beemt & da Laat, 2014).

In their book Professional Capital, Hargreaves and Fullan (2012) define 

professional capital, describe its significance in education, and convey how to encourage 

its growth in our schools. Combining human, social, and decisional capital, their formula 

for professional capital includes knowledge and talent development (human capital) plus 

persistent collective effort (social capital) plus complex decision-making (decisional
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capital). Professional capital for teachers combines pedagogical content knowledge, 

trust, collaboration, transparency, discretionary judgment, and reflection. When all of 

these work in conjunction with one another, professional capital allows teachers to 

engage in, and encourage in each other, the type of teaching and learning that allows for 

lifelong growth. This emerging notion of professional capital seems to be a, or possibly 

the, missing piece in regards to the success and development of high schools today. 

Critical Theory

As a critical researcher and current high school teacher situated within the setting 

in which this study takes place, a critical, constructivist framework was as important in 

describing my particular assumptions as it was to providing a map for the direction and 

analysis o f the research itself. As articulated by Kincheloe and McLaren (2005), this 

critical, constructivist approach to research assumes social and political power relations 

in various forms, interest of the privileged in maintaining the status quo, and an evolving 

notion of what could be.

While there is no agreed upon ownership or fact book of critical theory and its 

exact meaning, there is a vague but important chronological impact o f the evolution of 

critical theory into our understanding and use of the theory today. Critical approaches 

and the use of critique were most notably utilized first in regards to literature and the arts 

and then through criticism within political and cultural discourse (Kellner, 1989). In the 

1920s and 30s, the Marxist-oriented Frankfurt school in Germany began to transform 

critical theory by researching capitalism, industrialism, and mass communication using 

the works of Nietzsche, Weber, and Marx (Kellner, 1989).
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Jurgen Habermas (1991) plays a significant role in understanding critical theory 

and is a key contributor to the evolution of its use. In his early writings, Habermas 

reflects on the ideas of the Frankfurt school, German philosophy, and social theory. 

Developing his own ideas through the years, his critical theory “aims to further the self- 

understanding of social groups capable of transforming society” (Held, 1980, p. 250). 

While Habermas’s writings on critical theory are dense and difficult to operate in a 

practical sense, he encourages us to find out if  our institutions, in this case high schools, 

truly enable us, teachers, to unfold our potential in the processes of our daily interactions 

(Merriam, Caffarella, & Baumgartner, 2007, p. 255).

Frequent debate and disputes led to the evolving use o f critical theory and 

different views o f new scholars in the 1950s and ‘60s, particularly the structuralists and 

poststructuralists in France. While structuralists including Levi-Strauss sought “the status 

of a super science,” poststructuralists like Lyotard, Foucault, Derrida, and Baudrillard 

challenged such claims and looked to “history, politics, and an active and creative human 

subject” (Kellner, 1989, p. 7). The work of scholars in the 1960s and ‘70s led critical 

theory into connections with social movements, oppression and representation, new 

theories, consumerism, and technology (Held, 1980; Kellner, 1989).

In his 1991 article, Agger explores the contributions and relevance o f critical 

theory, postructuralism, and postmodernism. He argues that one of their most important 

ideas is the notion of “interrogating taken-for-granted assumptions about the ways in 

which people write and read science” (p. 106). This notion is significant to researchers in
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the field o f education as we seek to further the discipline o f education in theory and 

practice.

Conceptual Framework 

In order to discover connections between process, conditions, and consequences I 

explored the pedagogical decision-making of high school teachers using a conceptual 

framework as a guide through the process o f analysis. In addition, I constructed a visual 

illustrated in Figure 1 that accompanied my beginning conceptual framework and 

incorporated each theoretical lens discussed above.

As I considered the role o f high school teachers and their daily instructional 

decisions, I began to formulate a visual of how theory and practice relate. The figure is 

intentionally two-dimensional, representative of a flat, static, unchanging world. I began 

by considering the factors that impact instructional decisions and categorizing them into 

two main categories: the school and the teacher. As I continued adding to the review of 

literature, I realized that both the high school and the high school teacher are driven by 

their own history. The strength of the historical factors also led to the inclusion of a thick 

line around the triangle that represents the seemingly immovable status quo. Outside the 

triangle, but within the circle, theory exists, makes brief connections, and adds to the 

overall picture of teaching and learning, but fails to penetrate the strongholds of history 

and the status quo. The visual of the beginning conceptual framework exists as guide for 

this dissertation study; a new visual was created at the conclusion of the study to 

incorporate new insights and is included in Chapter 5.
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Critical theory

Status quo

History

P ed agogical and  
\  instructional , 
\  d ec is io n s  /

Figure 1. Beginning Conceptual Framework

History o f High School Education in the U.S.

The United States of America has undergone years o f growth, transformation, and 

development including but not limited to immigration, industrialization, civil rights, the 

Cold War, amazing technological advancements, and the age of accountability (Spring, 

2011; Tyack & Cuban, 1995; Urban & Wagoner, 2009). In response to these challenges, 

triumphs, and demands, schools have experienced increasing enrollments, centralization 

and decentralization of administration, diverse student populations, and ideas for reform 

from citizens, politicians, and businessmen alike (Hargreaves, 1994; Ravitch, 2010). 

Despite changes in industry, politics, and society, however, the American high school has
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remained remarkably unchanged leaving high school teachers to manage without the 

power or benefit o f professional capital (Hargreaves & Fullan, 2012).

Beginning with Horace Mann and common schools, education in the country has 

been seen as a necessary part of a democratic nation but also as a scapegoat accepting the 

blame for the majority of this country’s problems (Ravitch, 2010; Tyack & Cuban, 1995). 

As early as 1844 teachers faced testing, curriculum standards, and data collection, and in 

1870, Portland schools published test results in the newspaper (Tyack, 1974). Moving 

from private academies, tutors, and field or industrial work, the percentage o f 17-year- 

olds attending high school increased from 2% in 1870, to 50% by 1940, to near 90% 

today (Tyack, 1974; Snyder, 1993). With the dramatic rise in secondary school 

enrollments, teachers faced more standardization and accountability (Tyack, 1974).

To create order and establish a role for a quickly expanding institution, the 

Committee of Ten, made up of mostly of college presidents, convened in 1893. 

Establishing rigorous courses for a college preparatory curriculum, they also established 

the idea of elective classes and the notion of completing or staying in high school until at 

least age 18 (Snyder, 1993; Tyack, 1974; Urban & Wagoner, 2009). The Committee of 

Twelve on Rural Schools went even further to consolidate the duties of the teacher into a 

completely standardized process, and by 1896, politicians were already claiming that 

schools were miserable “in order to persuade the public of the need for reform” (Tyack, 

1974, p. 151). The early 1900s began with the establishment of the Carnegie unit 

defining secondary credits for coursework and continued with the pre-existing conditions
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of compliance, rules, obedience, repetition, efficiency, and “a uniformity that is almost 

appalling” (Tyack, 1974, p. 192).

The years 1914-1918 brought war, intelligence testing, a corporate model for 

school management, and the Commission on the Reorganization of Secondary Education 

made up of professors of new education departments. Army intelligence testing, created 

quickly by only a few, was used to sort soldiers, and, as some have speculated, to validate 

social prejudices (Tyack, 1974). The idea o f testing to sort, for guidance and for 

differentiating instruction, “swept the nation as an educational crusade” (Tyack, 1974, p. 

207) and has been gaining steam by way of corporate and political support while critics 

have been unable to stop this reliance on tests (Urban & Wagoner, 2009). In addition to 

testing practices, centralization and power of school boards and school administrators 

was on the rise. Gradually imposing this type of top-down management across the 

country, schools employees fell into an elaborate hierarchy based more on the principles 

o f business and corporations than on education (Urban & Wagoner, 2009). This need for 

business-like efficiency led the Commission on the Reorganization o f Secondary 

Education to write the Cardinal Principles in 1918 rationalizing practicality, socialization, 

and curriculum choices (Snyder, 2006; Tyack & Cuban, 1995; Urban & Wagoner, 2009). 

As measuring students and managing teachers became part of conventional wisdom, the 

comprehensive high school dominated the next several decades creating the foundation 

for, and the first of many phases of, layering even more duties and responsibilities onto 

already hardworking high school teachers.
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By the 1920s and 30s, schooling revolved around the notion o f progress and the 

idea that better schools would equal a better society, and the template for school systems 

still revolved around testing, grading, uniformity, and grouping children by age and 

ability (Tyack & Cuban, 1995). High school enrollments increased with immigration, 

working class youth returning to school, blacks seeking equality through education, and 

growing urbanization (Snyder, 2006). Simultaneously, and coupled with the Cold War 

era, a higher number of nonacademic courses and the life adjustment curriculum led to 

dramatized concerns and the call for rigor and discipline in the 1950s and 60s (Tyack, 

1974; Urban & Wagoner, 2009). The word “crisis” and calls for reform became part of 

the conventional wisdom of public high school education and in the 1960s President 

Johnson declared that “the answer to all our national problems comes down to one word: 

education” (Johnson, 1965, as cited in Tyack & Cuban, 1995, p. 2).

The 60s and 70s gave way to a variety o f issues effecting high schools including 

student rights, equal participation, desegregation, remedial and bilingual courses, 

accountability demands, and cost efficient management (Snyder, 2006; Tyack & Cuban, 

1995; Urban & Wagoner, 2009). However, the pursuit towards equality in education 

succumbed to the long-established template of American public schools, and in 1983 the 

Reagan administration issued A Nation at Risk, revisiting the Committee of Ten’s 

recommendations and the call for quality and competition reminiscent of the 1890s and 

1950s (Snyder, 2006; Tyack & Cuban, 1995). The remedy for the new crisis was 

intensification, layering more standards, more academics, and more testing, while
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teachers reported inappropriate increases in time, pressure, and paperwork (Tyack & 

Cuban, 1995).

This complicated yet redundant history set up the perfect storm for the 

accountability age o f the 1990s and 2000s. As the standards movement gained national 

attention, each presidential administration politicized education by drafting reports and 

legislation regarding high-stakes testing and accountability: America 2000 (1991) from 

President G.H.W. Bush, Goals 2000 (1994) from President Clinton, No Child Left 

Behind (2001) from President G.W. Bush, and Race To The Top (2009) from President 

Obama (Brown, 2009; Urban & Wagoner, 2009). From the one-room schoolhouse to 

today’s national Common Core Standards, “reforms have assimilated to previous patterns 

of schooling” making “new demands of time and effort on heavily burdened teachers” 

(Tyack & Cuban, 1995).

Decades have shown, as Lortie (1975) notes that, “without a clear picture of 

school reality, efforts at rationalization can dissolve into faddism and panacean thinking” 

(Preface, para. 2). This dissertation study looked at the history o f secondary schools, 

high school structure, the high school teacher, and current research to circumvent that 

“panacean thinking” and listen to teachers. Urban and Wagoner (2009) show an 

increasing distance between teachers and the leaders that impose changes and control 

their work. Collinson and Cook (2001) spoke to teachers who described coping with the 

changes to teaching as running as fast as they could just to stay in the same place (p.

274). Bartlett (2004) found that schools that layered expanded aspects of the role of a 

teacher on to an “unaltered and already full traditional schedule are likely to overload and
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exhaust their teachers” (p. 568). Kennedy (2005) acknowledged the fact that policy

makers and administrators tend to focus on teacher reforms without considering the 

impact school structure organization and structure have on the idealistic nature of the 

reforms. These findings suggest that no matter how much research is contributed to the 

fields of exceptional teaching strategies and school reforms, secondary teachers’ actual 

instructional decisions will remain limited in depth and scope within the current confines 

of the traditional high school (Au, 2011).

High School Structure 

Examining the historical underpinnings o f the high school, Tyack and Cuban 

(1995) describe traditional school structures as “the grammar of schooling” stating “little 

has changed in the ways that schools divide time and space, classify students, and 

allocate them to classrooms, splinter knowledge into subjects, and award grades and 

credits as evidence o f learning” (p. 85). They go on to point out that as early as 1902 

John Dewey warned against dismissing the way schools are organized as external and 

indifferent to educational purposes.

Bourdieu and Passeron (1990) asked a similar research question to the one 

proposed in this dissertation: “what are the institutional means and social conditions 

which enable the pedagogic relation to perpetuate itself?” (p. 108). Parallel ideals of 

schooling between classical China, twentieth century France, and modem America are 

described as including social selection, competition, and examinations as dominating 

school culture and organization. They go on to cite Durkheim’s (1938) idea that the 

educational system was “more conservative and traditional than the Church,” leaning on
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its own past institutional forms that persist “by a sort of inertia or because they manage to 

adapt to new conditions” (Bourdieu & Passeron, 1990, p. 196). The structure of 

traditional schooling has persevered and has become even more prevalent and resistant to 

change over the last century (Hargreaves & Goodson, 2006; Tyack & Tobin, 1994).

The Carnegie Unit

One of the most prevalent features of traditional high school structure, the 

Carnegie unit, sometimes referred to as the Standard unit, was created in 1906 and serves 

as the unit of measurement with which to define requirements for and determine progress 

towards graduation (Hamilton, 1966; Carnegie Foundation for the Advancement of 

Teaching, 2012). The Carnegie unit has dominated the structure of the American high 

school for over a century, allowing students to earn credits for five to seven class periods 

per day with each class ranging from 45 to 60 minutes, thereby building a simple, 

reproducible template for the American high school (Hamilton, 1966; Carroll, 1994; 

Tyack & Cuban, 1995). The Dalton Plan (1920), the Eight-Year Study (1942), and the 

Copemican Plan (1990) were three o f many over the last several decades to challenge the 

blind faith in the Carnegie unit by offering a means or an opportunity rather than an end 

or replacement unit (Carroll, 1994; Tyack & Cuban, 1995). In an evaluation of the 

Copemican Plan, Carroll (1994) points out the impersonal structure of the Carnegie 

system where “secondary teachers are caught in a structure that fosters lecture-centered, 

large-group oriented instruction” sharply limiting their ability to individualize (p. 105). 

Harrison (1966) observed how little the Standard unit shows about a student’s school
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experience or capabilities, however, the Carnegie unit has remained the dominant feature 

of the structure o f the traditional American high school.

The Carnegie Foundation recently publicized plans to research the possibilities of 

redesigning the standard unit and accounting system for credits earned but little has been 

reported since this announcement (Fain, 2012). In the meantime, researchers, public 

school advocates, and most recently education bloggers have been raising questions 

strikingly similar to one posed by Goodlad (1970) who asked “Is some stereotype of 

schooling so built into our culture that it virtually shapes the entire enterprise, 

discouraging or even destroying deviations from it?” (p. 91).

The Context o f Organization

Tyack and Cuban (1995) coined the term “real school” to describe the operations 

and structure o f American schools with which the public is so familiar, including age- 

grading, specific disciplines and subjects, testing, credits and units of learning, and 

student grouping and classification. Bourdieu and Passeron (1990) explain that “the 

force of tradition weighs particularly heavily in an institution that is directly dependent 

on its own past” (p. 145). In addition, they state that

an educational system in fact owes its particular structure as much to the 

transhistorical demands which define its essential function of inculcating a 

cultural arbitrary as it does to the state of the system of functions which 

historically specifies the conditions in which this function is realized, (p. 188) 

Despite innovation in curriculum and pedagogy, the traditional structure and 

organization of schools persist, increasing in administrative, instructional, and
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bureaucratic complexity (Bidwell, 2001). In The Sociology o f  Teaching, Waller (1932) 

showed how the institution of school affected teachers’ decisions, but also how their 

work regenerated the organizational structure of the school thereby constraining their 

ability to teach. Weick (1976) went further to explain the constant imbalance and 

pressure between teacher autonomy and administrative bureaucracy, describing it as 

loosely coupled and not a result of rational design. Meyer and Rowan (1978) also 

analyzed the sociology o f school organization noting that aspects of school structure are 

constrained to “institutionalized beliefs about what schools are like” including expected 

products such as units earned, graduation rate, or “whatever interested actors define as 

school quality” (Bidwell, 2001, p. 104). As these researchers have found, teaching and 

learning are so complex that schools, politicians, and the media turn to those attributes 

which are measurable and “focus on legitimation in the wider society” (Gamoran,

Secada, & Marrett, 2000).

Schools, from prekindergarten to higher education, constitute what Althusser 

(2014) refers to as the scholastic Ideological State Apparatus made up of “a complex 

system that encompasses and combines several institutions and organizations, as well as 

their practices” (p. 81). Those who hold and exercise the power in these apparatuses 

perpetuate the same ideologies, therefore adding to their strength and making it extremely 

difficult to replace them. Work continues, possibly in new forms as new personnel come 

and go, but the scholastic system continues to permeate the masses with “petty bourgeois 

ideology elements that it is their mission to inculcate” (Althusser, 2014, p. 91).
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As researchers continue to study teachers’ experiences and decisions within the 

American public school system, many are finding that more research is needed to 

understand the complexity of instruction and organizational influences, and help teachers 

navigate and transcend old norms, school history, organizational relationships, and 

traditional structures in an isomorphic institution (Bidwell, 2001; Diamond, 2007; 

Hargreaves & Fullan, 2012; Ingersoll, 1994; Johnson & Owens, 2005; Levine, 2010; 

Tyack & Cuban 1995).

High School Teachers 

Daily reading and research guide many teachers in nurturing an organic 

environment for inquiry, activity, honesty, sharing, and communication in and out of the 

classroom. This type of natural dialogue and reflection fosters and strengthens an 

environment of continuous intellectual, social, ethical, and personal growth (Collinson, 

2008). It is this same dialogue and reflection that lead to growth in the individual 

teacher, school, and students. According to Bruner (1996), this reflective practice is 

essential for “making sense, going ‘meta,’ turning around on what one has learned 

through bare exposure, thinking about one’s thinking” (p. 88). In addition, teachers 

engage ourselves and our students in what Freire called problem-posing, identifying 

causes and outcomes of issues of concern, critically analyzing and working towards 

solutions (Freire, 1985; Merriam, 2007). This dedication to and cognizance of 

pedagogical practices is what this study sought to understand, along with the possible 

barriers, conditions, and consequences affecting the social cognitive processes 

surrounding pedagogical decisions.
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Most teachers entered the career to be able to encourage and inspire children to 

leam, but many find themselves leaning on traditions within a long established 

bureaucracy (Lortie, 1975). Those historical and organizational aspects of high school 

further complicate the complex role o f the teacher by layering on multiple duties, 

conditions, and policies. Obedience, order, precision, repetition, efficiency, conformity, 

and uniformity describe what teachers have been expected to require of their classrooms 

and students since the onset of mainstream secondary education (Goodlad, 1970; Tyack 

& Cuban, 1995). The past fifty years have added increasing competition, standardization, 

inflexible routines, high-stakes testing, evaluations, and mandated reforms all o f which 

assimilate “to previous patterns of schooling...rarely replacing what is there... adding 

complexity.. .and making new demands of time and effort on heavily burdened teachers” 

(Tyack & Cuban, 1995, p. 83; Au, 2011).

To improve their craft, develop their expertise, effect school improvement, and 

impact student learning, teachers need time and place for meaningful collaboration (Day 

& Harris, 2002; Hargreaves, 1994). Day and Harris (2002) describe the importance of 

promoting teacher leadership, utilizing reflection as part of the teaching practice, and 

encouraging a culture of collaboration. Hargreaves (1994) describes the most beneficial 

and productive collaboration as being voluntary, spontaneous, and unpredictable, not 

forced or contrived. Mandated collegiality, however, “overrides teachers’ 

professionalism and...diverts teachers’ efforts and energies into simulated compliance 

with administrative demands that are inflexible and inappropriate for the settings in 

which they work” (Hargreaves, 1994, p. 208). Educators need productive collaboration
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and professional development that foster relationships, innovation, learning, problem

solving, and reflection (Day & Harris, 2002; Hargreaves, 2013; Vaessen, Van Der Beemt, 

& de Laat, 2014).

Combining pedagogical content knowledge with communication, collaboration, 

and advancements in technology, teachers are continuously learning and growing their 

network of informal professional learning. Most recently, Vaessen, Van Der Beemt, and 

da Laat (2014) describe how educators need opportunities for social, collaborative 

learning and development which they refer to as “networked professional learning” (p. 

57). They go on to suggest that informal learning, including chatting, blogging, and 

tweeting, combined with formal learning, including training sessions, seminars, and 

committees, expand on a school’s culture for learning and professional development and 

should be incorporated into the formal organizational context. Most schools though 

“have traditionally been formally designed in a way that teachers work individually” 

(Vaessen, Van Der Beemt & da Laat, 2014, p. 60). Their research shows how “freedom 

of choice, commitment, responsibility, accountability, power, control, trust, 

communicative openness and willingness to share and reflect are all factors that 

contribute to the professional autonomy of the individual, and to a collaborative 

atmosphere in the organization, and the success of networked learning activities.. .aiming 

to integrate these informal tendencies with the necessary formal requirements will create 

a situation with the most value for all involved (Vaessen,Van Der Beemt, & da Laat,

2014, p. 63). This recent contribution to educational research only continues to point out
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the contradictions that still exist between what teachers need to be successful and the 

actual conditions and organization of secondary schools.

Former schoolteacher Mary Abigail Dodge (1880) wrote and published “The 

Degradation of the Teacher” as a feminist account of the treatment of teachers. Her essay 

includes descriptions o f teachers being bullied by administrators who take credit for the 

successes while demoralizing teachers with meaningless tasks, reports, and statistics 

leaving teachers hardly any time to teach (Dodge, 1880; Tyack, 1974). Her account still 

resonates throughout today’s classrooms as daily challenges for teachers have become 

more intense, pervasive, and severe, but the main challenge “is to treasure and preserve 

the joys and find ways to manage the frustrations” (Hargreaves & Fullan, 2012).

Ingersoll (1994) pointed to the difficult contradictions that teachers, specifically 

high school teachers, are constantly trying to balance, specifically the simultaneous 

presence of classroom autonomy and rigid top-down bureaucratic demands. In the wake 

of NCLB (2001) and RTTT (2009), the roles of high school teachers have expanded; the 

inconsistent environment in which they work also includes internal contradictions with 

their own vision, experience, and pedagogical content knowledge (Apple, 1995; Au,

2011; Barrett, 2009; Bartlett, 2004; Sahlberg; 2009; Valli & Buese, 2007). “Teachers 

feel increasingly compelled to change their pedagogies” despite what they know to be 

best for their students (Au, 2011, p. 31). As Waller portrayed in 1932, “teaching is a 

never-ending effort to reconcile what cannot be truly reconciled -  an effort to preserve 

standards while engaging students’ interests and goodwill” (as cited in Bidwell, 2001, p. 

103).
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Summary

This review of literature established a theoretical framework taken from a 

historical and contemporary review of the literature from which the researcher began to 

collect and analyze data. To support the process of research and analysis, a theoretical 

framework was utilized including organizational learning, social cognition, social capital, 

professional capital, and critical theory. The overall conceptual framework for the study 

incorporated those theoretical lenses in addition to a conceptual understanding of the 

history o f secondary education, high school teachers, and high school structure. A figure 

of the beginning conceptual framework of the study was included for the researcher and 

the reader to further visualize to direction of the study.

Chapter 3 provides the research methodology, strategies for data collection and 

analysis, participants, demographics, setting, and the position of the researcher. In 

addition, Chapter 3 describes the details of data analysis including grounded theory 

analysis, coding, situational analysis, and relational mapping.



CHAPTER 3 

METHODOLOGY

“I f  the artist does not perfect a new vision in his process o f doing, he acts mechanically 

and repeats some old model fixed like a blueprint in his mind. ”

(Dewey, 1934, p. 50)

In Chapters 1 and 2 ,1 discussed the problems underlying high school structure as 

it relates to high school teachers’ pedagogical and instructional decisions, critical theory, 

and power. Utilizing qualitative methods and grounded theory analysis, Chapter 3 

focuses on methodology and how it addressed the conditions and elements affecting the 

cognitive process o f making pedagogical decisions. There are two aspects of this study: 

the focus, which is the thought process in making and changing pedagogical decisions, 

and the methods, which are qualitative and constructivist by design. I, the researcher, 

was engaged in a process of understanding the thought processes of teachers, the 

participants, who are surrounded by a world, the context, in constant process. Capturing 

any part of these complex processes can only be studied using complex methodology 

(Corbin & Strauss, 2008).

Seven high school teachers participated in this qualitative study; four taught

English, one taught math, one taught science, and one taught social studies. Data

collection took place over three weeks and utilized semi-structured individual interviews,

43
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a semi-structured focus group interview, participant reflective journals, my personal 

researcher reflective journal, audio tapings of the interviews, and researcher field notes. 

Methods o f analysis included grounded theory, coding, triangulation, and mapping 

through situational analysis. This chapter provides a rationale for qualitative 

methodology and the grounded theory approach, details of strategies employed to ensure 

the trustworthiness of the study, descriptions of data collection techniques, details of 

analysis methods, descriptions of participants, and descriptions of my own positionality 

within the study.

Problem and Purpose 

Under the weight of mounting demands on public schools, high school teachers 

are making pedagogical decisions that are contradictory to what they know to be good 

practices (Au, 2011; Barrett, 2009; Bartlett, 2004; Valli & Buese, 2007). Hargreaves and 

Fullan (2012) express some of the problems teachers’ face:

Teachers might have admirable goals and expectations for themselves .. .but they 

are constantly assailed with other people’s goals and expectations too -  to raise 

test scores, appease pushy parents, keep to the basics, turn everything around in a 

year or less, or implement the latest pet programs.. .[Some] have leaders who are 

incompetent, indifferent, controlling, or corrupt, (p. 30)

The purpose of this study was to discover the process of high school teachers’ 

pedagogical and instructional decisions, to describe the institutional elements influencing 

that process, and to develop meaning in regards to the reciprocal relationship between the
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use of pedagogical content knowledge and the institutional elements o f a typical 

American high school.

Research Question

The following research question guided this study: How and to what degree are 

the social cognitive processes in which high school teachers make and adjust pedagogical 

decisions affected by the conditions of high school structure? To address the research 

question, a qualitative constructivist grounded theory methodology was utilized.

Qualitative Methodology and the Grounded Theory Approach

Collinson and Cook (2001) note that linear, simplistic approaches to school 

reform ignore the multi-dimensional needs of teachers (p. 279). Qualitative research 

methods, however, specifically the grounded theory approach, “offers a macropicture of 

educational situations” that is “suitable for sensitive topics” (Creswell, 2012, p. 440). By 

exploring the setting, the context, and the process using a qualitative approach, this study 

examined how seven secondary school teachers make sense of conditions and 

circumstances and “how their understanding influences their behavior” (Maxwell, 2013, 

p.30), specifically the thought processes leading up to pedagogical and instructional 

decisions.

Corbin (2008) conveys the significance of qualitative research, and specifically 

grounded theory, in its ability to provide a way to capture complexity. Qualitative 

research allows researchers to discover the inner experiences of participants, to determine 

how meanings are formed, and to think and reflect in terms of complex relationships 

(Corbin & Strauss, 2008). A qualitative study looks to “include the voices of



46

participants, the reflexivity of the researcher, a complex description and interpretation of 

the problem, and its contribution to the literature,” including a call for change (Creswell, 

2013, p. 44). By the same token, Creswell also states that the “hallmark of qualitative 

research today is the deep involvement in issues o f gender, culture, and marginalized 

groups” (p. 51). My study aimed to add to the current body of research in a way that 

gave teachers a voice and the opportunity to define what is and what could be while 

attempting to understand the relationship between power and their instructional decisions. 

Because the purpose of the study was to identify and develop an understanding, a 

grounded theory methodology was used.

Qualitative research consists of a naturalistic approach and interpretive practices 

that attempt “to make sense of phenomena in terms of the meanings people bring to 

them” (Denzin & Lincoln, 2005, p. 3). This naturalistic approach was an important 

notion in establishing the use of qualitative methods for this particular study as I 

attempted to discover the meanings teachers attach to their processes and the surrounding 

context. Qualitative procedures “rely on text and image data, have unique steps in data 

analysis, and draw on diverse strategies of inquiry” (Creswell, 2009, p. 173). Those 

diverse strategies incorporate various characteristics of qualitative inquiry including face- 

to-face interaction, open-ended questioning, multiple data sources, and inductive 

analysis, all pertinent for the anticipated exclusive, sensitive, and reflective nature of the 

responses (Maxwell, 2013). As opposed to quantitative research, qualitative studies 

directly confront “the constraints of the everyday social world. They see this world in 

action and embed their findings in it” (Denzin & Lincoln, 2005, p. 12).
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In 1967, researchers Glaser and Strauss wrote and developed The Discovery o f 

Grounded Theory, in which they introduced a systematic approach to qualitative 

research. They challenged the existing views that qualitative methods were unsystematic 

or imprecise and included components such as simultaneous collection and analysis, 

analytic coding, constant comparison, memo-writing to define and elaborate, and theory 

construction. Their new approach, grounded theory, merged competing sociological 

traditions of positivism and pragmatism (Charmaz, 2006). Strauss and Corbin (1990, 

1998) continued to develop the procedures of grounded theory in later publications 

moving towards a systematic format that allowed for better verification and explanation. 

Glaser (1992) expanded his ideas of emerging grounded theory to include 

conceptualizing patterns and connections, contending that “Strauss and Corbin’s 

procedures force data and analysis into preconceived categories” (Charmaz, 2006, p. 8).

Joining the grounded theory conversation and studying under the originators 

Glaser and Strauss, Charmaz (1990, 2000, 2006) contributed a constructivist approach to 

grounded theory returning to past “emphases on examining processes, making the study 

of action central, and creating abstract interpretive understandings of the data” (Charmaz, 

2006, p. 9). As this dissertation study pursued the meanings surrounding the process of 

teachers’ pedagogical decision-making, employing the constructivist approach to 

grounded theory allowed for the amount o f flexibility required for reflection, saturation, 

and interpretation in analysis.

As critical theory and the issue o f power serve as a lens through which this 

analysis was conducted, grounded theory becomes even more relevant and appropriate
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for exploring the conditions as they are experienced by teachers. Without forcing these 

concepts into the study, grounded theory analysis can “define if, when, how, to what 

extent, and under which conditions these concepts become relevant” resulting in a 

dynamic study making connections “between the theorized antecedents, current 

conditions, and consequences of major processes” (Charmaz, 2005, p. 512). Charmaz 

(2005) specifically addresses how grounded theory can be a suitable match for research 

regarding social justice. While teachers have rarely, if  ever, been the group requiring a 

social justice advocate, this study used a critical lens and grounded theory analysis to 

study high school teachers with an emphasis on setting, process, meanings, actions, and 

context.

Trustworthiness of the Study 

In qualitative research, trustworthiness is defined as the credibility, authenticity, 

and plausibility o f a description, explanation, or interpretation (Maxwell, 2013). Several 

tactics were utilized to increase the likelihood of credibility, transferability, and 

dependability for the study. Credibility and validity were enhanced through the use of 

triangulation and thick description (Geertz, 1973). Triangulation allowed for a system of 

checks and balances by using multiple sources of data, in this case interviews, focus 

groups, and journals, to build on and justify various themes, codes, and categories 

(Creswell, 2013). Thick, rich descriptions of settings, perspectives, and experiences 

enhanced data analysis with detail, emotion, and context, thus, adding to the credibility of 

the findings (Creswell, 2013; Denzin, 1989; Maxwell, 2013; Ponterotto, 2006). In 

addition, extensive, careful descriptions added to the possibility of transferability
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allowing readers to compare this research to their own situations. Dependability and 

reliability, to be determined by the reader, can be assessed further with the various 

sources of detailed, transparent evidence included in the study (Mertens, 2010).

For the purposes of anonymity and confidentiality, the names of participants, site 

school, and the county in which the study was conducted have been replaced with 

pseudonyms.

Setting

The county in which this study took place is centrally located within the state of 

Georgia. It is made up o f approximately 216 square miles and has a population of about 

18,000, o f which 86.2% are White, 10.6% are Black or African American, 1.3% are 

Hispanic or Latino, 0.4% are Asian, 0.3% are American Indian, and 1.4% are two or 

more races. The median household income is $56,658 with 11% living below the poverty 

line. Additionally, while 27.8% of Georgia residents hold a bachelor’s degree or higher, 

only 16.6% of the residents in this particular county have completed a similar degree 

(U.S. Census Bureau, 2014).

According to the United States Census Bureau (2014), the state of Georgia’s 

population in 2010 was 9.7 million with a median household income of $49,604 and 

17.4% living below the poverty line. In 2012, the racial make-up of Georgia was 55.1% 

White, 31.2% Black or African American, 9.2% Hispanic or Latino, 3.5% Asian, 0.5% 

American Indian, 0.1% Pacific Islander, and 1.8% two or more races.

For the purposes of anonymity and confidentiality, the names of the county, the 

school, and the participants have been replaced with pseudonyms. Walter Holt High
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School (WHHS) resides in the small rural Georgia county of Ray which includes only 

four schools, one per educational level (P-2, 3-5, 6-8, and 9-12). The high school has 

approximately 1,050 students of which 87% are Caucasian, 10% are African American, 

and the remaining 3% includes all other racial and ethnic minorities.

Named after a hero of the war o f 1812, Walter Holt High School is the only high 

school in Ray County, where agriculture and forestry are the leading industries.

Changing locations a few times over the years, WHHS has served most of the 13,600 

residents o f Ray County past and present. Most residents have relatives going back 

several generations with stories from parents, grandparents, aunts, and uncles of times 

gone by and lessons learned at Walter Holt High School, and many o f the teachers are 

WHHS alumni as well. The school system has had an array o f superintendents, but the 

most recent and current head of the district has been the superintendent for ten years with 

a record that includes high expectations, increasing achievement, and a reputation that 

supports teaching and learning. The high school’s current principal is the third in the last 

eight years, but he has a good record of school improvements and hard work.

Population and Sample 

There were no criteria for participation in the study in regards to age, years of 

experience, degree, or gender; the only criterion was that they teach in one of the four 

main academic areas of English, math, science, or social studies. At the onset of the 

study, I sent an email to the English, math, science, and social studies teachers at Walter 

Holt High School requesting voluntary participation in this study. Fourteen teachers 

replied and of those fourteen respondents nine ultimately agreed to participate. O f those
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nine, two withdrew from the study, one due to multiple scheduling conflicts and one for 

reasons undisclosed to the researcher. The seven remaining participating teachers 

represented several academic disciplines and grade levels within the high school as well 

as various levels of experience to exhibit the gamut of conditional and instructional 

understandings and choices within their own processes.

O f the seven teacher participants, four taught English, one taught math, one taught 

science, and one taught social studies. Five participants were female and two were male, 

their ages ranged from 34 to 44 and their experience in the high school setting ranged 

from 9 to 22 years. All participants had at least a bachelor’s degree, but two had a 

master’s degree in education, and three had a specialist’s degree in education. Table 1 

depicts the specific demographics and description of the participants in this study.

Table 1

Participant Demographics

Name
(Pseudonym)

Gender Age Years
Teaching

Degree Content Area

Vivi Female 41 17 Ed.S. English/Language Arts
Linus Male 43 21 Ed.S. Science
Micki Female 35 9 B.A. English/Language Arts
Charlie Female 40 18 M.Ed. English/Language Arts
Dawn Female 34 10 Ed.S. Mathematics
Dove Female 41 15 M.Ed. English/Language Arts
Triton Male 44 22 B.A. Social Studies

Note. The degrees obtained by the participants are abbreviated as they are by colleges and 
universities across the U.S., including Bachelor o f Arts (B.A.), Master of Education 
(M.Ed.), and Education Specialist (Ed.S.).
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These seven teachers all participated voluntarily through a process of convenience 

and purposeful sampling (Creswell, 2013). Convenience sampling was based on 

proximity and availability to the researcher, and purposeful based on already established, 

productive relationships. Maxwell (2013) states that “in studying teachers’ knowledge 

and practices, you are far more likely to develop good relationships with exemplary 

teachers, who not only are unlikely to be defensive about discussing their teaching but 

may be eager to share what they do” (p. 99). Out of respect for my research participants, 

and in the interest of ethical research, I demonstrated respect “by making concerted 

efforts to learn about their views and actions and to try to understand their lives from 

their perspectives” (Charmaz, 2006, p. 19).

Participant Vignettes

In order to best represent the participants and to closely report their voices, the 

following descriptions are respectfully presented of those who voluntarily offered their 

time, expertise, and opinions in the interest of educational research.

Vivi is a 41-year-old female with seventeen years o f teaching experience in the 

public high school setting in the state of Georgia. Within the last year she completed her 

Education Specialist degree while studying her own students in a collaborative English 

Language Arts classroom. A career teacher, she has most often taught seniors who are in 

their 12th year of schooling and are usually 17 or 18 years old, and she prefers to teach 

students identified as lower-ability, unmotivated, and/or at-risk. Vivi has a very relaxed 

and unassuming demeanor. She keeps most of her comments to herself, making her seem
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quiet and introverted at first glance, but her experience has given her wisdom that, when 

solicited, is poignant, articulate, and perceptive.

Linus is a 43-year-old male who has twenty-one years of experience teaching high 

school science. He is a gentle giant with a tall, muscular stature supported by a quiet 

voice and calm mannerisms. He is as interested in fitness and mixed martial arts as he is 

in science, teaching high school, and educational administration. Ultimately, he would 

like to be a principal and he is committed to order and management, having finished his 

Education Specialist degree a number of years ago. Linus can be a bit cynical on certain 

topics, and he is set in his independently established ways.

Micki, at 35 years old, is on her second career and her second degree, currently 

working on her Masters degree in education. She has nine years of experience teaching 

only 9th grade English Language Arts. Micki is typically observed walking at a brisk 

pace, speaking quickly, and questioning her daily routine. She has big dreams and the 

greatest of intentions for her students, her lessons, and herself, but her classroom 

management, self-admittedly, leaves something to be desired. She is passionate about 

her job and is quick to volunteer for any opportunity that can help her learn, grow, and 

survive as a high school teacher.

Charlie, having recently turned 40, has regenerated her commitment to bettering 

herself physically, spiritually, and professionally. Charlie has a Master of Education 

degree, eighteen years of experience teaching English Language Arts, and cannot 

remember a time when she did not want to be an English teacher. Over the years, she has 

worked at three different high schools teaching a variety of levels and abilities, but her
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two favorite courses are freshmen English and Advanced Placement Language, which are 

usually taken byl 1th graders. Considered by the other teachers as an expert and an 

unofficial mentor, her track record is impeccable with high test scores, high levels of 

interest, increasing enrollment in her AP course, and exemplary evaluations. She is not, 

however, boastful or arrogant as she offers advice only when asked and always 

accompanied by direction towards a book, a blogger, another expert, or an opportunity 

for development that she too calls on for professional growth.

During this study, Dawn completed her Education Specialist degree in teacher 

leadership at the age o f 34. In her ten years o f teaching high school, she has taught 

several levels of math to children in rural and urban areas, o f high and low income, and 

of varying abilities at three different high schools in two different states. Her experiences 

have given her a wealth of practical knowledge in the particulars o f mathematics 

education. Standing at almost six feet tall, Dawn’s persona is no-nonsense and matter-of- 

fact but with a hint of kindness and sympathy, which seems to be a desirable combination 

in a math teacher as she has one of the highest request rates in the county.

Dove is a 41-year-old teacher with fifteen years o f experience teaching 10th and 

12th grade gifted, Honors, and Advanced Placement English, and she has a Masters 

degree in education. Dove has high expectations, gives directions one time, and does not 

wait for anyone. While she sometimes comes across as coarse or peremptory, her 

teaching style is appropriately challenging for the level o f children she has always taught 

and she spends an inordinate amount of her free time advancing her own pedagogical 

content knowledge and negotiating her craft.
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The oldest of the participants, Triton, has twenty years of experience teaching 

high school social studies. He is 44 years old, has a Bachelor o f Arts degree, and 

adamantly denies a need to further his formal education. He is six feet four inches tall 

with a thunderous voice and an apparent presence. He is currently the coach of the girls’ 

softball team, and in past years he has also coached basketball, baseball, golf, and track; 

he has coached at least one sport each year that he has been a teacher. While it would be 

easy for him to fit into what many people could imagine as a “typical” coach’s mentality, 

he is as committed to his students as he is to his athletes and voluntarily attends 

professional development workshops, researches new performance tasks, and mentors 

new teachers.

Data Collection and Instrumentation 

In qualitative research studies, “the researcher is the instrument that collects data 

by observing, interviewing, examining records, documents, and other artifacts in the 

research setting, or using some combination of these methods” (Mertens, 2010, p. 366). 

Grounded theory analysis, and the resultant, constructed grounded theory, are the result 

of a multi-method approach to data collection to achieve broader, better, and possibly 

transformative results (Annells, 1996). For this study, I began by conducting individual 

interviews with seven secondary academic teachers. Those same seven participants 

further reflected in researcher initiated journals responding to minimal prompts. They 

were asked to write in regards to pedagogy and what they see as the barriers to the 

process of making instructional decisions. Finally, they collectively participated in a 

semi-structured focus group interview.
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As grounded theory analysis was ongoing from the onset of the study, I returned 

to the field after each phase to gather additional data concerning emerging ideas and 

conceptual gaps (Charmaz, 2006). To further engage in theoretical sampling, I conducted 

one, in-depth, semi-structured focus group interview lasting approximately one hour with 

participants of the original individual interviews with the possibility for additional 

follow-up interviews. All throughout the study, I, too, kept a personal reflective journal 

to explore the nuances of meaning, language, and process that emerged as 1 read and 

listened carefully during the ongoing analysis of data.

Interviews

According to Fontana and Frey (2005), “interviewing is one o f the most common 

and powerful ways in which we try to understand our fellow humans” (p. 697). This 

study utilized interviews conducted in a semi-structured format (Adams, 2010) with 

open-ended questions. While semi-structured interviews can be time consuming and 

intensive, they are suitable for probing independent thoughts, asking follow-up questions, 

and pursuing new and useful leads (Adams, 2010). In addition, the interview guide for 

semi-structured interviews is dynamic as “some questions and topics may need to be 

added or subtracted, expanded or condensed, recast or reordered” (Adams, 2010, p. 372). 

Interview questions are included in Appendix A. To avoid a threat to anonymity or 

possible violations of participants’ privacy, only excerpts of interview transcripts are 

included in Appendix B. Excerpts and quotations are used for rich description and for the 

purpose of analysis within Chapter 4.
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I chose the semi-structured (Adams, 2010) interview format because of its 

connections to the critical theoretical framework of the study. Kincheloe and McLaren

(2005) convey that “critical research attempts to expose the forces that prevent 

individuals and groups from shaping the decisions that crucially affect their lives” (p. 

308). This study specifically examined the forces and conditions surrounding high 

school teachers and their pedagogical decisions that create a context o f power of which 

teachers may or may not be aware. Constructivist grounded theory (Charmaz, 2005) does 

not seek an objective report but recognizes that “the questions we ask of the empirical 

world frame what we know of it .. .we share in constructing what we define as data” (p. 

509).

Participants were interviewed individually in order to collect substantive, specific 

data in regards to the research question. The relationship between the researcher and the 

participants was already partially established as the researcher is also a teacher in the 

school setting in which the study took place. In looking for the critical issues relating the 

teachers’ instances of power and conflict to their process of decision-making, the 

researcher was cognizant of the researcher/participant relationship and the hidden, 

sensitive topics to be discussed and illuminated during the study. I was also mindful that 

“interviews are interactional encounters and that the nature of the social dynamic of the 

interview can shape the nature of the knowledge generated” (Fontana & Frey, 2005, p. 

699).

Considerable thought was put into the open-ended interview guide to avoid 

“loaded questions and to avert forcing responses into narrow categories” (Charmaz, 2006,
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p. 18). I conducted private, face-to-face, off-site, semi-structured interviews for each 

individual session that lasted approximately one hour each, easing into the semi

structured format to create a calm, comfortable, and nonthreatening setting. Individual 

interviews were conducted at the end of the spring semester of the 2013-2014 school year 

in an office o f a building owned by the school system and used only for meetings. I 

worked to maintain balance in the conversation by being knowledgeable yet humble, and 

nonreactive yet alert, and also by being an active listener, restating and clarifying when 

needed (Adams, 2010).

I recorded the audio o f each interview using a Toshiba laptop and Microsoft 

OneNote, as well as my Samsung smartphone as a backup recording device; both devices 

were password protected and stored in a secure location. I also wrote field notes at the 

time of each interview, using assigned pseudonyms to protect the confidentiality of the 

participants and setting. For the most accuracy in specific verbiage, tone, and inflection,

I transcribed all audio recordings by hand and within one day o f original interviews to 

keep up with simultaneous data collection and analysis. Portions of the interview 

transcriptions are included in Appendix B. Transcriptions and recordings are discussed 

in more detail below.

Reflective Journals

After the initial interviews, participants were given a general prompt to which 

they were asked to respond electronically or by hand. They wrote in response to the 

prompt, included in Appendix C, and about the interview session, personal pedagogical 

decision-making, anything they were uncomfortable sharing aloud, and anything in the
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interest o f internal dialogue and reflection. Mertens (2010) refers to artifacts prepared for 

personal reasons as documents. Charmaz (2006) refers to them as elicited texts, or 

written data produced by the participants of the study “in response to a researcher’s 

request” providing “accounts that record, explore, explain, justify, or foretell actions” that 

can be used to compare with the larger discourse of the study (p. 35). Excerpts from the 

participant journals are included in Chapter 4. The reflective journals o f the participants 

were used for triangulation and corroboration with the other data collected.

Focus Group

For this study, six o f the seven original participants were interviewed together 

within a focus group setting for additional insights, topic coverage, ideas, and variation or 

existence of certain concepts and themes, as well as for determination of critical factors 

that arose in the individual interviews. Kamberelis and Dimitriadis (2005) state that 

“focus groups are unique and important formations of collective inquiry where theory, 

research, pedagogy, and politics converge” (p. 888). Considering the expertise and 

experience o f participants, Krueger and Casey (2010) recommend a group of five to 

eight. Open-ended questions in a semi-structured format were again used to allow for 

follow-up questions and further discussion of relevant topics and emergent themes 

(Adams, 2010). Focus group questions are included in Appendix D and excerpts of the 

interview are provided in Appendix E. Findings o f the focus group in relation to data 

analysis and emergent codes are discussed in the following chapter.

Many times, as is the case in this study, focus groups are used “to stimulate 

embellished descriptions specific events or experiences shared by members of the group”
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as well as “to tap into intersubjective meaning with depth and diversity” (Fontana &

Frey, 2005, p. 704). As noted in Chapter 2, Freire (1970) utilized dialogic focus groups 

to identify and change lived contradictions “that have been rendered invisible by 

hegemonic power/knowledge regimes” (Kamberelis & Dimitriadis, 2005, p. 893). 

Borrowing from Freire’s critical pedagogy, the use of a focus group connected with the 

critical theoretical framework for this study by helping teachers “feel in control of their 

words and to be able to use them to exercise power” over the conditions surrounding 

pedagogical decision-making (Kamberelis & Dimitriadis, 2005, p. 890). The focus group 

session took place at the end of the 2013-2014 spring semester, two weeks after the last 

individual interview. My work as the researcher was to encourage participation, suspend 

domination by one participant, moderate conversation, manage group dynamics, and 

promote sensitivity to evolving patterns o f participation and interaction (Fontana & Frey, 

2005).

As in the individual interviews, a Toshiba laptop and Microsoft OneNote were 

utilized for recording, along with the researcher’s Samsung phone as a backup recording 

device, and both devices were password protected and stored in a secure location. Field 

notes were also written during and immediately following the focus group session, and 

pseudonyms were used to protect the confidentiality of the participants and setting. In 

order to maintain specific verbiage, tone, and inflection, transcriptions of all audio 

recordings were conducted by the researcher and within one day of the focus group 

interview to keep up with simultaneous data collection and analysis. An excerpt of the 

focus group transcript is included in Appendix E.
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Recording and Transcription

Audio recordings o f the individual and focus group interviews were necessary to 

support data collection for the study, to aid in transcription and coding o f the data, and to 

preserve data for possible future analysis. Verbal interaction with the research as well as 

with other participants was of more significant value than non-verbal interaction, thus 

audio recordings were determined to be of more use than video recordings for data 

collection and analysis. In an historical study of recording devices in interviewing, Lee 

(2004) noted that in studies as early as the 1950s “there appeared to be little difference in 

the nature of the responses between the tape-recorded and non-tape-recorded interviews” 

(p. 8). Modem, small, and simple designs with high quality recordings added to 

widespread use and comfort with such devices. Lee (2004) also explains that “except in 

highly conflictual or repressive situations, few social groups seem routinely hostile to 

being recorded” (p. 10). As the nature and concepts of this study were not viewed as 

overtly exploitive, a small, unobtrusive recording device was used with the permission of 

all participants. The researcher already had an established rapport with participants, but 

additional care was taken during the interviews to allow for participants to be 

comfortable with being recorded.

When using audio-recorded data in qualitative research, it is also important to 

discuss the role of transcription in regards to data collection and analysis. First used 

among linguists and anthropologists, the practice of transcription has become widely used 

in various disciplines including education (Duranti, 2006). While transcription itself is 

far from standardized, combining processes must be clarified in each study such that
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theoretical and interpretive positions are acknowledged, purposeful, and professional 

(Davidson, 2009; Duranti, 2006). In this study, a general format was used to transcribe 

the individual interviews as well as the focus group interview recordings to examine 

discourse content; the transcriptions for this study were not used for analysis of 

linguistics or structure (Bucholtz, 2007).

Preserving the features o f language, I utilized a combination of naturalized and 

denaturalized transcription processes. Denaturalized transcription is suitable for 

grounded theory and situational analysis in search of meanings and perceptions of the 

participants (Buckholtz, 2007). Naturalized transcription was used as much as possible to 

capture specific detail and language that represents their world and experiences (Oliver, 

Serovich, & Mason, 2005). Combining these approaches allowed the researcher to 

decrease confusion from too many details such as noises that were unintelligible or 

unintentional and to retain anonymity of participants without depicting particularly 

identifiable accents. Transcription practices were guided by critical theory and grounded 

theory analysis leaning on a more denaturalized approach purposely focusing on 

substance and content rather than linguistics. In addition, choices were made with 

intentional pauses for reflection during the transcription process to account for the 

purposes of the study and in the interest of reflexivity (Oliver, Serovich, & Mason, 2005; 

Schon, 1987). Examples of transcription are included in Appendix B and Appendix D.

For this study, I used a combination of field notes, digital recordings, and 

transcriptions within Microsoft OneNote (2007) in the interest of cost, time, and quality. 

The combination reduced the risk of human error, added authenticity to the analysis, and
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increased reliability in data collection (Tessier, 2012). OneNote is part o f the Microsoft 

Office suite software and is included with the purchase of most computers. The laptop 

used for the entirety o f this dissertation research came pre-loaded with OneNote which 

was easy to learn and manipulate for organizing and storing data, simplifying search 

techniques, and easing the process o f data collection and analysis. Within OneNote, I 

created tabs within tabs within folders, all of which are visible and easily accessible to the 

researcher while password protected on the main screen. On every page, tab, or folder, 

the researcher linked, attached, and included screen shots, websites, tables and figures, 

video or audio recordings, and notes, memos, and ideas written before, during, and after 

data collection. While I recorded, transcribed, and wrote within OneNote most often, I 

was also able to easily print a specific tab, page, or section on which I wrote additional 

notes in the margins, highlighted, or underlined as needed for reflection and analysis. A 

screenshot example o f how I used the folders and tabs within OneNote is included in 

Appendix F.

Researcher’s Journal

Throughout the course of this study, I frequently paused to reflect and “write 

informal analytic notes, commonly called memos” (Charmaz, 2006, p. 72). Already 

engaged in the continuous process of collecting and analyzing data simultaneously, 

keeping a journal facilitates thinking and stimulates analytic insights (Maxwell, 2013). 

Putting my thoughts down on paper helped me to visualize ideas and connections giving 

my study more direction and manageability (Charmaz, 2006).



64

The purpose of my own personal journaling and memoing was actually threefold: 

reflection, freewriting, and analysis. I utilized the journal immediately following the 

interviews themselves and again after transcription to reflect on the sessions, my bias and 

positionality, assumptions, and research choices. The journal allowed me to freewrite for 

the purposes o f liberation, stream of consciousness, stimulation, and awareness 

(Charmaz, 2006). The journal itself also served as another way to construct notes, 

develop codes, compare data, make connections, and clarify emergent concepts.

Data Analysis

This study utilized constructivist grounded theory and situational analysis to 

analyze the process teachers use to make or adjust instructional decisions. According to 

Corbin and Strauss (2008), “process illustrates how groups can align or misalign their 

inter/actions/emotional responses and in doing so maintain social order...” (p. 98). They 

suggest the researcher ask several questions of the data during analysis including how the 

consequences of the participants’ actions play into the next sequence in the process (p. 

100).

Since the use o f grounded theory requires data collection and analysis to occur 

quite simultaneously, these points of analysis guided the study, coding, emergent themes, 

and ultimate conclusions. “The art of analysis comes in knowing what ideas to pursue, 

how far to develop an idea, when to let go, and how to keep a balance between 

conceptualization and description” (Corbin & Strauss, 2008, p. 51); thus, transcription, 

coding, and situational analysis were conducted in conjunction throughout data 

collection.
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Coding

Beginning with the very first interview, set of field notes, and resulting memos, I 

engaged in data analysis by way of initial and focused coding as outlined by Charmaz

(2006) and defined as “the process of defining what the data are about” (Charmaz, 2006, 

p. 43). During initial coding, I studied small bits of data, words, phrases, and sentences 

for possible importance and to begin making analytic interpretations to illuminate the 

context, viewpoints, and events of the participants. To enhance the coding process, I 

simultaneously engaged in collecting data and analysis, remained close to the data at all 

times, and turned nouns into gerunds to “gain a strong sense of action and sequence” 

(Charmaz, 2006, p. 49) within the data. .

Initial coding of the individual interviews consisted of giving shorthand 

definitions and labels to emerging ideas and themes in the data. The goal was to stay 

close to the data, but to also “remain open to all possible theoretical directions”

(Charmaz, 2006, p. 46). I started by coding the full interview transcripts line-by-line 

followed by a comparison of the emerging codes to a reading of the transcript in its 

entirety for another, deeper analysis. I printed the transcript of each individual interview 

and wrote notes in the margins naming and labeling segments of data to begin a system of 

analytical accounting (Charmaz, 2006). For instance, a participant response in the 

transcript reads “annotate to improve reading comprehension, I can model how to 

annotate so they can work towards doing it themselves.. .show them the process of 

reading.. .that modeling is a best practice” and in the margin of the transcript I wrote 

“modeling effective learning strategies” as a phrase that showed action to maintain
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meaning and serve as an initial code. An interview excerpt as an example of initial 

coding is included in Appendix G. The initial codes were used to show action, convey 

meaning, and depict viewpoints and context “to define what is happening in the data and 

begin to grapple with what it means” (Charmaz, 2006, p. 46). A full list of the initial 

codes is included in Appendix H.

After initial coding, I engaged in focused coding looking for frequency and 

significance in the codes while writing memos in my own journal. Continuing this 

ongoing process throughout data collection allowed me to also compare interview to 

interview, comparing actions, differences, and new concepts to each other as well as 

previously coded data as I searched for meaning and relevance. Focused coding 

advanced the analysis to organize and make sense of frequent and important codes within 

such a large amount o f data (Charmaz, 2006).

After conducting individual interviews and transcription, I read through the 

transcripts and highlighted main ideas and key words and phrases within participant 

answers. I reread the transcripts several times writing initial codes in the margins; I kept 

some of their original phrasing and reworded others into fewer words while maintaining 

meaning. I put those initial codes into a list and reread the transcripts again comparing 

participant responses while looking for repetitive and redundant phrases. I organized the 

list of initial codes by interview question which made it easier to see similarities between 

answers. I was able to combine many of the initial codes into focused codes by 

identifying common features and grouping like words and phrases while rereading the 

original transcripts to check for meaning and context. For instance, the initial codes
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“doing whatever works for our students,” “varying instructional activities,” “using a 

purposeful variety of activities,” “solving problems with various strategies,” and “varying 

activities and materials for appropriate challenge,” were collapsed into the focused code 

“differentiating purposeful activities.” A list of the focused codes is included in 

Appendix I.

Writing, reading, and rereading the memos allowed me to move focused codes to 

conceptual categories. The process of moving codes to categories helped to find 

connections and new ideas to pursue as well as to reevaluate the participant journal 

prompt and focus group interview questions. In order to more firmly ground the analysis, 

I returned to the field to refine the categories through theoretical sampling (Corbin & 

Strauss, 2008). Charmaz (2006), offering an example for constructivist grounded theory, 

describes the possibility o f exploring a situation that shapes the quality o f time, situations 

that “began as inconvenient and became intrusive,” and how those experiences impact the 

“development of se lf’ (p. 106). Incidentally, this example spoke directly to this 

dissertation study which led to further theoretical sampling. To elaborate on findings, 

participant journals and the subsequent focus group interview helped to clarify the 

categories by reflecting qualities of participants’ experiences (Charmaz, 2006).

An example of the initial coding process is included in Appendix G, a list of 

initial codes is contained in Appendix H, and focused codes can be found in Appendix I. 

As the study progressed, themes, codes, and memos became tentative, and later 

conceptual, categories for further synthesis. To further show how I moved from initial
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codes to focused codes to tentative categories, I created a table as an example of that 

thinking process.

Table 2

Coding

Initial Codes Focused Codes Tentative Categories

Working together 
Hearing/facing constant 
criticism
Feeling bad about the 
public perception of 
teachers
Seeing teachers in other 
countries being viewed 
more favorably 
Being used for political 
bargaining
Feeling underappreciated 
Constantly having to show, 
prove, defend self 
Doing your best while 
witnessing teacher bashing 
Wanting more decision 
making power 
Wanting to be trusted 
Lacking professional 
training, conferences 
Avoiding island status 
Going out of your way to 
get better
Learning on your own to 
enhance your practice 
Feeling blamed and 
unimportant
Being a teacher to make a 
difference

Feeling underappreciated 
Seeking professional 
learning on your own 
Being blamed, bashed, 
criticized
Defending yourself, proving 
what you know 
Needing collaboration to 
avoid being an island 
Inspiring each other to 
continue to grow the practice

Seeking professionalism 
as capital
Professionalism as 
missing in action
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Throughout the simultaneous process of data collection and analysis, I utilized 

Microsoft OneNote (2007) to organize all paper field notes, memos, and transcriptions 

into digital files and to further the coding process. I used OneNote to maximize 

efficiency, format texts, visualize relationships, and create links within the data. I 

consulted with prior studies and several bloggers using this particular software 

specifically for grounded theory analysis, coding, and interpretation with explicit interest 

in uses, limitations, sorting, and recommendations (Tessier, 2012). With particular 

interest in using OneNote with the dissertation process, scholarly blogs, including The 

Blossoming-Fledgling Researcher (Mickey, 2014), Writers in the Storm (Hansen, 2013), 

and Write out Loud (Powell, 2013), proved to be the most helpful in the use of additional 

features within OneNote.

Situational Analysis

In addition to the use of constructivist grounded theory as applied by Charmaz 

(2006), I also utilized situational analysis as proposed by Clarke (2005) as supplemental, 

purposeful analysis meant specifically to accompany constructivist grounded theory. 

Grounded theory analysis allowed for simultaneous data collecting, coding, and analysis; 

the addition of situational analysis allowed the research to go even further, deeper into 

the data even after saturation in data collection. These combine to offer the ability to 

“theorize rather than build formal theory,” suggest direction, allow flexibility, and attend 

to social as well as individual voices (Clarke, 2005, p. 293).

Situational analysis provides three mapping strategies to open and interrogate the 

data in fresh ways in order to move in and around the data, analyzing, digesting, and
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reflecting (Clarke, 2005). The three main types o f maps and analyses include: situational 

maps to portray elements in a situation and their relations to each other; social 

world/arenas maps o f sites of action; and positional maps to plot positions that are clear 

and/or unclear within discourses (Clarke, 2005, p. 86). Situational and relational 

mapping provided for a deeper analysis of human and nonhuman elements, individual 

and social actions, and even narrative and historical discourse, all of which are important 

elements o f teaching high school which made situational analysis o f particular use to this 

dissertation study.

To create a situational map, I took words and phrases mentioned by the 

participants that eventually became initial and focused codes. Their responses describedt

their experiences planning, organizing, and making pedagogical decisions on a daily 

basis. I rearranged those words and phrases on the page until they fit into a messy 

situation map (Clarke, 2005). While rereading transcripts and grouping like codes, I 

made several copies o f the messy situational map to make connections, drawing lines 

between words and phrases mentioned by participants. For instance, one o f the interview 

questions asked about best practices. I created a relational map, circled best practices, 

and drew lines connecting the term best practices to what the teacher participants 

described using and wanting to use in their pedagogical decision-making processes. The 

relational mapping also helped to visualize aspects of best practices that were repeated 

and articulated by more than one participant.
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Researcher Positionality 

Creswell (2009) stated that “good qualitative research contains comments by the 

researcher about how their interpretation of the findings is shaped by their background” 

and to “clarify the bias the researcher brings to the study” (p. 192). In addition to 

member checking, triangulation, and thick description, this type of self-reflection creates 

an open and honest narrative, enhances the interpretation of accuracy for the reader, and 

adds another element o f validity to the study itself. One of the goals o f a qualitative 

study is not to eliminate the influence o f the researcher, “but to understand it and to use it 

productively” (Maxwell, 2013, p. 125). Although this study did not begin within the 

transformative paradigm, the inclusion o f critical theory and the notion of power were 

revisited as the study progressed, as themes emerged, as well as in the interest of 

sensitivity and the avoidance of bias.

As a current high school teacher within the same school as the participants, I 

recognized my position as researcher, colleague, teacher, and future parent. My interest 

in this study began with my experience as a classroom teacher. I began teaching high 

school in 2001 and for more than a decade I have witnessed and experienced profound 

changes and developments within the public schools of America. As discussed in 

Chapters 1 and 2 ,1 have a distinct interest in the lived experiences of teachers, the 

professionalism of the career, and the importance of the trust and autonomy needed for 

the purposeful process of making instructional decisions. Embedded in the research and 

design of this study are my own perceptions as well as what I know I need in order to be 

a successful teacher. With that in mind, I expected the participants of my study to share
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some of my concern but took steps through reflective journaling and memoing to 

minimize the influence of my own opinions upon those of the study’s participants.

Conclusion

To understand the context and conditions of the process of making pedagogical 

decisions, I designed a study that gave seven secondary teachers a voice, explored the 

barriers within their thought processes, and contributed to how they transform as twenty 

first century educators. The qualitative approach to research with a constructive 

grounded theory analysis was both purposeful and appropriate for linking critical theory 

and the issue of power to the pedagogical process while allowing for the emergence of a 

new, middle range theory grounded in the data. Triangulation through the collection of 

data from interviews, focus groups, and journals established credibility during reflection, 

analysis, and saturation o f themes and categories. The remainder of the study is 

organized as follows: Chapter 4 presents the results of data analysis and Chapter 5 

discusses my interpretations with implications and recommendations for future research.



CHAPTER 4

RESULTS OF DATA ANALYSIS

"The end point o f your journey emerges from where you start, where you go, and with

whom you interact, what you see and hear, and how you learn and think. ”

(Charmaz, 2006, p. xi)

The purpose of this study was to discover the process surrounding high school

teachers’ pedagogical and instructional decisions, to describe the elements influencing

that process, and to develop meaning in regards to the perceptions and everyday

experiences of the participants in a typical American public high school. To address a

need as well as a gap in the literature, this study sought to understand the history,

structure, and organization of high schools while focusing on the conditions, power

relations, and professional capital of teachers. One main research question guided this

dissertation study: How and to what degree are the social cognitive processes in which

high school teachers make and adjust pedagogical decisions affected by the conditions of

the high school structure?

Qualitative methods were utilized to address the research question, and a

constructivist grounded theory approach was used. Data were collected through

individual interviews, participant reflective journals, a focus group interview, and a

researcher journal. Data collection, interview transcription, and data analysis occurred as

concurrently as was feasible in the interest of constant comparative analysis (Corbin &

73
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Strauss, 2008). Constructive grounded theory analysis as described by Charmaz (2006) 

using initial line-by-line coding, focused coding, and theoretical coding was utilized in 

conjunction with situational analysis and mapping to make “the usually invisible and 

inchoate social features o f a situation more visible” (Clarke, 2005, p. xxxvi).

The following section which includes participant responses is reported in 

chronological order of data collection beginning with vignettes from the individual 

interviews, followed by reflective journals, and finally excerpts from the focus group 

session. Analyses o f data collected is reported in each section by conceptual category, 

which ultimately were not saturated until the end o f data collection, but are here used to 

organize and convey participant experiences, researcher interpretations, and connections 

to the critical theoretical framework.

Participant Responses 

Crucial to this type o f qualitative study, Charmaz (2006) explains, “Being critical 

about your data does not necessarily mean being critical o f your research participants. 

Instead, being critical forces asking yourself questions about your data” (p. 51). Moving 

from initial and focused coding to theoretical sampling and back and forth to memoing 

provided an ongoing process of questioning to allow for identification of emerging 

categories. Thick description (Geertz, 1973) containing participant responses in their 

own words are included to portray the emergent themes.

Individual Interviews: Participant Excerpts

The first phase o f data collection included individual interviews with seven high 

school teachers. Ages of participants ranged from 34 to 44; five were female and two
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were male. All participants have spent all of their years as a teacher in a high school 

setting ranging from 9 to 21 years o f experience; all participants had at least a bachelor’s 

degree, but two had a master’s degree in education, and three had a specialist’s degree in 

education. There were no criteria for participation in the study in regards to age, years of 

experience, degree, or gender; the only criterion was that they teach in one of the four 

main academic areas o f English, math, science, or social studies. O f the seven 

participants, four were English teachers, one taught math, one taught science, and one 

taught social studies; a table detailing participant demographics is included in Chapter 3.

The interviews were intentionally semi-structured to allow for probing 

independent thoughts, asking follow-up questions, and pursuing new and useful leads 

(Adams, 2010). The interview protocol is included in Appendix A. Within one day of 

conducting each individual session, I transcribed the full interview keeping field notes 

and reflections close. Within the same week, transcripts were read in their entirety and 

initially coded line by line. Those codes were reevaluated for connections and developed 

into focused codes. After rereading each entire narrative, more comparisons were made 

and categories emerged based on frequency and significance. Those categories and their 

original descriptions are included in Table 2.
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Conceptual Category Properties of the Category
1. Teaching with heart, mind, and soul

2. Doing everything, doing it all

3. Finding time where there is none

4. Seeking professionalism as capital

a. Differentiating activities
b. Purpose, meaningful plan
c. Relationships, trust, care
a. Always assessing situations
b. Drawing out potential, innovation
c. Balancing act, juggling
a. Class periods, school year
b. Planning time, adjustments
c. Grading, feedback, assessments
d. Research, find, create, cram
a. Being underappreciated
b. Blamed, criticized
c. Need for collaboration
d. Creating your own networks

The following excerpts are offered in relation to each of the above conceptual

categories that emerged from constructive grounded theory analysis of the individual 

interviews. Pseudonyms were assigned in the interest of anonymity and to protect 

participants’ privacy.

After reading and rereading the transcripts and my own memos, I labeled the first 

conceptual category as “teaching with heart, mind, and soul.” The participating teachers 

conveyed a truly cohesive description of good teaching and best practices for growth and 

development. All seven participants mentioned relationships, environment, and a variety 

of activities multiple times. Vivi responded that students “have to feel comfortable in 

your classroom” and “need to feel accepted and valued,” while Micki stated that teachers 

need “to have an attitude of caring and compassion and empathy.” Triton mentioned how
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important it was for students “to trust you as a teacher, mentor, model, and guide if they 

are going to be willing to engage in a meaningful learning process.” Micki included that 

in the classroom students should have the “freedom to express themselves, to be 

different.”

All participants spoke to the need for variety and a mixture of techniques while 

teaching for the kids in that particular classroom. In addition they all described 

“purposeful,” “meaningful,” and “well-thought-out” plans. In describing teaching, Dawn 

said, “You have to actually love kids and have their best interest at heart and want them 

to do well, really be invested in getting to know them, and working hard for them.”

The second category that emerged was labeled “doing everything, doing it all.” 

All participants described teaching as a balancing act, varying strategies, and 

incorporating it all when asked how they make pedagogical and instructional decisions. 

Vivi described it as having to “make it fit into the standards.. .tie it in .. .make it apply to 

the students.. .get it onto their level.. .get them wrapped up and spark an interest.” Linus 

explained how high school teachers “find what works for everyone, hands-on, labs, 

investigative options, discovery activities, and just variations.” Charlie replied, “I plan 

the whole thing.. .and go back and make more decisions every single time” while Dawn 

expressed having to decide “what is happening here, and problem solving, it would I 

guess be what I want for my own child.”

None o f the seven participants had trouble articulating their decision-making 

processes which included helping students grow “no matter where they start from, 

assessing them differently,” and “meeting students where they are, incorporating interests
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and applying different strategies.” All o f them used the phrase “draw out” to describe 

how they use persuasion, open-endedness, and flexibility to “expect the unexpected,” 

“allow opportunities for creativity and innovation,” and “find student potential.”

The third conceptual category emerged from a question in the original protocol 

that asked participants to describe the conditions that hinder their decision-making 

processes; I decided to label it “finding time where there is none.” All seven participants 

immediately mentioned time and elaborated on the multiple dimensions o f time and its 

impact on their decisions. Micki explained, “Teaching requires a lot of planning and we 

just lack that time to really adjust, research, work on our programs.” Triton asked himself 

a series o f questions including:

Can I fit it in, have I done enough research, is there new information from the last 

time I taught this, are we near standardized testing in the calendar, will it be on 

the test, do I need to frontload vocabulary or history for this concept, is there time 

for all of this?

Charlie stated, “We spend the majority of every work day in the presence of 

students, which means there is very little time, and on some days none, that we can use to 

prepare, assess, learn, or reflect.” She went on to explain, “Teaching and learning depend 

on each other and require a great deal o f time to fully engage in what we know is best.” 

Linus asked himself out loud, “How much of that can I feasibly do?” He went on to 

describe “trying to find things that work and spending lots of time searching and creating 

things.”
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Several participants were more specific about their workdays in a high school. 

Vivi shared, “Time is limiting, absolutely...you’re going to do what you can do to get 

that lesson taught in a class period.” She went on describing how “over the years you 

evolve and learn to adapt to fit into the time constraints” o f the high school. Micki 

described high school teachers as having “the shortest planning times and the largest 

numbers of kids.” Charlie mentioned the particulars that arise in high school such as 

“here’s a blood drive, here’s a class meeting, throw in nine snow days.. .and not knowing 

your teaching schedule (which courses you will be teaching), those types o f things make 

me have to regroup and adjust.”

All of the participants mentioned the time it takes to grade and give meaningful 

feedback on high school level work. Micki stated that she was “severely limited by 

time,” Dove described, “Grading hundreds of essays consumes your time,” while Dawn 

also mentioned, “You want to look at everything they do and there’s just not time to do 

that.” Dawn further explained that “time of course is always for every teacher an issue 

for everything.”

To make his point more illustrative, Linus included a descriptive analogy o f how 

time is taken away from teachers by people who have either never been in a classroom or 

“haven’t been in the classroom in so long and they have no idea.” In his analogy, he 

compares “a lot of the stuff we’re told to do in classrooms” with the automobile industry: 

You know they have big shows every year where they come out with all their 

concept cars for the next year or the next five or ten years, but those concept cars 

don’t always make it to the road because they’re not feasible. So I think we’re at
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a time in education where I think we, everybody, really need to know what is it

we really want to get out of this.

Ironically, at this point in his individual interview, he stated, “well I’ve got to shut 

up because I’ve got duty,” at which point we both laughed because we could share in a 

mutual understanding of time and its particular constraints.

The fourth category that emerged from the individual interviews was tentatively 

referred to as “seeking professionalism as capital.” The term professional capital, as 

described in Chapters 1 and 2 of this dissertation, stems most recently from a book of the 

same name by Hargreaves and Fullan (2012). It refers to professionalism in the sense of 

dedication, connecting with the latest research, being mindful of your responsibilities, 

building your own capacities, purposefully collaborating, respectfully interacting with 

and challenging your peers, influencing improvements, seeking opportunities for growth, 

and willingly leading innovation (Hargreaves & Fullan, 2012). The fourth category 

emerged as the participants described a great deal of this definition in their responses to 

the final interview question: describe professionalism as it relates to teachers.

At first the participants focused on how outsiders or non-educators view teachers. 

Vivi, Linus, and Dove individually recalled hearing the exact phrase -  “You’re just a 

teacher,” and all of them described how they are blamed, criticized, and 

underappreciated. Linus briefly portrayed “a handful of vocal people who like to bash 

teachers” and other participants included, “You hear people constantly criticizing your 

profession,” “I’ve heard generalizations like there are some boneheaded teachers,” and 

“The perception that people have of teachers is if  you can’t do, teach.” Vivi explained,
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“High school is a different world; we’re underappreciated but we have an enormous load 

to carry.” Micki replied, “We are required to do more and more and prove more and more 

often, to show, send proof, defend yourself,” and she continued, “We’re consistently 

asked to prove we’re good at our job with numbers.. .requiring this type o f proof 

diminishes the profession.” Linus and Dove each described how teachers are used in 

politics and the media as “a bargaining tool for politicians,” and Dawn included, “W e’re 

the easiest ones to blame.”

As each participant continued to describe professionalism, they moved the 

narrative to a comparison. Dawn, Linus, and Charlie recalled reading about other 

countries who “addressed the profession with a little bit more prestige” and each seemed 

momentarily envious, but described the “prestige” as unattainable. Dove rhetorically 

asked, “Rather than comparing too much to outsiders, what can we do with what we 

have?” Four of the participants compared their lack o f professional status to other careers 

in business, law, and medicine. Charlie explained:

My best friend, she’s a family practitioner and even her schooling was more 

professional.. .she’s required to do training, to keep up with continuing education, 

the latest technologies and research.. .and we get stuck in a room with markers 

and a piece of paper.

Dawn further illustrated this concept by stating, “We say that teachers are 

important, but there needs to be something to back that up. Don’t just give me a ja r of 

candy at the end of the year.”
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In addition to an overall comparison, participants also described a level of 

collaboration that they saw as necessary for professionalism. Charlie stated, “I have a 

brother in the business world and I don’t think of myself as professional as he is .. .he 

works with adults all day.. .we have adults around us but we don’t actually get to work 

with each other.” All of the participants spoke specifically about working together. 

Dawn said that professionalism is “being a team player.. .it’s a good idea when you can 

sit down and talk to others, here’s how we can fix it, tweak it, and make it better.” Vivi 

and Micki saw it as working as a group or a team “to try to do what’s best for all the 

students,” “to kind of help share the load,” “to get the most work out o f the least amount 

of time,” and “to use other people’s strengths, to pull out the best in everybody.”

Triton shared that “Professionalism should include time to do the things we 

require o f our students in this day and age -  collaboration, communication, critical 

thinking, creativity, innovation -  and engaging in the research and development of our 

profession.” Quite similarly, Dawn described professionalism as being “the whole point, 

it’s what we want our kids to do, to get this feedback and then grow and change. That’s 

my job.”

As I continued writing memos and moving focused codes to conceptual 

categories, the fourth category, “seeking professionalism as capital,” began to feel like 

two separate themes. I returned to the field for theoretical sampling o f each of the above 

conceptual categories. I began by asking the participants to write a reflection, followed 

by a focus group interview. The teachers were aware that they would participate in these
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two additional activities when they originally signed the informed consent, but they did 

not know the prompt or questions ahead of time.

Reflective Journals: Participant Excerpts

After analyzing the individual interviews in several phases, I returned to the field, 

to the same seven participants. I asked them to write in a reflective journal in response to 

a prompt generated from the original data; the journal prompt is included in Appendix C. 

Five of the seven responded electronically via email; the remaining two participants 

opted out of the reflective journals for reasons unknown by the researcher. The excerpts 

in the following section were included to represent the emerging conceptual categories 

and the subsequent changes to those original themes. Reading, rereading, and coding the 

reflective journals led me to divide the fourth conceptual category, seeking 

professionalism as capital, into two separate categories representing the experiences and 

views the participants’ had regarding professionalism.

“Seeking professionalism as capital” was kept as a category as the participants 

reflected on what professionalism means. An additional category, “professionalism as 

missing in action,” emerged as they wrote about feeling underappreciated on top of 

increasing demands. Triton described how “everyone likes to add to the infinite list of 

things teachers should do but they don’t want to brovide the time or opportunities” and 

Dove explained, “People view us like our jobs are easy because everyone’s had a teacher 

and people who aren’t teachers think ‘oh, I could do that.” She went on to write about 

how teachers might be perpetuating their own lack of professionalism:
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I’ve even heard other teachers say to students, really, you’re going to be a teacher. 

Why would you want to do that? And I don’t know if it’s because we know how 

difficult it is to be a teacher or because we ourselves have developed a similar 

attitude that you couldn’t do anything else so you’re going to be a teacher.

Dawn conveyed her idea that teachers should not wait for a professional 

environment to create itself, implying that professionalism is absent, when she wrote, 

“Administration is spread too thin, central office is too far removed, we should start with 

teachers modeling, sharing, collaborating, and let it trickle up.”

Ultimately, a consensus was obvious as Dove explained, “teaching is the ultimate 

profession, honestly, I consider it the most important, I think it outranks everything else” 

and Vivi included, “we take our job seriously... we respect our job, we enjoy our job.” 

The participants considered teaching to be significant enough to warrant a more 

professional working environment, and even though they saw it as unlikely that a future 

professional working environment would develop, many pointed out what Vivi described 

when she wrote “part of being a professional is that you keep at it.”

Focus Group: Participant Excerpts

Charmaz (2006) suggests utilizing theoretical sampling that includes “starting 

with data, constructing tentative ideas about the data, and then examining these ideas 

through further empirical inquiry” (p. 102). Coding using grounded theory analysis led 

to the need to return to the field, to the same seven participants to further saturate the 

collected data and conceptual themes. Scheduling created a slight hurdle as one teacher
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could not attend, and the focus group was conducted with six of the original seven 

participating teachers.

To address the focus group questions, I revisited the research question in relation 

to the five emerging categories. For further clarification, and to push the emergent 

conceptual categories closer towards saturation, I focused the group interview on two 

ideas extracted from the individual interviews: their perception of how the high school 

adapts to their needs and the notion that they are not doing what they wanted to do. The 

focus group questions are included in Appendix D and an excerpt from the focus group 

session is included in Appendix E.

In regards to how the high school itself has adapted to the needs o f teachers, the 

participants mentioned many attempts that did not work, were on too small o f a scale, 

were problematic from the beginning, disappeared after one year, or were unsustainable. 

Dawn described “Wonderful Wednesday” as one day a week where students came in one 

hour later, and “I.F.” as a class period devoted to instructional focus. She went on to 

explain, “We’ve tried to build in opportunities for collaboration and that advisory thing, 

they call it something different every year, and our little adoptee program.” Dove 

interjected:

Yeah, but that one was a choice, when they just assigned me 20 I.F. kids that I’d 

never seen before, didn’t know them, I didn’t know what we were supposed to do 

during that period, and there was no relationship there.
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Charlie added, “One year we saw them once a month.” Micki stated, “It doesn’t 

fix the problem.” Dawn added, “A lot of times it’s putting a band-aid on it rather than 

addressing it from the get go...it needs a little restructuring to be more preventative.”

Micki sparked a reaction from them all when she said, “create rigor, but don’t let 

them fail. How do you do both?” Many people simultaneously replied, “you can’t” as 

Dawn added, “you can’t do both which is why they’ve handicapped our curriculum so 

badly, they want us to be rigorous, they want us to be competitive, but then everybody 

has to graduate.” Dove included “we can’t hold students accountable because the second 

we do, your failure rate is too high, or their mom calls to complain about you.” Charlie 

stated, “They put the failure rates of each teacher up on a PowerPoint in a faculty 

meeting, and that’s demoralizing.” Dawn added:

They put everyone’s EOCT scores up and something is obviously missing the 

mark, and that is frustrating as a teacher. I’m working with these kids and 

working and working, and I know their score doesn’t reflect what they know of 

my content and they get frustrated.

Micki pointed to new teachers who “work their butts off, we all do, and it’s 

frustrating.” And Dawn added, “and when it continues to be not good, you start to 

question, why am I doing this?”

Responding to the second main idea in the focus group interview that they are not 

doing what they wanted to do, they expanded on their previous explanations o f time and 

its constraints. Dawn shared that “you kind of have to shuffle and rearrange things” in 

regards to:
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being sick one day, an assembly.. .homecoming.. .testing.. .especially if  it’s the 

first time you’ve done an activity where you think it’s going to go one way and it 

doesn’t quite work and so they you have to figure out how do you change it, how 

do you fix it, which I think it’s just the nature of the beast.

They all nodded when Charlie added, “Sometimes you just have to kill the unit 

and move on.” Vivi agreed adding, “We have to make a choice you know are we willing 

to give up something to get this done or do it in a way that we can assess quickly.” 

Responding quickly Micki stated:

I would like to give the kids more writing to do .. .and give them feedback that’s 

beneficial rather than just giving them a number, and sometimes I feel like I don’t 

have time to give them adequate feedback so we do something different or we’re 

going to do it orally as opposed to written so that I can grade it right then.

All participants agreed with her as Charlie chimed in to add, “When I first started 

teaching I didn’t have 150 students, I may have had like 80 and it makes a huge 

difference.” Everyone agreed despite their academic subject of expertise. Dawn 

explained how math, like writing, requires effort and practice illustrating her point by 

saying:

I have to assign homework and there’s no way for me to grade everything unless I 

stay at school til late every night.. .so it becomes this game of how can I get them 

to do it all, and still grade it, and make it meaningful, but it can’t count too much 

because it’s just practice, and you can’t grade behavior, so it’s almost more 

trouble than it’s worth.
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She went on, however, and added, “that’s one of my goals of teaching is to teach 

them how to put in the effort, to recognize that intrinsic value.” Charlie and Dove added 

that they are “expected to do more with less.”

Situational Analysis

In addition to the rich description of grounded theory analysis, Clarke (2005) 

suggests going even deeper with situational mapping for thick analysis. Including 

situational analysis was purposeful to allow for additional suggestions to pursue in the 

data. Situational analyses assist in reflexivity, addressing the “downright messiness of 

the empirical world” (p. 15). The mapping strategies and the situational maps themselves 

“provide a systematic, coherent, and potentially provocative way to enter...the 

considerable complexities of a project” (Clarke, 2005, p. 103).

After initial and focused coding, I used the emergent codes to create a messy 

situational map (Clarke, 2005) to help move my mind in and around the provisional 

codes, to stimulate more detailed and reflective memoing, and to recognize new insights. 

The messy situational map is depicted below in Figure 3.
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Figure 3. Messy Situational Map: High School Teachers’ Pedagogical Decisions

Situational analyses allowed for more focused analytic attention to areas of 

incomplete data and to concepts of interest where theoretical sampling could pursue 

additional data. After spending time staring at the map, un-mapping, remapping, asking 

questions, and memoing, I worked on relational mapping (Clarke, 2005) with multiple 

copies o f the messy map shown in Figure 3. Below are two of the relational maps I 

created to assist in memoing. Figure 4 illustrates the participants’ description of best 

practices with the arrows pointing towards the things they described as being part of or 

representing what they considered to be best practices. A relational map with a focus on 

best practices was included as a visual representing the vast area that best practices cover
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as well as the participants’ level of comfort in their ability to convey this terminology. In 

addition, their description of best practices began to connect the emergent conceptual 

categories to the theoretical framework o f the study.
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Figure 4. Relational Map: Focus on Best Practices

Figure 5 conveys the multiple factors that impede on the participants’ decision 

making processes with the arrows pointing towards the word planning which the 

participants expressed as being significantly impacted. As the study moved from 

individual interviews to journals to the focus group interview, the participants explained
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further the profusion of elements that impact planning and impede their ability to use best 

practices; the relational maps above and below are included to further represent the 

complexity of participant understandings and experiences and the context of teaching 

high school (Clarke, 2005).
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Figure 5. Relational Map: Focus on Teachers’ Planning.

Summary o f Data Analysis 

Constructivist grounded theory analysis, including situational analysis as 

supplementary, established an intimate relationship between the researcher and the
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collected data; “by studying the data, you may make fundamental processes explicit, 

render hidden assumptions visible, and give participants new insights” (Charmaz, 2006, 

p. 55). After collecting, triangulating, and analyzing data from individual interviews, 

participant reflective journals, a focus group interview, and the researcher’s reflective 

journal, coding, and memoing, grounded theory analysis led to five conceptual 

categories: 1) teaching with heart, soul, and mind; 2) doing everything, doing it all; 3) 

finding time where there is none; 4) professionalism as missing in action; and 5) seeking 

professionalism as capital. These conceptual categories and their properties are described 

in further detail in Table 3 below.

Table 4

Summary o f Conceptual Categories After Triangulation

Conceptual Category
1. Teaching with heart, mind, and soul

2. Doing everything, doing it all

3. Finding time where there is none

4. Professionalism as missing in action 

5. Seeking professionalism as capital

Properties of the Category_________
a. Differentiate activities, techniques
b. Purpose, meaningful plan
c. Relationships, trust, care
a. Always assessing situations
b. Drawing out potential, innovation
c. Balancing, doing more with less
a. Class periods, schedule, year
b. Planning time, adjustments
c. Grading, feedback, assessments
d. Research, find, create, search
a. Being underappreciated
b. Feeling blamed, criticized
c. Realizing own goals are unmet
a. Need for collaboration
b. Creating your own networks
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Based on the original illustrated conceptual framework included as Figure 1 in 

Chapters 1 and 2 and the emergent conceptual categories o f the study, Figure 6 was 

developed to represent the continuous learning that took place during the writing of this 

dissertation and the resulting shift in the researcher’s own mind. The beginning 

conceptual framework was intentionally two-dimensional to signify the stagnant, 

unbending attributes of single-loop learning and unopposed commitment to the status quo 

in the American high school. The revised conceptual project diagram was constructed 

purposefully as three-dimensional to indicate the dynamic, flexible possibilities of 

double-loop learning, power, and professional capital. Additionally, the diagram includes 

the narrative and historical discourses of the high school, illustrating the beginning two- 

dimensional framework, as the basis or foundation on which the new framework 

revolves.

The new visual is an attempt to synthesize theory, practice, history, personal 

experience, participant responses, and new insights included throughout this study. Its 

purpose is threefold: to highlight connections between theory and practice and between 

teachers and professional working conditions, to better orient high school teachers to 

their daily pedagogical decisions, and to portray the possibility for productive change.

The new visual, a revised conceptual project diagram, is meant to be dynamic, to indicate 

movement, and to inspire change, creativity, and problem-solving as it relates to the daily 

lived experiences of high school teachers.

The figure included below is the culmination of participant responses, theoretical 

understandings, and researcher interpretations. The visual is meant to resemble a
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spinning toy top, a metaphorical representation of the everyday experiences of high 

school teachers. Like a top, their world spins around, differing speeds, wobbling more 

the slower it goes. High school conditions at the top, the widest section, include the usual 

aspects of a high school, accountability, testing, curriculum, Carnegie units, schedules, 

and the bulk of school factors. Incorporating professional capital (Hargreaves & Fullan, 

2012) among high school conditions gives teachers the opportunity for growth, 

innovation, respect, and professionalism.

Below high school conditions are the teachers, and between the two sections, 

organizational learning supports and encourages the process towards making instructional 

decisions. Continuous double-loop learning (Argyris & Schon, 1978) supports teachers 

as they challenge assumptions and interrupt unproductive patterns. Professional capital 

increases the likelihood o f double-loop learning giving teachers the power to make the 

kinds of pedagogical decisions that will impact school improvement and increase student 

learning. The top spins around on top of the status quo, now situated in a slightly more 

flexible dotted line, and the various historical aspects of education. These aspects of the 

beginning visual were purposely kept but repositioned to represent the continuous 

presence of the past in our present and our future.
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Figure 6. Revised Conceptual Project Diagram



CHAPTER 5

DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS 

“It is more important to expose and correct the injustice o f the social system than to

scold its agents. ”

(Tyack, 1974, p. 10)

Review of the Study

The purpose o f this study was to discover the process surrounding high school

teachers’ pedagogical and instructional decision-making, to describe the elements

influencing that process, and to develop meaning in regards to the perceptions and

everyday experiences of the participants. To address a need as well as a gap in the

literature, this study sought to understand the history, structure, and organization of high

schools while focusing on the conditions, power relations, and professional capital of

teachers. One main research question guided this dissertation study: How and to what

degree are the social cognitive processes in which high school teachers make and adjust

pedagogical decisions affected by the conditions o f the high school structure? To address

the research question, qualitative methods including a constructivist grounded theory

methodology, grounded theory coding and analysis, and situational analysis were used.

Chapter 1 provided an introduction to the study, explained the perspective o f the

researcher, introduced the conceptual framework, and described the statement of the

problem, the purpose of the study, research question, the significance o f the

96
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study, theoretical lenses, methodology, limitations and delimitations, and definitions of 

key terms.

Chapter 2 included a review o f the literature related to the conceptual framework 

and theoretical underpinnings of the study. An illustration depicting the conceptual 

framework and the theoretical lenses was included in Chapter 2 as well.

Chapter 3 conveyed the research methodology for this dissertation study. It 

described grounded theory, the rationale for a qualitative design, the research question, 

the problem and purpose of the study, the setting, population and sample, data collection 

techniques, data analysis, and researcher positionality.

Chapter 4 described analysis of data collected in individual participant interviews, 

participant reflective journals, a focus group interview, and researcher memos and 

reflections. It also contained participant responses, grounded theory analysis, situational 

analysis, conceptual categories, and emergent theoretical categories.

Chapter 5 includes a review of the study, a discussion of the study’s findings, 

relationships to reviewed literature, implications, a revised conceptual project diagram, 

and recommendations for future research.

Discussion of Findings

The findings of this dissertation study emerged from a grounded theory analysis 

and a situational analysis of data collected from individual interviews, participant 

reflective journals, and a focus group interview, in addition to my own reflective journal 

and memos. Data were viewed in relation to the conceptual and theoretical framework 

including critical theory, Bourdieu’s (1977) theory of practice, Argyris and Schon’s
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(1978) organizational theory, and Bandura’s (1971) social cognitive theory, the history of 

the high school, the structure of the high school, the high school teacher, and Hargreaves 

and Fullan’s (2012) theory of professional capital.

Constructivist grounded theory analysis was utilized and 24 focused codes 

surfaced following intensive initial coding. Situational mapping and analysis were used 

to assist with memo-writing. During further data analysis, five conceptual categories 

emerged: 1) teaching with heart, soul, and mind; 2) doing everything, doing it all; 3) 

finding time where there is none; 4) professionalism as missing in action; and 5) seeking 

professionalism as capital.

Addressing the Research Question 

Individual interviews, reflective journals, and a focus group interview were 

conducted, collected, transcribed, and coded to address the study’s main research 

question: How and to what degree are the social cognitive processes in which high school 

teachers make and adjust pedagogical decisions affected by the conditions of the high 

school structure? The following findings emerged:

1. Participants demonstrated a high level o f pedagogical content knowledge.

2. Participants revealed a high level of knowledge in regards to best practices.

3. Participants exhibited an elevated ability and need to cultivate relationships.

4. Participants recognized the importance of doing it all, demonstrated an intrinsic 

enthusiasm, and expressed a need to develop intrinsic motivation in students.

5. Participants revealed an enormity of factors/conditions outside of their control.
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6. Participants demonstrated different levels of tolerance for conditions that are less 

than ideal and that affect their pedagogical decisions.

7. Participants recognized negative emotions related to unmet classroom goals.

8. Participants expressed approval of collaboration and professionalism.

9. Participants demonstrated an immediate need for professional capital.

10. Participants exhibited guilt surrounding honesty and participation in the study 

asking multiple times for clarification o f anonymity.

Relationship to Literature 

Hargreaves and Fullan (2013) describe professional capital as a combination of 

human, social, and decisional capital. Currently in use, the business capital approach 

pursues quick, short-term returns on investments and “distorts fundamentally what it is 

we do, and it carries troubling assumptions with it about teachers and teaching” (p. 36). 

This is the context in which the participants of this study described their circumstances. 

Specifically, theoretical categories emerged describing how they felt a lack of 

professional capital, but had a strong desire for collaboration, valuable professional 

learning, and time to reflect.

Looking through the lens of organizational learning theory and specifically that of 

single and double loop learning (Argyris & Schon, 1978), this study recognized the 

perpetuation of single-loop learning in high schools and the need to develop practices of 

double-loop learning. Participants articulated instances o f failed communication, 

inconsistent and counterintuitive messages, and distrust. These are conditions of single

loop learning, ongoing routines, and maintenance of the status quo (Argyris, 1993).
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Further theoretical sampling led to data that reinforced the emergent idea that the 

“organization’s rituals produced status degradation and intimidation to the point of 

becoming oppressive” (Argyris, 1993, p. 37). The participants articulated a need to 

disrupt the cycle and to establish more productive practices, as are illustrated in double

loop learning, and explained the conditions of a more effective and professional working 

environment.

Critical theorists argue for the importance of questioning assumptions that are 

taken for granted. Organizational learning theory, grounded theory, and situational 

analysis were utilized in this study and suited to that type of interrogation. I reentered the 

field several times throughout the study to further saturate the emergent codes through 

theoretical sampling. Articulating a lack of relevant collaboration and an inability to 

meet their own professional goals, the participants of this study conveyed a need for 

professionalism as capital.

Implications

Hargreaves and Fullan (2013) explain that the “best way you can support and 

motivate teachers is to create the conditions where they can be effective day after day, 

together” (p. 37). This statement is of direct importance to principals and other 

educational administrators as they have the ability to create those professional conditions 

for teachers. High school teachers are talented, innovative, knowledgeable, and capable 

of making decisions for the betterment of schools, students, and lifelong learning. It is 

imperative that they be provided with the professional working environment in which that
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can be a reality, including innovative uses of time, support, meaningful professional 

learning, and multiple opportunities for purposeful collaboration.

As described by this study’s participants, it is increasingly important for high 

school teachers to “take back the reigns”, “avoid being an island”, support each other and 

building administrators, and articulate the professional conditions required in order to do 

so. It is imperative that teachers look past the criticism and blame that most often comes 

from those external to the actual process o f education, and recognize the strength, 

passion, dedication, and enthusiasm that truly defines and empowers the profession.

In the concluding chapter of their book Professional Capital, Hargreaves and 

Fullan (2012) explain:

It’s not about elevated central experts driving through disconnected initiatives 

with dreamed-up targets from an Olympian height far removed from the front 

line...It’s about developing, gathering, and drawing on collective professional 

capital to administer and improve a system by increasingly highly capable people 

who understand it the best.

It’s time to make an improved, purposeful, and sustainable investment in the high 

school structure and the conditions that so significantly impact the social cognitive 

processes and pedagogical decisions of our teachers.

Recommendations for Future Research 

Under the right circumstances, high schools are a promising venue for future 

research. High school teachers exhibit a wealth of knowledge, information, and passion
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for learning. Unfortunately, as described in this study, their time is limited and thus 

future studies require a delicate balance between research and availability.

Several factors came to light as a result of this study that could be illuminated in 

further investigations. First, the research question itself may be worth further analysis 

within different groups o f participants including middle school teachers, elementary 

teachers, or administrators and principals. Second, the same group of high school 

teachers could be further probed over a longer period of time for a deeper analysis of 

professional capital. Additionally, the use of situational analysis allows for incorporation 

and mapping of narrative and historical documents. A social worlds/arenas analysis 

(Clarke, 2005) and/or a positional analysis (Clarke, 2005) could bring to light more of the 

historical aspects of the traditional structure of high schools.

Within the interviews for this study, there was mention of several additional 

topics including media portrayals of teachers, the general public’s perception of teachers, 

and the treatment o f teachers in social media. Any of these topics could allow for a 

different kind o f investigation in regards to the conditions of teaching.

Future studies of a similar topic could be conducted in differing settings. While 

this study was not intended to provide generalizability, it did assume a critical connection 

between high school teachers of varying demographics and the circumstances and context 

in which they teach. Asking a similar research question in urban, suburban, and rural 

areas, different regions of the country, or other countries altogether, could provide 

valuable feedback in relation to the experiences of high school teachers and their 

pedagogical decisions.
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Final Thoughts

Mental, physical, and emotional exhaustion not only accurately describes my 

current state as this dissertation study draws to a close, but it also illustrates the end of 

another school year as well. And while I don’t think this strenuous level of reading, 

writing, and research is sustainable forever, I recognize, ironically, that an equally 

demanding level o f commitment to reading, writing, and research is exactly what I intend 

to do as I start another school year in the fall as a public school teacher. Being a high 

school teacher is demanding, exhilarating, challenging, grueling, and truly amazing; it is 

not for the faint o f heart, and in my opinion, it is the most important profession in the 

world. Like the participants of this study, I hope the teaching profession will achieve the 

level of trust, prestige, and respect that it needs to revolutionize the professional 

conditions that will make high school teachers more effective than they ever hoped they 

could be.

I hope this study provides at least some level of confirmation as to how public 

high school teachers across the state o f Georgia experience their working environment. I 

hope this study presents other educational researchers with the motivation and inspiration 

to continue looking at high schools, high school teachers, and the needs of such an 

important group. In addition, I hope this study gives high school principals and 

administrators the insight, data, and drive to immediately begin changing the professional 

working environment for the teachers in their districts; I hope the references section 

provides them with a great place to start reading and researching how they can make
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professional capital a reality. Lastly, I hope that teachers everywhere continue to do what 

they do, to the best o f their ability, as they always have.
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1. What is good teaching?

2. How would you describe best practices?

3. Describe how you grow and cultivate a culture of learning, growth, and 

development for your students.

4. Describe your decision-making processes before planning for instruction.

5. What conditions hinder your decision-making processes?

6. Describe professionalism as it relates to teachers.
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Recording]
Audio recording s ta rted : 9 :11 AM Thursday

j -  IWMA|

Participant
#5

Researcher: ok so it's recording now. Alrightthe first question is what isgood teaching? So we're just 
talking in generalities right now.

Participant: Alright, well good teaching is goingto be um organized have a w ell thought out plan, so that 
way you can anticipate problems that might com e along and you know h ow to  address th ose . That's 
how it was when I first started teaching, had to  plan out everything even  a script on what I n eed ed  to  
say just to get that comfort level there. But you also have to, and its what I learned in my first education 
class, is that you have to actually love kids, and have their best interests and w antthem  to do w ell, really 
be invested in gettingto know them  working hard forthem . If you can do that they will buy into you and 
then it becom es kind of team  effort where they want to  do well and you want to  help them . But then  
also just kind of your basic, knowingyour subject know ledgew ell enough to  where you can address any 
question they give you, even if its an I don't know lets figure it out but you can kind of reason through it 
with them  and kind of m odel how you would address that problem.

Researcher: well good, alright, so ok, best practices is thatterm  w e all like to throw around, but if you 
were to describe it more specifically what would you say best practices are?

Participant: best practices I think one of them  would probably b egood  feedback, it's really important 
that when they aren't doing som ething right then they recognize it and learn how to fix it especially in 
math um that's one of the things that's difficult about doing it becauseyou want to look at everything 
they do and there's just not tim e to do that but a way to kind of getth em  to also look at what are they  
doing how can they address that problem and fix it, make mistakes and learn from them , um and also 
you know the relevance thing also gets thrown out there all the tim e, if you can som ehow  make it 
relevant to them , and not necessarily can they this is how you use it in real life, but they can understand 
um why its valuable that they learn that even if it's a skill they won't use, like Shakespeare not probably 
goingto use Shakespeare but having that knowledge som ehow enriches you as a person.

Researcher: any specific strategies, well you are being kind of specific, but

Participant: um I like uh like with math doing an error analysis, where here's a problem what did they do 
wrong and ho w can they fix it. That's a really great thing to kind of throw at them  as like a ticket out the
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1. In the individual interviews, most of you mentioned feeling underappreciated, 

blamed, and/or criticized as a high school teacher. In the focus group you talked 

about the notion of professionalism and how it looks different for teachers today 

than it did in the past. Describe the connection between these two ideas.

2. Expand on what you spoke to in the focus group in regards to what you need in 

order to feel more like a professional, specifically for teaching high school more 

successfully.
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1. In the individual interviews, one of you said, "I end up not doing exactly what I 

wanted to do", and then several others of you said a variation of that in regards to 

time and all the things you want to do but end up with something different a lot of 

times. To what extent are you not doing exactly what you want to do?

2. You’ve talked a lot about using a variety o f activities, techniques, assessments, 

projects, maintaining relationships, planning and adapting in lieu of time, and 

really doing everything. How has the high school itself adapted to the needs of 

the teacher, or has it?
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Recording:
Audio recording s ta rted : 10:17 AM '■ V ednesda»•.

J' |

Focus Group 
Interview

One of you said, I end up not doing exactly what I wanted to do. Um, and then several others of you  
said a variation of that, and that was in regards to th o se  middle two categories talking abouttim e and 
then th ese  are all the things I want to do but I end up with som ething different a lot o f tim es. So I want 
you to  talk aboutthat, to what extent are you not doing what you, you end up with som ething you 
didn't intend to  do, not doing exactly what you wanted to do. Expand on that however you want.

Dawn: its one of those things where I was sick so I m issed today, or an assembly, orthings end up 
getting in the way and you have to shuffle orthere's testing happening or homecoming, and you kind of 
have to shuffle and rearrange things and it doesn’tturn out exactly th e way you wanted itto  be, or 
maybe especially if it’s th e first tim e you've done an activity w here you think it's going to go one way 
and it doesn't quite work and so then you have to figure out how do you change it, how do you fix it, 
which I think it's just the nature of the beast, it's always goingto be different.

Charlie: som etim es you just haveto kiilthe unit. It just needs to be done.
Alkyeah
Vivi: especially this year
Charlie: you know with ail the interruptions and you get into week 6 of it and oh my goodness nobody 
enjoys this anymore. It needs to be over.
Micki: I think for m e, um a lot of tim es, I think I may have already said this, but a lot of tim es I would like 
toum  give the kids more writing to do, but then that requires me to be able to grade it and give them  
feedback that's beneficial ratherthan just givingthem  a number, and so som etim es I fee l like I don't 
have tim e to give them  adequate feedback so we're goingto do som ething different. Or we're goingto  
do it orally as opposed to written so that I can grade it rightthen. I think that’s a lot of what I see .
Vivi: that goes into ourtim e to we have to make a choice you know are w e w iilingtogive up som ething 
outside of school to get this done. Or do w e do it in a way that w e can do it w e can assess quickly rather 
than havingto spend 8 hours overthe w eekend grading a stack of essays.
Charlie: my hunsband asked m e last night, how com e I don't ever se e  you bringing papers home to 
grade anymore, because I have to be like super efficient at school or I just grade them  differently than I 
usually do. When I first started teaching I didn't have 150 students, I may have had like 80 and it makes a 
difference.
Vivi: it makes a huge difference
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Participant #3

R ecording

Participant
S3 P articipan t

#3

M P M  - L K ' 
 Fem ale, age  35, yrs ex p  9,

Transcript:

Recording has  no  sound .

T ranscrip tion  o f field no te s:

R esearcher: W ha t is g o o d  teach ing?

P articipant: i t ‘s re la tionsh ip s  w ith  s tu d en ts , caring a b o u t th e m , giving th e m  regu lar challenges, pushing  
th e m  to  think o u ts id e  th e  box, to  b e  c rea tive , and  think fo r th em se lv es, going cross curricular w ith  topics 
and  w ith  th e ir  th inking  to  see  co nnec tions

R esearcher: D escribe b e s t p ractices:

P artic ipan t: b e s t p rac tices  a re  resea rc h  based , th e y  a re  p roven  effec tive , and  can  be specific like w hen  
you te ach  vocabulary , w e  use w h a t w e 've  recen tly  read , learn  G reek an d  Latin ro o ts , I am  trying to  get 
th e m  to  u n d e rs ta n d  bey o n d  ju s t m em oriza tion , to  use s tru c tu re , to  learn  decoding. It's  a s tra teg y , like 
th e re 's  lo ts o f  read ing  an d  co m p reh en s io n  s tra teg ies , like a n n o ta tio n , to  a n n o ta te  to  im prove th e ir  
read ing  co m p reh en s io n , I can  m ode l how  to  a n n o ta te  so  th e y  can w ork to w ard s  do ing  it th em se lv es  
w ith  w orks th e y  d o n 't  ev e n  do  w ith  m e. Read, show  th e m  th e  p rocess  of read ing  in m y head , le t 
s tu d e n ts  see  how  you d o  it, th a t m odeling  is a b es t practice . Positive re in fo rcem en t, giving th em  
e n c o u ra g em e n t. Find w h a t th e ir  good  at, w h a t th ey 'v e  d o n e  w ell and  th e n  show  th e m  how  to  im prove 
ev e n  m o re , b u t n o t to  feel like th e ir  failing, it 's  a fine line. C onstructiv ist learning, for in s tan ce  I II bring 
th e m  cereal, you  know  ju s t dry ce rea ls , to  help  m e e t th e ir  basic n ee d s  b ec au se  if th e ir  hungry they  can 't 
learn  Educating  th e  w h o le  child is im p o rtan t, show ing th a t you ca re  beyond  know ing th e  c o n te n t. The 
classroom  en v iro n m en t, c rea tin g  a p lace w h e re  kids can  have th e ir  ow n opin ions and  th e  freed o m  to  
exp ress  th e m se iv e s, to  be d iffe ren t. This is an  im p o rtan t b es t prac tice  bu t also im p o rtan t for using o th e r 
b est p rac tices  effectively.

R esearcher: D escribe how  you g row  and cu ltiva te  a cu ltu re  of learning, g row th , and  d e v e lo p m en t for 
your s tu d en ts

P articipant: having re sp ec t for s tu d e n ts  is big. M aking su re  th e re 's  no hum ilia tion  is a big deal th a t th e y  
d o n 't feel in tim ida ted . You n ee d  to  build th e m  up  and  n o t d iscou rage  d iffe rences. Even w ith o th e r 
s tu d en ts , w ith  each  o th e r , th a t you c re a te  a sa fe  space  for sharing  for th e m  to  do  th e ir  ow n kind of

I n t e r v i e w s  P a c e  I
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Initial Codes - Organized by interview question

Good teaching -
o Getting students actively involved and interested 
o Controlling your classroom 
o Being truthful
o Being good rather than making yourself look good 
o Working on relationships 
o Creating appropriate levels of challenge 
o Meeting the needs of students with variety 
o Teaching with heart, mind, and soul 
o Helping individual students learn

Best practices -
o Providing background, explanations, variation, and application 
o Drawing out student potential
o Doing whatever works for you and the present students 
o Varying instructional activities and allowing student choice 
o Moving students beyond memorization 
o Modeling effective learning strategies 
o Educating the whole child
o Using what works most often with the most students 
o Scaffolding
o Using a purposeful variety of activities
o Providing valuable feedback to improve, understand, and enrich 
o Solving problems with various strategies
o Analyzing the process of learning for learning and not just for a grade 
o Making certain all are improving 
° Starting from where they are when they get to you 
o Varying activities and materials for appropriate challenge 
o Utilizing multiple forms of assessment according to student need

Learning, growth, and development -
o Nurturing relationships and acceptance 
o Creating and maintaining an environment of trust, comfort 
o Helping students feel valued
o Providing a variety of activities for interest and comfort 
o Creating an environment of respect, care, patience, and growth
o Encouraging higher order thinking, differences in thought, and no fear
o Discovering ability levels and interests as a basis for decisions
o Making sure learning has relevance and longevity
o Cultivating comfort, confidence, and perseverance 
o Varying levels, modalities, and growth for all students
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Decision-making processes - 
o Trying to do it all
o Thinking about standards, fit, interest, application, relevance, ability levels, 

variety
o Getting discouraged by frequent limitations 
o Anticipating student needs (unknown, hidden, unexpected)
° Drawing out potential, authenticity, innovation 
° Planning with everything in mind 
° Thinking about goals, fit, needs, ability, alternatives 
o Planning for entirety of year or unit 
° Adjusting for real life, real time, unexpected 
o Thinking about content, time, steps, variety, needs, interests, fun 
o Assessing when and how students' need it 
o Planning with interests but creating interest where it didn't exist 
o Providing a frame of reference, relevance

Conditions that hinder decision-making -
o Feeling unsupported when considering
o External interference with what I need to be doing in the classroom 
o Distinguishing between buzz words and being an instructional leader 
o Balancing everything without tipping towards "anarchy or tyranny" 
o Moving beyond own comfort zone to include all modes of learning 
o Teaching while hot/cold/hungry/no lights/no tech 
o Motivating the unmotivated
o Grouping and changing activities without students shutting down 
o Having limited time
o Sorting through info from those out of the classroom for 30 years (or were 

never in it)
o Cycling through blame, revamping, new programs over and over 
o Knowing whether to make it work, change it, tweek it, or scrap it 
° Lacking time to plan, adjust, or provide feedback 
o Having limited opportunities to provide more and meaningful work and 

feedback on it 
o Having to regroup every week, day, class period 
o Re-planning among major curriculum changes
o Feeling blindsided by late (being the last to know) or new (kept secret) 

information 
o Always working against time
o Lacking collaboration (no time, no teams, or opposing philosophies) 
o Lacking resources (good, well-written, aligned, reliable, researched) 
o Spending time searching, creating, stealing ideas and materials 
o Preparing students for all possible futures 
o Making everything work
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o Dealing with failed technology that would be simple in real life 
o Providing relevance to teens who see themselves as grown 
o Feeling the pressure of time, cramming it in, eliminating what can't fit 
o Seeing time as severely limiting, especially for planning and reflection

Professionalism -
o Becoming a teacher to change the world, make a difference
° Respecting ourselves and our job
o Working together
o Hearing/facing constant criticism
o Feeling different (outsider to all other P-8 teachers)
o Making sure students leave with what they have to know
o Feeling bad about the perception other people have of teachers
o Seeing teachers in other countries being viewed more favorably
o Knowing some people do recognize that teachers do a lot
o Being used for political bargaining
o Balancing act
o Feeling underappreciated
o Constantly having to show, prove, defend yourself
o Deciding to jump through hoops or use time for planning
o Doing your best while watching teacher bashing/blaming on social media
o Recognizing every profession as pockets of subpar workers and knowing that 

small group doesn’t define us all 
o Wanting more decision-making power
o Knowing good teachers help feed/breed new, good teachers
o Lacking professional schooling, ongoing training, continuing education, 

conferences with latest technology and research (being sent to room with 
markers and poster paper) 

o Wanting to avoid buzz words, fads, catch phrases
o Knowing 1 am the expert but not being treated as such
o Avoiding island status
o Feeling blamed and unimportant
o Going out of your way to get better, seek professional learning on your own 
o Making expectations realistic and reasonable
o Believing a certain level of professionalism is impossible
o Defending your choice to be a teacher (confirmation from outsiders that it 

lacks prestige) 
o Wanting to be trusted
o Desiring meaningful conversation about feedback besides numerical grades
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Focused Codes

Good teaching -
o  Using variety to individualize 
o  Fostering trustworthy relationships 
o  Teaching with heart, mind, and soul

Best practices -
o  Modeling 
o Scaffolding 
o Varying assessment 
o Differentiating purposeful activities 
o Providing meaningful feedback

Learning, growth, and development -
o Providing variety for interest and ability
o  Nurturing relationships in an environment of trust, care, comfort, respect 
o  Encouraging creative, different, and critical thinking

Decision-making processes -
o  Doing it all with everything in mind, for the entirety of the year 
o Always re-assessing needs and goals (known, unknown, hidden, unexpected) 
o Trying to draw out potential, innovation, interests, connections

Conditions that hinder decision-making -
° Time - classes, planning, feedback, adjustments, searching, creating, 

cramming, reflecting 
o  Balance
o  Curriculum changes 
o Blame 
o Technology
o Communication - interference, buzz words, non-educators, regroup around 

happenings, last to know, new/secret

Professionalism -
o Feeling underappreciated, am I the expert? 
o  Seeking professional learning on your own
o Being blamed, bashed, used, criticized - defend yourself/choices, prove it 
o  Needing collaboration, avoid being an island, inspire each other
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Wm‘« -.hare are r.u immedi.iir or I'-irrcr :» iicfttsto  participating .D the Mlidy. yov ->vvit he a 
copy c f  the results end findings ITa n r i l x  Pr.dings,, a rd  im p k a tio n s  tray benefit uie Ik .d s  oi 
ei'jcntion. s r c i c lo p y ,  nrh  critic.-!11fe rry . S o c ie ty  •_<:i: id h c r r f i  f-.;:rn the bindings as the specific 
topic lias not vet been rcscs.rtlicd ar-d li: ;  hie pnl*Ttm  in irrpnr- the iraeain;- peofcsskn

(rm firtentiulilv  and Dulii S lnnn;e
An ai.diti rounding unrip a handheld. di?.ial recording device wiL k  utilized during -r.divacual
: tr ,l  f r r i . ■, :< \i:t n l s r v ic .v s  i h . l  w il! I I i i r . s . ' V j i T  |<:i'.<teatcd ii 'id  kept in  a  SSCUTI ICCittivTi; in

■ ■? «M «'«■. J Jf |
i . •' -X' 6$U3t\*iV-
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adduicit, tbc iwxctuchc: r. c.-ll :>l:une wili be used as a fceakup seconding device and will ;d.i» be 
pusswirtl prui.eclcJ and kept in u s c u i^  Im 'tiiin  I.pen uK raini’ -h |iiu1id]»te in the study, you 
also ugiev (y K in g  iveu dct;, will; ll ;  i-;v y f  si ps£kdwi>i:i, t,i:ng (he above described devices 
said precautions.

A ll iDicmiaiion ebiiuncc w ill nc held in s::ici conlideraekr/arnl will only he rvtaiMKl auih ><>«*• 
pcim ission I tie results c l ihts siu iv  v,ii; be kepi in lo c k e t -  Ilk , ami <>i:lj the mvv-.iif.aiur si-ul n 
IX. Heflin's will I-see nccess

P articipation  anti YvithUrawot
Your partUnpauw. in ini: r esea t n stu d y  is u n n i ,  rt A s r iroi-.irib si.hjstt h i,i ;iia> n-fi.se :n 
■aurlicipalu at ujiy'.utic. to  Aid.ui;u. i iu m  ike >:ui!w pb asc eor.kici the rrwearrner,, Itnnnic 
Stanford, 773-252-098?, tv:ui.e Maiiiotd .1 i.s e rfie:cer.ivu. You ir.jy also icouiact tijc re-caieb
*Jvi:<<ir ;il M«mer li.a iv trsii;,. )r. Kc\l> ItcfYiX at 4“ 8 -3 0 > 5 3 # J  Cf .•clliH_U' j£n»w-rcer.ctH».

M amum atom i hr foirarvti
l: ysjd * c  any qtvslicjis. v.cat. Uiv rcscarui. please sper„k with Ltnnnut Nanfnrtl, 770-262-0983,
K \W W ti,ivnl& rlL 'i.ej'l'Jrl.' >> 'r fiit* i't t lv  n'j4t i:r.L  w iv i-u r  nl M ere or I <iiivc:*.i:yI Hr. K e lly  R e f l i j ,  
at 4 7 8 -J h  I-53-S9 c  r : I ii:t_k c a, iu - • jer.ew: 1;

A BdiglB PiB E
B y  a g ree in g  to  rurticipa l .• in this stu d y . v ;u ura ol ■*> s o w i n g  n h e  luuliti i..|iini« irf llw  la e e  n»- 

fa ce  in d iv id u al and towns group in terv iew  s

T b U p n jje v t  l»w Irv.-n i t fv ,s v c i :  and t>y .V e i.-e i L :t iv c :» ily '» IKH «f yo u  i d i e v s  thrri*

is  any jn fr itg c n tc n i u p o n  y e a r  r igh ts c.s a rcswuro.t su b ject. y o u  m ay com ,tut l i e  IKK c t u t a ,  a  
( W t  331-41 :>l.

Y o u  have been g i n r .  the opportun ity  »  ask q u es ti»R i and incse neve rwen jn s w e n s l ic v « u  
sau sracto n . Y e a  stguacuc b d o w  indicates v c . ir  ■ •o iin -n r- iig rvvm eni i:r p u n ic iji.a e  hi ib is  

rvstmrch stuuy.

Signature ct'Research fi.niwipun: I JjIw

r'articirKKvt S am e i f 1 lease ?ritn>

-L.-A-i..‘ - s i - 1t -  '■ 't. C ■ - V,
SDnaiuft of lJei > or U ’!.H:i:iiL'|td.i: .m

,>ate

'.'au


