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ABSTRACT
This qualitative case study described the characteristics of science teachers in a high
poverty urban middle school whose 2010 scores on South Cé@sdiabmetto
Assesment of State Standards (PASS) ranked second in the Biati@ waobtained
through classroom observations, ofgrled interviews, school documents, and
photographs taken inside the school from ten participants, who were seven science
teachers, a scienceach, and two administratorkindings revealed school culture that
pursued warm and caring relationships with students while communicating high
expectations for achievement, strong central leadevghgrommunicatedheir vision
and continuously cloked for its implementation through informal conversations,
frequent classroom observations, and test score analysis. A link between paréicipants
current actions and their perception of prior personal and professional experiences was
found Participantselated their classroom actions to the lives of the students outside of

school, and evidenced affection for their students.

Descriptorsscience education, poverty education, kigiverty highperforming schools,

effective teacherdurnaround schoolgognitive-perceptual theory
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CHAPTER ONE: INTRODUCTION

The primary purpose of this qualitative case stwdgto explain the success of
science teachers in a low performing, high poverty urban middle school in South
Carolina. Usinglata frominterviews, observationschooldocumend, and photographs,
the regarcheinspecedthe data fodescriptivethemegelated tathe philosophiegprior
experiences, and classroom practices of science teadrresschapter presgedthe
problem statement, the purpose, #melsignificanceof the studylistedits guiding
guestionsand summarizethe limitations It discussed thbackground and the context
for the studyincluding the statés poverty levels the academiachievementor students
living in poverty, and statend federainitiatives towards reducgihe achievement gap.
Definitions for terms used in this study cldsbe chapter.

BACKGROUND

The background for the study included poverty levels in South Carolaté(idl
Center forEducationStatistics 2008), the achievement gapuguste, Hancock, &
Laboissiere, 2009; Madigan, 2009; South Carolina Statistical Abstracts, 2010; Wong,
2010),state and federal efforts to overcome the impact of low levels of family income on
student achievement (Sanders, Askins, Kaur, & Pawloski, 20@;Department of
Education, 2002), and annual testing in all grades to measure academic achievement for
all students (South Carolina Department of Education, 2010).

Poverty Levels

In 2009 17.2% or 129,000 childreri 87 years old in South Carolinaédin
families whose incomes were less than the federally defined poverty |leater{al
Center forEducationStatistics 2009). The Census Bureau used income thresholds that
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varied by family size and composition to classify individuals at povertysidiased on
the United States Office of Management and Budget Directive 14; in 2008 the poverty
level for a family of four was $21,500 (2008 HHS Poverty Guidelines, 2008). When
family incomeswereless than 130% of the federaligfined poverty level (US
Department of Agriculture, 2009), their childrerereeligible for free or reducegrice
lunches (FRLs); as a result, the number of students eligible for federally subsidized
school meals (FRLs) approximdtthe schodks poverty level (Caldas & Bankstat95;
Kerachsky, 2010). The eligibility of over 82% of the students at the site school for FRLs
wasone and a half times the average in South Carolina (NCES, 2008; State and County
Quick Facts, 2010).
The AchievementGap

When family income levels weresed as criteria for analysis, significant
differences in student achievement were found (McKinsey & Company; 3d0@deret
al, 2009). Although the economic achievement gap has been reported since the late
1960s (Marzano, 2003; Marzano, PickeringP&llock, 2001), little progress has been
made in reducing its siz&(@gusteetal, 2009; Bainbridge & Lastley, 2002; Haycock,
2009; Madigan, 2009 ation®Report Card 2001; South Carolina Statistical Abstracts,
2010; Wong, 2010 Doug Harris, in an angdis of more than 60,000 schools prepared
for the Harvard Achievement Gap Initiative, concluded that students in low poverty
schools were 22 times more likely to have consistently high achievement than students in
high poverty schools (Harris, 2007).

Thescores on the National Assessment of Educational Progress, a criterion
referenced test considered to be the néioeport card, confirmed the gap for 2005,

when the most recent data were collected. National Assessment of Educational Progress
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scores inttated that in South Carolina, where slightly more than half of the students are
eligible for FRL, only 14% of eligibléorth grade students were proficient in reading
compared to 39% of students from low poverty families. National Assessment of
Educatioml Progress science test score results indicated that only 37% of edigitule
grade students in South Carolina scored basic or higher in science, while almost twice
that number of nowligible students scored (71%) in the same range, according to Elena
Rocha and Amanda Sharkey of the Center for American Progress (2005). South Carolina
scores on the National Assessment of Educational Progress science test were similar to
national averages fa@ighthgraders, which were 36% and 70% respectively, indigai
national achievement gap as well as a state achievement gap (Rocha & Sharkey, 2005).
State Efforts to Reduce the Achievement &. University and business
alliances, the State Department of Education standards, and federal government mandates
were amag the efforts to reduce the size of the achievement gap. In South Carolina,
efforts to overcome the negative impact of poverty on student achievement included
universitylevel teacher preparation programs, such as the Center of Excellence at Francis
Marion University preparing teachers for high poverty schools, and the Midlands
Education and Business Alliance, which organized a seminar to increase t@achers
understandings of poverty and its affect on achievement (Midlands Education & Business
Alliance, 2®@7; Sanderstal, 2009). The State Department of Education has assisted
school districts in developing subjesyiecific and gradspecific standards for classroom
instruction, standardlsased assessment, and agendas for professional development on
pedagagies that promote student achievement. Although the State Depasmekoits
were not specific to children in poverty, efforts to improve the achievement helped all

students, including those whose achievement is impacted by padecdiygchild, 2003;
3



Barnett, 2006; Barnett, 2010; Sandetsl, 2009; South Carolina Department of
Education, 201D

Federal Efforts to Reduce the Achievement &p. The federal government
provided Title | funding to help increase student achievement in schools with 55% or
moreof their students eligible for FRL (U.S. Department of Education, 2002). Initially
authorized by the Elementary aBdcondary Education Act of 196%authorized in
2001 by No Child Left BehinNCLB) to provide material and personnel resources for
innercity schools and rural poverty schools. The site school, which qddbfidTitle |
funding Southwood Middle School, 2011)as used Title | funds to purchase computers
and SMARTBoards for atost every classroom, to establish tutoring services, and to
provide high quality professional development, according to Katihbins the study
siteds assistant principal (May 2010).

Although initially in the late 1960s the impact of Title | funds lba &chievement
gap was inconsistent, significant reductions in the gap were realized in the 1970s and
1980s as TitleG complex regulations bao& better understood (Grissnetial, 1998;
Smith & ODay, 1991). Although an apparent stagnation of the aehient gap during
the 1990s forced some to question the benefits of Title I, it wasded as part of the
No Child Left Behind (NCLB) Act of 2001, which includedditional mandates on
schml systems that directly impactéus study.

Using the pursstrings of the federal government in an effort to improve
educational quality and reduce the achievement gap, N€yHiredall schools to
demonstrate AYP of all students towards grlde| proficiency in reading and math by
2014 (U.S. Department of Edummn, 2002). The inclusion of all subsets of students in

the calculation for AYP, including those affected by poverty, limited proficiency in
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English, learning disabilities, and other mental or physical difficulties «t¢atgh
challenges for certain Bools to demonstrate AYP, especially those with large numbers
of one or more of those subsets of students. pEneentage of studentsquired to
demonstrate AYP increagas 2014 approactgthusincreasing thelifficulty of

obtaining AYP. The likehood of continuing to be labeled asfailing school, such as the
site schoolijncreased with each passing y@dealy, 2008; U.S. Department of
Education, 2002).

According to Title 1l of NCLB, all schoolthat did nodemonstrate AYP fack
increasingly stbngerconsequences, including loss of students and restructuring of the
school by the judicial systeridilure to meet AYP goals, 2010; Barnett, 2006; Barnett,
2010; Johnson & Fargo, 2010; Mapping South Car&ikalucational Progress, 2008;

No Child LeftBehind Act of 2001, 2002)When a Title | school fadto meet AYP for
two years, the governmemandated the developmentasf improvement plan that
focusel on the needs of students from low income familiesluding free tutoring and
other forms of a@demic assistang€ailure to meet AYP goals, 2010).

Title 1l required local school districtto assist the failing schoolm!| an 6 s
implementation by providinggansportation for students who chose to attend other more
successful schools. After failing meet AYP for three years, Title 1l requirschool
districts to hire a statapproved agency to supplement the sofsoediucational services
with tutoring and other remedial services (Failure to meet AYP goals, 2010). After four
years, Title 1l requied staff replacements and curriculum changes (U.S. Department of
Education, 2002).

After five years, théocal districtunder Title llhad to choose among several

actions regarding thiailing schooj those were school closure and conversion to a
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charteror magnet schopteplacement of thentire faculty and staff, or tharing of a
stateapproved entity to assume control of the school (Failure to meet AYP goals, 2010).
The study sitevas closed in June 201lityeopered in Augusf011 as a magnet sablo
for the arts fogrades 68 (Bagley, 2010). In a personal conversation in May 2010,
district superintendent Bagley explained that the magnet school included students from
more affluent areas, thus decreasing the poverty level of the students, as lolgtimeir
eligibility for FRL.
State Achievement Testing

The study site was one of nine failiaghools in a school district that inclubtle
fifteen schools, no successful middle schools, and among 63% of South Carolina schools
that failed to meet AYP in 2010 (Mapping South CardBreducational progress, 2008;
State Report Card, 2008;South Carolina State Department of Education, 201Q@)seBeca
NCLB allowedeach state to define proficiency levels; comparisons among ktatkEess
meaning than withistate comparison$i(ll, 2008; Wong, 2010 Among the reasons
offered to explain South Caroli@ongoing difficulty in making AYPwasthe stéets
decision to set its standards higher than 47 other sBaesdtt, 2006; Barnett, 2010;
Hull, 2008; Peterson & Hess, 2008The 2008009 national average wédg8% schools
meeting AYP and 50.2% in South Carolikey@, 2007; AYP Results for 2032011,
2011; Duncan, 2031 The implementation of a new test of student achievement, the
Palmetto Assessment of State Standards (PASS), in 2009 with slightly lower
requirements for proficiency than previous state tegsexpected tancrease the
number ofschools meeting AYP. Until 2009, no middle school in South Carolina was
able to demonstrate AYP (South Carolina State Department of Education, 2010).

Although not included in AYP calculations, science testing was a part of the PASS.
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Background Summary

In summary, the background for this study was the existence of poverty in South
Carolina schools and its impact on achievemémdicators such as the NAEP provided
evidence for an achievement gap between students eligible for FRL and those who were
not eligible for assistance. The NAEP data revealed significant differences in the scores
of students whose families had low incomes and other students. State initiatives for
reducing the gap included universligsed institutes and business alliances thaigedv
information on teaching in high poverty environments. Federal initiatives included Title
| funding and graded consequences for failing to meet AYP. NCLB mandates to
demonstrate academic progress resulted in the lowering of standards for proficiency

PROBLEM STATEMENT

This case studinvestigatechigh achievement amonmygiddle schookcience
studentswhose scores on tl2910 Palmetto Assessment of State Standards (PASS)
scienceest rankedhigher than thecores ofll other reporting middle schoatscept for
onein South Carolina. The success occurred despite the fact that over 85%itd the
schoobs students livein families whose incomesereless than 130% of the federal
poverty level. Bainbridge and Lasley (2008jddle (2001, Heck (2007))ngersoll
(2001), Salas (2011y,anderhaar, MuiioandRodosky (2003)observed thattadents
living in povertyweremore likely to receive failing grades, lower test scoaesl, tolag
behind students from more affluent home&slinwood (2011), Jensen (@05),and
Ingersoll 001)reported that they wetevice as likely to have teachers with little or no
experience Contrary to those reports, the students at the site school exhibited high
science achieveme(itieadlines, 2010)Incomplete understanding$ the classroom

actions and descriptive information of their teachers motivated this study.
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The need to understand the success of the science teaelsersre compelling
in view of the overall struggle of the school. Although Title | funds supported the
purchase of equipment and supplies, and financegborg professional development,
thesiteschool never met AYP requirements since the inception of the NCLB Act of 2001
(South Carolina State Department of Education, 2010yadtlassified as a faili
school under federal guidelinedosed in June 2010and themeoperdin August 2011
as a Magnet School for the Arts (Bagley, 2010). fdinaber of studentgom families
living in povertywasexpected to decreadee to an influx oStudentsrfom more
affluent neighborhoodsccording to the district superintendent (2010).

Although most of the scho@l teachers demonstrated only mediocre success in
overcoming the challenges of educating large numbers of students living in poverty, the
sciencedepartment evidendeemarkable success. Its succe@ssmore notable in view
of thegeneral lack ofelated background knowledg®at is important for learning
science concepts; according to Conger (2005) and Marzano (80id9nts living in
poverty gaerally do not have opportunities to acquhat prerequisite informationn
summary, this studgxtended research understandings of effective science teachers in a
high poverty middle school in South Carolina. While much research has linked poverty
to low achievement, not enough has described high achievement among those living in
poverty, particularly in an urban middle school in South Carolina.

PURPOSE STATEMENT

The purpose of this case studgsto provide arich description othe
philosophies, clssroom actions, and instructional strategiesffective science teachers
in a high poverty middle schga secondary purposes to describe the site sch@ol

leadership and environmenthe researcher collected data through classroom
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observationsinterviews,schoolobservations, anghotographs untiflata saturatiowas
realized (Bogdan & Biklen, 200,Ayith theintentof extending curremntesearch
understandings of effective teachyshe environment of aigh povertymiddle school
facing restructuring under NCLB.

The researatr purposed to compare descriptive data to commonalities of other
effective teachers in high poverty schodldcDermott and Rothenberg (2000)dIay
(2002), Reeves (2009), and Tableman (20@t¢d theiflexibility, ambitious outlook
toward achievement, a goal orientation, professionatemmunicatios of high
expectations, an emphasis on literanylassessmesiased instructignwhile Gorski
(2007, Habermar(1995, Halverson, LeeandAndrade(2009, ard Spivey( 2006)
reported teachedefforts to build personal relationships with studentsy eeplicit
teaching methodfforts toconnect student experiences to instructamareness of
student needs, praions forclassroom experiencés extend basigeneral knowledge,
confidence in their teaching abiljtgndcertainty ofstudent8learning ability In
addition to noting those characteristics in the data, the researcher also described
connections between professional development dppities and classroom success,
becausef reportedongoing, highquality professional developmeatongsuccessful
high poverty schools (Blue Ribbon schools, 2006; Dattiiagnmond & Haselkorn,
2009; Goldenberg & Gallimoréd991).

The data for common &ssroom strategies or pedagogiesinspectedKoehler
& Mishra, 2009). Although researchers have noted a variety of effective instructional
approachesQarter, 2000Johnson2007; Knapp, Shields, and Turnbull, 1995; Reeves,
2003) constructivist teachg methods preceded by explicit teachiveye found to be

effective in allowing students that lack background information to develop deep
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understandingsCarter (2000), Reeves (2003), and Smith, Bre@ken, Klebanov and
McLanahan (as cited in Marzano,@) cocluded that enstructivist methodeere
relevant for teaching students living in poverty, who generally do not possess prerequisite
knowledge critical fosciencdearning The data related to classroom instructional
strategies in this study inclad descriptions of teachéefforts to remediatstudent
deficiencies in background knowledge.

The researcher also purposed to describe teagtelssophies toward their
students at the site school ahdir understandings of the influence of prior exences
on their thinking due toSchmidés (1990)conclusions that teachéideologies and
philosophiesseemed to drive thealassroom practicedn summary, the purpose of this
case studyvas to describe the philosophies, background relevant experiences, classroom
actions, and instructional strategies of science teachers and then to compare them to
current research understandings.

SIGNIFICANCE OF THE STUDY

The significance of the studyasboth practical and theoreticdls practical
significancewasthe extension of current understandings of effective teaching to the
successful teaching afiddle school studentwing in poverty (Haberman, 1995;
Halvorseretal, 2009; McGee, 200 Reevs, 20®, and Spivey, 2006)It is the teachers
and principals working with individual children and their families who ultimately make
the difference (McGee, 2@ Research conclusions related to effective teackarg
needed for all types of learning communities; no single teaching model can possibly
apply to all schools in every type of community, due to content variations and student
differences (Willms, 1992)The researcher provided ddiased conclusions for angile

type of learning community with this studyAmong the expectations were the possibility
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of assistindess effective teachers through some form of professional developnnt
enhancing the understandings of all teachers regarding the academicfretedsrds
who are living in poverty. Because students living in poverty was one of thgrcups
of students included in calculationsazfequate yearly progresSYP), the researcher
view understanding their academic needs as a practical way to @alphibo(U.S.
Department of Education, 2002).

The identification of commonalities and specific characteristieffettive
science teachers coudsistschooldistricts in making hiring decisions and improve the
quality of teacher training programstheé statés universities Indirectly, the studgs data
supporedthe science achievement of students whose backgroaredyg included
enriching experiences to support their learning, siscbcoutingtripsto museurs,
summer camp, a@ommunity recreatinal activities (Conger, 2005).

The theoretical significance of the stuags the application afognitive
perceptual theory, which posits that Gactions and thought patterns are heavily
influenced by understanding of events in the past (Bruhn, 1@898)modern
phenomenon Cognitiveperceptual theorgosited dink between a sense of
responsibility for othe®well-being and on@ innate personal characteristics and prior
experiences (Bruhn, 199Bgerguson, 199&:erguson, 2003; Monroe & Eppersdso4;
Schacter & Thum, 2004). This studydata was analyzed for links between teaéhers
philosophies and classroom actions to their perceptions of their personal experiences.

GUIDING QUESTIONS

Theunderlyingquestionof this case study waBWho arethese teacherg?That

is, the researcher intended to describe ttteracteristictheir philosophiestheir

thought processeaguiding their actionsand the environment of their school. The
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research questions loosely focused the case study, duesiméingent and evolving
nature of qualitative resear@iarshall & Rossman, 2010; Yin, 2009According to
Bogdan andBiklen (2007) case studies are uniquely capable of deep discovery; tbus, th
researchelisted guiding questions, rather than narrow and closed research questions.
Chapter 2 discussed the guiding questions and related them to specific research
observations.
1. How, if at all, did the teache@dackground experiences and professional training
prepare them to teach in a high poverty science classroom?
2. What ideologies and philosophidsl the teachers have towards their students?
3. What, if any, classroom actions depigteacherdphilosophies towards the
students?
4. How, if at all,did the school environment and culture affect science achievement?
DELIMITATIONS
While the studis limitations were the subjectivity of the data and geographical
and social factors, the delimitationgre its fallible single human researcher (Bogdan &
Biklen, 2007) and one group of teachers at one schida. study focusgon science
teachers at only one public middle school, because aetenthgradestudenséranked
in second placen the stat@ annual test of state standards, taérettoAssessment of
StateStandards (PASS)The statés top ranked middle schib@as not selected because
it wasa smallmagnet schoqlSouth Carolina Department of Education, 2010); its
selected group of studentmsunrepresentativef the statés typical studentsaccording
to GregMacDougall,the past regional president of the National Science Tedchers
Association The top ranked school ¢hanly 21 seventh graders, while the site school

had155 the third andourth ranked schoolsad61 and 97 seventh graders, respectively
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(South Carolina Department of Education, 2010). Although the third and fourth ranked
schoolswerepublic, nonmagnet schools, thesizes,and rural locations limédthe
transferability ofthis studys results Low scoring schools/erenot selected, because the
focus of this studyvasthe characteristics of successful teachather than @omparison
of successful and mediocre teachérke primary reason for choosing the schwakthe
opportunity to study its science teachers who are effective in spite epbigity levels
the math and reading scomsrenot remarkable (South Carolina Department of
Education, 2010) It wasnot the only high poverty middle school, for all of thp fwe
ranked schoolBadsignificant poverty levels over 70% (South Carolina State Department
of Education, 2010). This selection of a mside noamagnet school alloadthe
possibility of greater generalization from its conclusions; most schools dawet
carefully selectedtadent body. Please see Tabl®#ddetails on the topanking schools.

The focusvasmiddle school science primarily because the researainer
taughtscience in the same school distrisdderstod science and ldeaccess to the
school The study focusvasscience, rather thaall subjects, becauseience scores on
the PASS distinguisgdthis school above all schodSouth Carolina State Department
of Education, 2010).

OVERVIEW OF THE STUDY

This studywasa descriptive case study of the characteristics and philosophies of
effective science teachers in a high poverty middle school in South Carolina. The urban
school hd failed to demonstrate AYP under No Child Left Behind (NCEd)any
single year since the 2@ implementation of the NCLB law; it was destined far re
structuring at the end of the 262011 school year (NCLB, 2001)n conjunction with

continuing failure to meet AYMoweverthe schodls sciencescores on the PASS
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ranked second in the stgt&outh Carolina Department of Education, 2Q1®possibly
intriguing event inview of the traditionally lower performance of students from families
living in poverty, compared to other students (Achievement Gap, Zyissmer,
Flanagan, & Williamson, 1998gnsen, 2005
Methodology

The studys methodology includeinterviewswith teachers and school
administratorsinspection oschool documentgbservation®f scienceclassrooms and
their teachers, andspection ophotographsnade by the researchatrthe site school
Test score data was used to describe the site school and the participants; see Chapter 3 for
discussion of test scores

The selection criteria for the participants resemibie criteria used by L. J.
Santamaria (2009) in a quatitee case study of the pedagogical practices of teachers in
high-poverty elementary schools. Tpeesent study, like Santamas&009 study,
involvedscience teachers whose studdradhigh levels of science achievement and
lived in families with income near the poverty level (Santamaria, 20@8adlines,
2010; State and County Quick Facts, 2010). The effectiveness of teatheist
Santamarié study and the present study was contrary to expectations of low
achievement among students livinghigh levels of poverty (Reeves, 2009)ata
analysis revealdcommon characteristics, practices, and philosophies of the science
teacherandsuggestdan explanation for their effectiveness. The goal of the suady
to extend research understandings rel#eeffective teaching to the middle school

science teachers in a high poverty school.
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Research Fan

Following the receipt of thaniversitys Institutional Review Board (IRBY
approval for the studyAppendix A and the school districa permissiorfAppendix B)
the researcher begdata collection The site scho@b assistant principahapped out an
observation schedule and introduced the researcher to the teachers; subsequently, the
researchemet withthe teachers, invitethemto participategave thema copy of the
study®s purpose and goaland requested their signature on the consent @amnett,
2008; Freedman & Appleman, 2009; Udesky, 2010). Their responsibilities during the
studyweredelineatedn the consent form, including allowingetresearcher to enter
their classrooms, commitment to interviews with the researcher, review tite data
accuracy, and respondgamail communication Information regarding their
compensationvasprovided; specifically, each teacheas offeredb25.00per hour forup
to four hours of participation (Appendix)C

During the first week, in a meeting room at the school, some exploratory
interviewing of the teachers occed, using the first interview ptocol as a guide
(Appendix D. Classroom observatiomecurredduring the next three weekssing the
observation primcol as a guide (Appendix) EDuring thefollowing weeks, the
researcher interviewaddividual science tedners and school administratpusing the
interview protocols as guide3.he inteview transcriptios werecompared tavritten
notes recoredduring and immediately following each intervievill datawerestored on
the researché& personal laptgacked up on dedicatedSony memory stickstored in
binders and housed in a privatabinet During the data collection, the researcher
photographed relevant parts of the school, maintained an audit trail, wrote reflections,

accumulated memos of the site, and communicatedwiailewith participants.Finally,

15



participants reviewed arapproved all transcriptions and hal opportunity to inspect
the set of codes.

The initial phases of data analysis bag#uring data collection, witan inspection
of the data for major themes that appeared in it. In subsequent anaysigijeaed
coding system satirelated data arourgkveral preliminarghemes. Continued coding
found connections among the initial themes, resulting in a reduction in the overall
number. A descriptive data chart further organized the components of all the tlheches
connected them to the guiding questions of this study. €3tetsstics revealed the
relative strengths of each them&s conclusionsvereformed colleaguesvereconsulted
regarding the logic of theéata analysis, with a complete disgaa in Chapér 4

DEFINITIONS OF KEY TERMS
The following termavereusal in this case study.
1 Adequate yearly progress (AYP): a stdegermined criterion of proficiency,
based on math and reading scores on annual standardized testsCLB

allows individual states to define performance levels that define proficiency and

assist in the determination AlYP (Barnett, 2006; Barnett, 2010; No Child Left

Behind Act of 2001, 2002; Peterson & Hess, 2006

1 Free or reducellinch: (FRL): thistermrefers to school meals that are provided to
students in the schaslcafeteria during school hours at a governrdetérmined
cost. The researcher usetigibility for FRL to define students living in poverty.

Eligibility wasbased on household imme being less than 130% of the poverty

level, which was defined in 2010 at $22,050 for a family of ftnmgme

eligibility guidelines, 2009
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1 High-poverty highperforming schools (HP/HPEchools in whiclover 70% of
the students live below the povergywél, which was $22,050 for a family of four
(Income eligibility guidelines, 2009nd over 70% of the students score in the top
third on annual state standardized tests (Reeves, 20086)site school was a
high poverty school.

1 High-poverty lowperformirg schools (HP/LP): these schools resembled HP/HP
schools with respect to the percentages of studigimg below the poverty level
however, less than 70% of the students score in the top third on annual state
standardized tests (Reeves, 2005).

1 No Child Left Behind Act of 2001 (NCLB): The federal lantended taclose the
achievement gapased on studeriitamily income levels.NCLB reauthorized
Title 1, which originally wasenacted in the ESEA of 196& improve the
academic achievement of disadvantaged students. Tleelstel was Title |
middle school.

9 Successful: this term refers to a scor@aificientor higheron the PASS, the
annual South Carolina standardized test administered to middle school students
A successfusciencaeacher hda majority of studentscoringat the levebf
Proficientonthe sciencesubtest of the PASS

CHAPTER SUMMARY
This chaptempresented the problem and the purpose of this study, discussed its
significance, and described the background and context for the study. Although the site
schoolwasundergoing restructuring under NCLB, sciest@dents defied expectations
for low achievenent in a Title school. Theseventhgradestudents scoresecond

highestin the staten the 2010 test of state science standards, the PASS.
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Theproblem that this case study addeglswas an incomplete description of the
teachers who enabled studedhi@vement, including their philosophies, their ideologies,
their related personal experiences that shaped their thinking, and their classroom actions
that evidenced their philosophies towards their students. Teiputpose of this case
studywasto describe the characteristics of those science teaenerthe school
environmenthatwere apparently tated tostudentachievement

Thestudyds significancewas theextension of research understandingscerning
effectivemiddle schooteaching in an urban Title | middle school. Thethodology
consisted of acquiring data througtarviews, classroom observatiotest scores,
schooldocumentsand photographis asearch for commonalities among the teachers
(Trochim, 2006 Yin, 2009. Limitationsof the studyincluded the human qualities of the
researcher and participantshile thedelimitationswere the inspection of only one
content area at one school in one staith no andysis of peer interactionrsmong the
participants

High unemployment, high levels of poverty, undehievement by students
living in poverty, and an egoing achievement gap formed the background for this
study. Federal and state mandates recognized the achievement gap, requiring
increasingly higher annuldvels of student achievement and structuring graded levels of
consequences for failing to demonstrate improved student achievement. The review of
the literature in Chapter 2 found gaps among research conclusions regarding full
understanding and completescriptions of effective tehesdclassroom actions and

their philosophiesowards students living in poverfRothman, 2009)
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CHAPTER 2: LITERATURE REVIEW

The purpose of this case study was to describe the philosophies and actions of
science teachers a high poverty middle school in South Carolina and to examine the
characteristics of its environment and leadership. The sshaigh scores on the 2010
PASS science test compelled the investigation, due to tlie Sigh level of poverty.
Contraryto research conclusions linking low achievement directly to economic levels of
studentéfamilies, the scores @eventhgrade students at the site school ranked second in
the state.

INTRODUCTION

The literature reviewegan by investigating Cognitiseercgtual Theory, which
formed the studis theoretical basisSubsequent sections in this chapter focused on
povertys effecton studenachievemenand the qualitiesf teaclers and leadeiia high
poverty schools Because the site school was a national demonstration site for
Achievement via Individual Determination (AVID), theview of the literature explored
links between that curriculum and achievement among students living in poverty. A
review of South Carol@s assessments of middle school student learcamgluded the
chapter.

COGNITIVE -PERCEPTUAL THEORY

Cognitive-perceptual theory suggests a relationship between autobiographical
memory, personality, and present events. According to Bruhn (1990), ayragdiccal
memories generally have the foriihyemember one timeo..Personality heavily
influences the perception of past events. An individdualemories reveal the kinds of
events that are important and can explain interaction with other peopletioAdlly,

memories reveal expectations that influence perceptions of similar events that occur in
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the present. Although an objective reality exists, personal perception of reality is
impacted by on& past experiences of the objective reality. A teashmarception of
both the past and the present influences the expectations, which in turn influence
behavior during the everE¢rguson, 1998; Ferguson, 2003; Fromberg, 1977; Sweet,
Guthrie, & Ng, 1998
Links Perception to Behavior

Cognitive-perceptual theory explains behavior as the interaction of an
understanding of the context, a system of values, a priority structure, and the intellectual
capacity to understand the needs in the situakost{ Greenwood, Schloss, & Hurlbut,
20(2). Cognitiveperceptual theory is a part of contemporary emotion theory, which
relates the intentions of ogeefeelings to on® perceived beliefs and judgments
(Campbell, 1997).

An empirical test of cognitivperceptual theory accurately preédbehaviors in
prisonergdilemma games, in which participants demonstrgteater concern for othérs
needs than their seilfiterests (Moore, 1996). #econcempirical test of the theory
explairedthe cooperative behavior between French and German soldiessholes
during World War 1, in which they purposefully fired over each othleesads (Moore,

1996). Postetal (2002)applied ognitive-perceptual theory to discussions of altruistic
behavior in generaivhile MonroeandEppersor(1994) andMoore (1996)used it in
discussions of altruistic fitical behaviors in dangerous situations, such as the behaviors
of the Dutch towards European Jews in Nazi Europe

The range of applications for cognitiperceptual theory has included attempts
to explain hatility among people groups, humor, and artificial intelligence, in addition to

connecting the theory twltruistic behaviors Cognitive-perceptual theory was used in
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explanations of perceivdwbstility between groups, ans vs. ther@mentality,and its
promotionby national leader@erouen, 200l Cognitiveperceptual theoryelateal the
perception of funniness to mental perceptions of incongruities (Lowis, ;2003)
additionally, it wagmportant in the development of machine learning and artificial
intelligence, in which perceptiowaspart of a cycle between memory and action
(Cutsuridis & Hussain, 2011).
Links Perception to Classroom Pactices

Cognitive-perceptual theory has been linked to teacher behaviors, asGuesil.
andHopkins(2006)included the theory in their discussioneairly reading instruction
andMcWhinnie (1970)used it in promoting art educatioBoth Ferguson 1998;2003)
and Sweeetal (1998)used the theory to relateachesdperceptions of student abilitg
studentachievement Ferguson (2003) concluded thiaatperceptions and expectations
interactto perpetuate the BlaeWhite test score gamvhile Stipek(2002 observed that
teacher8optimistic expectations for studeatatures motivatedhemto demonstrate
care, concern, and interest in their studeitgplying the same link between perception
and behavior, LadseBillings (2001)noted that the value systemseffective teachers
motivates thento become personally involved with their workdather students
Chapter 4 discusses a connection between thisGtddya andognitive-perceptual
theory.

POVERTY AND STUDENT ACHIEVEMENT

The effect of living in povertyaccording to Ruby Payne (1®%ignificantly
impactsschool learning.Large expenditures of energy involved in meeting basic needs
have depleted the reserves needed for fulfilling intellectual needs of the child living in

poverty. Although school systems used eligibility for FRL to define poverty, Payne
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(199%) noted that peerty described or@e location in a complegontinuum of financial
independence, emotional resources, support systems, relationships/ role models, and
knowledge othehidden ruleof society Teachers successful in increasing the level of
the childis emotional resourcesan energize the learning process and assist the child in
working towards selactualization according to Payne (169

Test Score @ita

Hochschild (2003)inked poverty to low achievement, as well, noting that
studentéincome levelslirectly impacedtest scores Increases poverty levels resulted in
lower test scoresState and national assessments consistently egfdovter scores for
students living in poverty than for other stude@suth Carolina PASS scores, 2010).
2008only 15% ofSouth Caroliné eighth grade students from lewcome families
scored proficienin math andnly 20%had reading proficiency. In contrast, over half of
the statés eighthgraders were proficient in math, and 35% were proficient in reading
(Mapping South Carolirta Educational Progress, 2008).

Coinciding withSouth Caroliné reports ofow test scores for students living in
poverty, a middle school in Texas received national recognition for its stddents
achievement. In awarding the 2009 Broad Prize for Urban Education to the Aldine Texas
school district for significantly narrowing the achievement gap, spokesperson Erica
Lepping statedfithere is no statistical correlation between family income level and
student achievement in Aldine, TerdBPascopella, 2009). The same apparent absence
of a correlation between family income and science achievement prompted this case

study of achievement atregh povertymiddle school in South Carolina.

Test Taking Behaviors
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AlthoughLynchetal (1996) called poverty status the most powerful factor
affecting school performance and learning motivatiba,conclusions dfee, Fradd, and
Sutman (1995)evealedhat factors associated with poventpt poverty itselfwere
responsible for lowtest scoresFollowing observations dfignificantly higher levels of
distraction during testingHowse, Lange, Farran, & Boyles, 20Q&e, Fradd, & Sutman,
1995) and reduced abilities to focus attention on an assigned task (et@alsz003)
Jongyeun (1999) suggested a link between low levels of awareness of educational options
andlack of achievement motivation. Jongyeun (1999) concludedlistaactibility
during testtaking and poor attitudes towards school could be improxgudtargeted
information. Howseet al (2003)notedthat teachers must continually search for better
instructional strategies that focus children on learning, while providing extensive on
going remediation.

Impact on Science learning

Noble, Norman, ad Farah (2005¢xtended the discussion linking poverty factors
to school achievement, by observing the limited background experi@nddswer
language skills of children living in poverty. Those factors impastéshcdearning,
with its associated vocabulary requirements and demandbdtnact understandings
The student@lack of experiences related to science and delayed language skills
apparently limited their science achievemeutording taNobleetal (2005),and helped
to inspire this case study to pursue its exploration of high science achievement by

students living in poverty.

INSTRUCTIONAL STRATEGIES IN HIGH POVERTY SCHOOLS
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The conclusions of Howsatal (2003), Jongyeun (1999ndLeeetal (1995)
suggested the need for specifistructional skillghat improve thechievemenof
studentdiving in poverty, who tend to have highetes of distractibility, lower
achievement motivation, and decreased ability to foéleterman (199Inrecommended
thatteachersliscontinue their strategies that consist of forcing students to complete
worksheets and follow school ruleshich he called thépedagogy of povertand
challenge students to higher levels of critical thinking and achievement with rigorous
instruction.

John Steinbrink and Robert Jones (1993) found a relationship between the
effectiveness of instructional strategies and studestsnomic backgrounds. In a
guantitative study on students living in poverty, the researchers concluded that studen
achievement was significantly higher using cooperative test reviews and study guides,
rather than teachdacilitated whole class reviews. Secondly, teacher modeling of study
groups improved studerdserformance, whose deficient study skills were satggkto
be due to lack of parental support, students-atteool jobs, requirements to care for
young siblings, and crowded housing conditions (Steinbrink & Jones, 1993).

AVID

A curriculum providing both rigorous and challenging instruction as well as
important information for children living in poverty, accordingSapp(2006) was
namedAchieving via Individual DeterminatiofAVID). Research conclusions related to
AVID informed this study, because thiee school was named a national demonstration
site for AVID in 2009 according to the school distristweb site (http://anderson5.net).
AVID G requirements for critical thinking, provisions of career information, and

investication ofcollege options havaddressed the knowledge deficiencies that
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characterize students who live in poverty (Black, Little, McCoach, Purcell, & Siegle,
2008).

Begun in 1980, AVI@Ds primary mission was to serve the typically and
historicallyunderserved students in the academic middle range, especially children from
low-income families, rural, or minority families, according to the organizé&iweb site
(www.avidonline.org). This schootbased academic elective class for grades 5 through
12 uses the formulagor plus support equalsuccess, terms not generdihked to
students living in poverty, to promote academic achievement (Achievement Gap, 2010;
Sapp, 2006).

AVID & rigoious strategies and construction of stugeather relationshigsave
guided students to become more accountable for tbleiexeement An integral part of
the AVID program was twicgveekly tutoring in all core subjects, by both the AVID
instructor and idependenthifunded college students, for all students in AVID classes.
AVID G writing, inqury, collaboration, and readirgjrategies have improved studénts
language skills, developed critical thinking skills, and sharpened inquiry a&dtgding
to the school district web site (http://andersonson5.net, 2010) and the National
Committee on Science Education Standards and Assessment (T@86jnplementation
of AVID strategies, and other instructional strategies that involved students in critical
thinking activities, was noted in Chapter Fasudiscussion of this stud@yfindings.

INSTRUCTIONAL STRATEGIES IN SCIENCE
Apart from the reports of classroom implementations of AVID, the literature
regarding the effectiveness sifiencanstructionalstrategies that advarttéhe
achievement of students living in poverty was inconclusive. Althoesgarch has not

identified instructional strategies that work with every student in every, theess
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strategies that have high probabilities of succeskrayen The following discussion
elaborates on those strategies.

AWedbre not doing all/l t -bhartgingwoer kchildren n s ci en
[ with ineffective science teaching], 0 says
Assessment Governing Boarditloversees the NAEP. One of the critical elements of
the NAEP testisproblem ol vi ng, i nquiry, and applied sc
can actually do with your knowledge, and not just how many equations you have stored
in your braird (Robelen, 2011) A review of the literature found opposing views on what
could be called effective science instruction (Banilower, Cohen, Pasley, & Weiss, 2008).

The traditional view consists of lectures, practice problems, and laboratory activities,
while the reform 1ew is characterized by students working in groups, completing hands
on activities, and structuring information with degrees of assistance from the teacher
(Alic, 2011; Baniloweretal, 2008; Dunkhase, 2003).

I n 2010, the Nat i oniatibnreammenedée Teacher s o
implementation of inquinpased learning, which essentially allowed students to directly
participate in their own learning, with various levels of teacher guidance and facilitation
(Izumi, 2003; National Science Education Standat€86). In apparent support for the
Nati onal Science Teachers6 Association rec
(1991), Klussman (2004), and Spivey (2006) concluded that stadetgred inquiry,
combined with constructivist strategies and peer tugopnomoted high achievement
among students at risk for failure due to poveAjthoughmultiple meansof delivering
effective science instructicexist, thegoalof science instruction is to advance conceptual

knowledge andmpart conceptual learning to young peofBaniloweretal, 2008).

26



Learning science is ultimately about the learning of concafftsile one specific
pedagogy is not necessarily better than anpiognce lessons that actively engage
students in inquirgan be structured by the teacher, instructional materials, or
unstructured student pursuits of information. Any instructional strategy that encourages
students to think about standatussed learning goals and relate them to the real world
can be effectie (Baniloweretal, 2008).

Conceptual Change

Conceptual learning is a cycle of identifying prior knowledge, discovering
misconceptions, and acquiring new understandings. Authentic science understandings
should replace misconceptions and facts can bedni prior knowledge. Learning
science involves understanding the relationship among facts and concepts, as well as the
implications and applications of those facts and concepts. For conceptual change to
occur, according to Posner (1982), students inesbme aware of discrepancies between
their observations and their concept; they must understand the new idea; they must be
able to reconcile the new idea with their own ideas, and they must find the new idea
useful and amenable to further testing.

Identifying Prior Knowledge. Learning theory (Bransford, Brown, Cocking,

1999; Donovan & Bransford, 2005) views students as active processors of information.
The concepts and skills that students bring into the science classroom, acquired from
books, televimn, moviesandexperiencescan either facilitate or impede new learning
(National Research Council, 2003). Instruction can be more effective when students are
allowed to view their prior knowledge, develop new ideas based on evidence, and reflect

on their learning. The last step provides opportunities to grasp the significance of the
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new content and decreases the likelihood that students will revert to their previous
misconceptions (National Research Council, 2003).
By first assessing prior knowledgége teacher can build on it, addressing
misconceptions and misunderstandings along the way. Connections between new
knowledgeandpre x i sti ng knowledge increase studen
that bridges new ideas to existing ideas makes-lermg learning more likely to happen.
One common method is charting strategies (Banil@wal, 2008; Hershberger, Zembal
Saul, and Starr, 2006). Two charting strategies have been effective in not only
identifying prior knowledge but also preparing studdot conceptual learning. The
Know-WantLearn (K-W-L) chart helps students visualize what they already know and
what they want to learn, while the KndvearningEvidenceWonder (KLEW) chart
emphasizes observation, evidence, and further investigationshi}¢eger, Zembabaul,
and Starr, 2006). When students are asked to explain and to raise questions of their own,
teachers can further acceeal208udent sd exi s
Identifying M isconceptions As t he teacher informally a
knowledge, the teacher identifies misconceptions and designs learning activities that
allow students to create accurate scientific concepts. Having students work through
problems with different explanatie and compare the results leads students to recognize
the shortcomings of their explanations and strengthen the scientific concept (Edvantia,
2005) . Reasoning skills can be developed
(Scruggs, Mastropieri, & Oko| 2008) and thus assist the conceptual learning.
Intellectual Engagement
Effective scienceéeaching involves students in meaningful experiences with

important intellectual content. The actual mode of learning may be wlase
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discussions, debates, dirgroup learning, or dynamic teachdirected lecturdAlic,

2011) as long as the student actively thoughtfully considers new information against the
background of prior knowledge. Activities whose goal is to extend intellectual
understanding of an idemotivate student learning; without an explicit connection to a
learning goal, science activities only temporarily arouse student interest. Children learn
science by doing science, but they are motivated when the doing has meaning (Alic,
2011; White & Gustone, 1992).

Inquiry -based Instruction

Science teachers should provide students with the view of science as a process of
constructing knowledge; science is an enterprise, not the mere acquisition of content
(Dunkhase, 2003; National Research Councih30 Science classrooms provide many
platforms for students to collect, interpret, and test data to determine whether it supports
claims. Platforms may be formal debates, written essays, class discussions, or journal
entries (Edvantia, 2005). Theevidkee sour ces can be studentso
information obtained from research.

Inquiry-based instruction, a constructivist approach, is an appropriate strategy that
allows students to see science as a process in which knowledge is constructed. It begins
with students observing, describing, and reflecting on information, orallyvariting
(Barrera, Shyyan, Liu, & Thurlow, 2008). After students formulate questions and
identify their assumptions about data, they use books and other sources to acquire more
knowledge and construct tentative explanations. After testing their explasatith
scientific investigations, students complete their explanations, make predictions based on

them, and communicate their ideas, results, and conclusions to others (Alic, 2011).
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Cooperative Learning

Cooperative learning involves students workingwahe partner or several
students on a specific task. Throwdibcussion with the teacher and peers as well as
reflecting on experiments and other activities, students learn to reason about specific
science content (Alic, 2011). Learning science is ags®in which knowledge is
constructed within communities of likeinded people, thus it is a process that requires
critical thinking, the evaluation of information, the synthesis of ideas, the testing of those
ideas and data by comparing them with exgstimodels, and then developing new models
as needed (Pelaez & Gonzalez, 2002). It provides opportunities for all students to be
actively involved in learning new content and communicating their learning (Vaughn,
Gersten, & Chard, 2000). During cooperailm@rning, teachers group students
heterogeneously to eliminate competition among groups (Edvantia, 2005).
Discovery Argumentation

Discovery argumentation, another way to promote conceptual change, uses cycles
of modelbased reasoning called bridging lngges. The strategy introduces a target
situation in which studentso6 initial intui
target situation is followed by an anchori
with scientific principle. Them series of bridging analogies or intermediate analogies
are presented with cycles of reasoning to allow students to develop a new testable model
(Nuthall, 1999). Effectively talking science can include practice using scientific terms in
sentences, disesing intuitive theories, reading different types of scientific writing, and
translating between scientific and colloquial questions and statements is an effective tool

for teaching science (Alic, 2011).
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Hands-on or Exploratory L earning

According to the recommendations of NSTA, teachers should nurture the
curiosity about the n en mndsdn ovoirbagdd seilence i n c |
instruction. They should incorporate independent and cooperative group learning
experiences anencourage informal learning experiences to support the curriculum
(National Science Teachers Association, 2003). Handsr exploratory instruction
stresses the importance of scientific experiences for developing skills. The middle level
skills build onthe understandings gained in elementary grades related to observing,
measuring, and classifying. Middle level students focus on inferring relationships,
formulating hypotheses, and predicting outcomes. They learn to identify and control
variables, to g&er, organize, and record data, and to draw conclusions (Alic, 2014).
survey of science teaching strategies in successful middle schools, the most highly
recommended strategies involved forms of hamugxploratory learning (Barrera,
Shyyan, Liu, &Thurlow, 2008). The recommended exploratory learning strategies
included graphic organizers, studenfdde models, designing science experiments, use of
science laboratory activities, and demonstrating science knowledge in practice.
Designing and condualg experiments and investigations help students understand
concepts (Hershberger, Zemi&dul, and Starr, 2006).
Learning Cycle Approaches

The learning cycle approach engages students in collaborative intugry.
Launch,Explore, Summarize (LES) moddternates handen exploration and
appl i cat i o-onsactiatiedthrdughiinterdcsions with teacher, other students,

and texts. It is especially effective when exploration precedes the introduction of
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concepts anterminology (Alic, 2011). The-&k Learning Cycle: engage, explore,
explain, elaborate, and evaluate is another version.
Direct and Explicit | nstructional Strategies

The Pacific Research Institute reported the predominance of direct instruction,
rather than inquirnpased strategies, instessful elementary sobis that served students
from poverty homes (Izumi, 2003). One of the largest benefits of direct instruction was
its provision for extended instructional time (Minnett, 2003), assisting in the remediation
of studentsd | ack of e ralp 2005) &diocecasingd Nob | e, N
studentsé content knowledge (Repetto, Webb
(1996) linked lack of information regarding the hidden curriculum to poverty conditions,
such remediation by explicit instructional strategigseemlly helped those students.

In addition to providing experiences and background knowledge, Barnes (2002),
Engelmann (2001), and Izumi (2003) noted that direct instruction allowed adequate time
for presenting the scope, sequence, and content standalidstively known as the
explicit curricul um. South Carolina acces
statebdbs Science Support Document on the St
(www.myscteacher.com, 2011).
Differentiated Instruction for Science

Differentiated instruction is the process through which science teachers enhance
learning by matching student characteristics to instruction and assessment (Hauser,
2008). Rather than a single strategy, differentiation incorporates a varietgtegsts
that are implemented differently for each student and assignment. Prior to instruction,
teachers should determine student readiness and student intereséstslppiestions

concerning their background knowledge, KWL charts, and surveys prmf@mmation
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on student readiness, while interest inventories reveal student interests. Learning style

inventories are also relevant in the teach

Science instruction can be differentiated to allow students to edqalpics of

interest, expand their research skills, and to obtain instruction on inquiry skills. The

strategies that can be used to differentiate instruction are tiered assignments, with varying

levels of complexity, compacting, which adjusts instruchba s ed on st udent so

knowledge, interest groups that allow students to choose a research topic, flexible
grouping that assigns individual students specific responsibilities as part of a team (such
as a lab group), learning contracts which provideesttgithe freedom to learn
independently, and choice boards, from which students choose activities to enhance
specific skills (Hauser, 2008).
Making Sense of Ontent

Effective science strategies allow students to make sense of the content with
whichtheyha e been engaged (National Research
guestioning, facilitation of class discussion, detailed explanations ensure that students
draw appropriate conclusions. Effective teachers must ensure that students understand
thepurpose of the science activities, connect new content with previous learning, and
gain a perspective on changes in their conceptual thinking.
Summary of SienceStrategies

Teaching science effectively is a complex undertaking for several reasons.

Students enter the classroom with large amounts of prior knowledge, experiences,

reasoning, and interests of students. Teachers must integrate the core science content and

inquiry processes while involving students actively in conceptual learning (Staver, 2011).

Effective teaching requires the teacher
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obstacles caused by studentsod6 miscmofcepti o
teaching strategies to help students learn. Teachers must understand how students
actively construct new knowledge, the i mpo
possible anxieties and conflicts with science concepts (Staver, 2011).
CHARACTER ISTICS OF EFFECTIVE SCIENCE TEACHERS

According to the National Science Teach
dondt capture studentsd interest and enthu
way back to science. The NSTA has recommendededhahers be fully qualified, have
a strong knowledge of science content, and be able to implement best practices, and
effective instructional strategies in the classroom. The most prominent best practices,
found in a review of the literature, were the aépedagogical content knowledge
(PCK), the establishment of a positive and safe learning environment, use test data to
guide instruction, and display understanding and compassion towards students.
Pedagogical Content Klowledge

Pedagogical content kndsdge (PCK) is a netinear approach to teaching
science content. Required to meet the challenges of science teaching, PCK is an
understanding of how to teach the content. It allows for deep conceptual understanding
(Enfield, 2011). It bridges the gaptiween content knowledge and pedagogy. The
NSTA standards define pedagogy in terms of teaching strategies, classroom organization,
provisions for diverse | earners, evaluatio
transformation of ideas into understandingt{dl@al Science Teachers Association,
2003) . Pedagogical tasks include addressi

encourage learning, reasoning, and a desire to learn more science.
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The Classroom Ewvironment

Teachers create a safe environtriarwhich students can engage in ingthdsed
science instruction in the classroom, in the laboratory, and in field settings (National
Science Teachers Association, 2003). The curriculum should offer links to the real world
by applying contentandslsll | earned i n class to student s¢
classroom to the community through field trips and speakers, and providigereal
experiences, such as mentoring and apprenticeships, to increase awareness of science
based careers and the relage of science to their lives (National Science Teachers
Association, 2003).
Data-based hstruction

Assessments should be frequent, to allow for remediation, and used to guide
instructional decisions and practices. Administrators should allow timesfdhees to
plan and strategize with colleagues in their own school. A dedicated team of teachers
should be trained and placed in middle schools to develop the teachers (National Science
Teachers Association, 2003).
Understanding and Sensanaking Skills

Teacher should connect the science content with student background experiences
as well as make connections among disciplines, with the community, society, and current
events for the middle school student (Banilower, Cohen, Pasley, & Weiss, 2008).
Studentshave ideas and beliefs obtained from books, television, movies, afifiereal
experiences that can facilitate or impede their learning (National Research Council,
2003). Through understanding those factors, teachers can connect science content to

themanhdvance studentsodo | earning.
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An effective science lesson requires students to make sense of the ideas presented
by the teacher (National Research Counci |,
backgrounds and interests assists the teacher in clgrgientific concepts, using
guestioning procedures and facilitating class discussions. The teacher may also help
students connect ideas to previous learning, thus situating the information into a larger
scientific framework and organizing their knowggd(Staver, 2005).

SUMMARY OF SCIENCE STRATEGIES AND TEACHER CHARAC TERISTICS

The NSTA recommends a strong emphasis on middle level science education.
Highly qualified teachers who are dedicated to working with these students can present
concepts irageappropriate and engaging ways. The students can build on prior
knowledge and attain the necessary background to participate successfully and
responsibly in our highly scientific and technological society (National Science Teachers
Association, 2003).

Conceptual change is at the heart of science learning. It is promoted through
opportunities for students to become actively involved in learning. Hamdsindson
activities, constructivist methodologies, and learning cycles enhance student learning.
The teacherods ability to i mplement these s
learning depends on pedagogical content knowledge (National Science Teachers
Association, 2011), the use of test score data to guide instruction, understanding, and
skills in helping students make sense of science ideas.

POVERTY AND HIGHLY -QUALIFIED TEACHERS

In a study of the factors driving school achievement, the New Leaders for New

Schoolsorganization (2009) reported teacher effectiveness was responsible for 33% of

student achievement, while a princifgaimpact was responsible for 25% of student
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achievement. Thus the New Leaders for New Schools study concluded that teachers
were the sinlg most influential component of an effective schd&al{anz, 2009;

Balfanz & Byrnes, 2002; Nye, Konstantopoulos, & Hedges, 2004; Sanders & Rivers,
1996). The academic growth of students taught by effective teachers can surpass those of
other students bgver a year, and four consecutive years of effective teachers could
practically close the achievement gap between children from low income families and
others (Wei, DarlingHammond, Andree, Richardson, & Orphanos, 2009).

While the literatureonsistentf reported lowetest scores angoorer testaking
behaviorsamong children living in poverty, many school districts seemed oblivious to
the high poverty schodseed for high quality teachers in their tendency to assign less
competent teachers to thasghools Darling-Hammond, 2004; Haycock, 290
Haycock (200) questioned such assignments, due to the research citing the existence of
a direct relationship between significant achievement gains and teacher pedagogical
competence and content knowledgdthough theNational Center for Education
Statisticsrepored asimilar pattern in South Carolinwhere @er 12% of highpoverty
high school classes did nadve a highly qualified teacheall of the studgs participants
were highlyqualified to teachheir respective classes (Mapping South Car@ina
Educational Progress, 2008).

Characteristics of Effective Teachers in High Poverty &ools

A review of the literatur@oted consistency among tbenclusions related tihe
characteristics of effectiieachers, especially the quality of the teacher (Chenoweth,
2007; Leade& Stern 2008; Reeves, 26D LadsonBillings (2001), Marzang2003),
and Spivey (2006) observed tledtective teachers connected academic content with

studentébackgrounds, formerklationships with them, created stable classroom
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atmospheres, and apparently had a sense of midsi@outh Carolina, the poorer
schools tend to have better teachers, according to Dr. Harry Gates, Lexington Ostrict 5
Science CoordinatorfiBecausehe teachers feel like they have to be everything for the
students, they try hardete told the researcher (personal conversation, July, 2011).

Connections to $udentsdExperiences. A commonality among successful
teachers of culturaligiverse classmmms was found to be an understanding of stu@ents
backgrounds (LadseBillings, 2001). According to Marzano (2(), effective teacheés
understanding of their studersispported the formation obanections between academic
content and student backgroukrtbwledge; additionally, that understanding informs
their selection of instructional strategies that promistadent achievement. Spivey
(2006) noted that teachézersonal philosophies and experiences seem to drive their
decisionmaking in implementirgjrategies that make connections with students.

Understanding of middle school studéisvelopmental needs, coupled with a
commitment to provide equitable educational opportunitieseimportant components
in the effective teaching ohiddle school ®idents, such as those at the site school (Erb,
2001; Jackson & Davis, 2000). Effective teachers have applied their understanding of
studentébackgrounds and physiological developmertheir selection of strategies and
classroom actionsBecause of thrapid changes in growth and a developing capacity for
complex thinking, their instruction was carefully tailored to student needs (Lipsitz,
Mizell, Jackson, & Austin, 1997; Repettbal, 2006).

Relationships with Sudents. Effective teachers in highoperty schools have
madeefforts to build personal relationships with studetdsise culturallysensitive
teaching methods$o connectstudent experiences to classroom instructamal to

construcia general base of knowledgmong students. Concurremth those efforts,
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teachers reported a sense of confidence both in their personal teaching ability and the
academic potential of tregudentéabilities (Gorski, 2007; Habermah99l; Halversonret

al, 2009; Spivey, 2006). Effective teachers were abéstablish rapport and form caring
relationships with student&orski, 2007; Haberman, 1991; Klussman, 2004).

Classroom Atmosphere. The creation of a positive classroom environment
depended heavily on the teadisgpersonal characteristics (Bennett, 2(0&;, 2001,
McGee, 2004; Sanders & Rive996; Tobin, 2006). The components of a positive
classroom atmosphere included the communication of sensitivity towards individual
differences (Bennett, 2008; Erb, 2001; Haberman, 2005), the demonstratiorect resp
and dignity towards all students, and the enforcement of order in the classroom (Minnett,
2003; Spivey, 2006). This case st@lglata included descriptions of classroom
environments and observed actions of the teachers that contributed to the lassroo
atmosphere.

A Sense of Mssion Carmon (2009) noted that higichieving schools with
students living in poverty have succeeded in recruiting good teachers and maintaining
low turnover rates. Experienced and highly qualified teachers who cahtiotezachin
high poverty schools for many years have described a sense of mission in their place
(Freedman & Appleman, 2009), which they attriloLite a combination of previous
personal experiences and {sexvice teacher training programs (Bennett, 2008).
Crossing over to Canaaa case study by Ladsdillings (2001),related the impact of
fieyeopening experiences on teachéphilosophies towards students and classroom
effectiveness. The review of the literature did not reveal consistent sourcessé ate
mission nor the philosophy that it implied concerning students living in poverty. The

guiding questions of this case study intended to answer this perceived gap in research
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understandings. The present stisdyata described its participabphilosophies towards
their students and summarized the extent of their sense of mission in Chapter 4.

Qualities of Formal Pre-service Training. The literature revieviound
inconsistentonclusiondinking pre-service training to effective teachinghigh-poverty
schools Preservice training could support the development of empathy, caring and
commitment to culturalhdiverse classrooms (Bennett, 2008); additionally, they can
instill a sense of mission that undergirds effective teaching and increases aroentmi
to continue teaching in difficult environments (Freedman & Appleman, 2009). However,
a transforming moment that deeply affected the te&loertlook, increased their
sensitivity towards students, and caused them-&va&iate the way they taughash
occurredamong all levels of teaching experience (LadBdfhngs, 20Q1). Thus,
although preservice training can increase the prospective teé&haring for students
living in poverty, which is a characteristic of effective teachers in those schools
(Chenoweth, 2007), other experiences can occur at any time with similar outcomes.

HIGHLY QUALIFIED TEACHERS

The passage of the NCLB Act of 2001 was a joint effort of the United States
Department of Education, the U.S. Congress, and national teacher assotmations
improve the effectiveness of teach#nough the implementation oésearch conclusions
(Rothman2009). Although the 1965 Elementary &®econdary Education Abad
provided federal Title | funding to high poverty schools, the NCLB Title 1l marked the
governmernts first attempt to apply research conclusions related to effective teaching to
the improement of teacher quality

According to Rothman (2009) and Hull (2008), in the 1980s researchers measured

actual changes in individual student achievement within a teéaatiassroom, and
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concluded the most effective teachers had suajesa certificatia, a major or minor in

the subject, higher scores on licensure exams than less effective teachers, and higher SAT
scores. The writers of the Title 1l legislation applied the conclusions of the1980s

research in its definitionfdnighly-qualifiedteacherstatus required for all public school
teachers. According to NCLB Title II, a highly qualified teacher must hold at least a
bacheloés degree, state certification in the content area, and demonstrate-mdifect
proficiency in every subject they tea@h.S. Department of Education, 2002). The

results were inconsistent in the decade following the implementatiugldf qualified

teacher statugRothman, 2009).

The intent of thénighly qualified teachestandard was tprovidechildren of low
incomefamilieswith the same access to good teachers as other stuttherstpromoting
equitableachievemenbpportunities. States were held accountable under the law for
making sure all teachers met tnghly qualified teachestandards. Althougthe
correldions between each of tihghly qualified teachecriteria and studergchievement
were weakteachers were ineffective without thékannapel & Clements, 2005The
law addressed the tendency ofisols with high enrollments of leimcome students to
have fewekhighly qualifiedteachers (Mapping South Carol@ed&ducational Progress,
2008) and fewer effective teachersaffdnalCenter forEducationStatistics 2008; Peske
& Haycock, 2006) Specifcally, NCLB required states to ensure that {owome
students and minority students were not taught by inexperienceof-feid, or teachers
not highly qualifiedat higher rateghan other student groups (U. S. Department of

Education, 208).
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HIGH -PERFORMING, HIGH -POVERTY SCHOOLS

Expectations for low levels of student achievement in South Carolina would seem
justified, following the 2009 Census report that-émerth of South Carolina students
were below the poverty level (U. S. Cen&egport 2010). The reports of a persistent
achievement gap nationwide among students with different levels of family incomes
(National Center for Education Statistics, 2)X6gether with the reportedly high levels
of poverty in South Carolina, could logically swopexpectations for low achievement
among students living in poverty. The literature review, however, located several reports
of high achievement among students living in poverty and thus contradicted the logic of
other expectations.

The states that perted high achievement included California, Texas, lllinois,
Massachusetts, and Wisconsin. In the years since the 1966 release of the Coleman report,
studies such as the September 2002 Pacific Research Institute report (Izumi, 2003), the
2002 investigatin of Texas middle schools (Picucci, Brownson, Kahlert, & Sobel, 2002),
and the 2004 report on lllind@solden Spike schools documented high achievement
among the students in high poverty schools (McGee, 2004). Among these schools
bridging the academiachievement gap between children from {owome families and
others were the Boston public schools (Haycock, 2009), various elementary schools in
Texas (Picuccet al 2002), the Milwaukee Public School system (Reeves, 2005), and
elementary schools in Kentucky (Kannapel & Clements, 2005). The literature review
determined that South Carolina was not among the states reporting high achievement

among students living ingverty and this study intended to address that gap.
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Commonalitiesamong High-Performing, High-Poverty Schools

Schools labeled as Blue Ribbon schools by the United States Department of
Education (Blue Ribbon schools program, 2006), High Flying schools by the Education
Trust (Harris, 2007), Highly Effective schools (Kirk & Jones, 2004; Levine & Lezotte,
1995), and 6/90/90 schools by D. B. Reeves (2005), all had the commonalities of high
percentages of students in poverty who also consistently scored in the top third on their
state tests of academic achievement. Although the site school was classified as a failing
school under NCLB guidelines, its science department was high performing because of
its 2010 Palmetto Assessment of State Standards (PASS) science scores. The factors that
enabled that science department, as well as entire schools, to demonstrate high
achevement needed to be understood in order for education to be more equitable for all
children (Harris, 2007; Haycock, 1998, 2009; Reeves, 2005; Izumi, 2003).

The characteristics that distinguished hagiieving from lowachieving schools
with comparablestudent populations were qualities of their leadership, clear
communication of high expectations for students and staff, safety, orderliness, a primary
focus on learning, and regular monitoring of student learning (Blue Ribbon schools,
2006; Brookover, Beaer, Hathaway, & Miller, 1982; Cotton, 2003; DarkrRgammond
& Haselkorn, 2009; Edmonds, 1979; Goldenberg & Gallimore, 1991; Harrig; 200
Henderson, 1987; Kirk & Jones, 2004; Lezotte, 2010; McGee, 2004).
Primary Focus on Achievement

The literatureeview determined that the most prominent educational practice of
a successful, high poverty school was its focus on academic achievement (Gaziel, 1997;
Peck, 2010; Reeves, Z)0 Following the NMSAs guidelines infurning Points2000,

middle schools thatave implemented a strong academic curriculum and clearly

43



communicated high academic standards have realized significant improvements in
student achievement (Jackson & Davis, 2000; Noguera, 2003; Trimble, 2002).
Intervention strategies were one of thearts for the achievement of struggling
students (Haycock, 2001; Peck, 2010; Stevens, 1993; Viadero & Johnston, 2000). This
study®s data collection purposed to link characteristics of the participants and the site
schoofs environment to conclusions aobservations found in the literature review, to
provide a foundation to explain student achievement at the site.

MIDDLE SCHOOL EDUCATION

The site school was a middle school, thus the review of the literature focused on
middle school educators and the ntegchool environment, in addition to studying the
characteristics of effective teachers of poverty studengpically, middle school science
teachers have represented a mix of certification levels, including secondary science,
middle grades, and elemany, according to Eugene Chiappetta and Thomas Koballa,
editors of thesixth edition of Science Instruction in the Middle Schools (20(¢cause
of their broad educational backgrounttey are more knowledgeable in mixed content
instruction rather thaspecific content. Chapter 3 desestthe education levels of the
teachers in this case study.

Middle level education must provide a developmentally appropriate curriculum in
an environment that promotes critical thinking, industrious work, and psogresrds
becoming a productive member of society (Jackson & Davis, 2000). The National
Middle School Association (NMSA) characterized effective middle schools as those
having flexible structures, positive affective environments, challenging curricala, an
support for all students. Equity of educational opportymitgording to the NMSA,

should be available to all students, without regard to their family income levels.
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Characteristics of the Middle School htellect

Because science contains high lew#lsonceptual knowledge and middle school
students typically have only the beginnings of abstract thinking abilities, science
instruction may need special attention, with its (Erb, 2001).

During middle school, changes in intellectual capacity are tgiange that
impact instruction (Powell, 2010, paged@). Those changes include:

(a) Attention spans are shorter than either late elementary school or high school,
which requires the teacher to divide the instruction into small time segments for greater
effectiveness.

(b) Vivid imaginations can be linked to concepts as abstract thinking develops.
The teacher should encourage children to use their imaginations and creativity, rather
than simply supplying information to them.

(c) Intellectual development isariable among middle school students; the
effective teacher must continuously monitor learning, scaffolding the instruction as
needed.

(d) Physical and intellectual development are concurrent; as a result, middle
school students need to experience legynihrough manipulations, touching, and other
movements.

(e) The shift in intellectual development allows students to experience
metacognition; teachers should encourage them to reflect on their learning processes as a
means of increasing their comprehiens

(H) Middle school students are beginning to understand what is meaningful and

applicable to their lives; lessons should be set in real world contexts.
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LEADERSHIP IN SUCCESSFUL, HIGH -POVERTY SCHOOLS
The literature review identified characteristafdeadership in successful high
poverty schools, in which the achievement gap based on stafienily incomes has
been practically eliminatediGoodteachers, effective principals, and great schools have
a far greater impact on the achievement gap aéimyroutof-school antipoverty
initiative,0 according to New York Ciig Department of Education chancellor Joel Klein
(2009). The princip@ involvement with the schaslinstructional program was
identified as distinguishing feature of effective scsq@armon, 2009; Cotton, 2003;
Leithwood & Montgomery, 1982; Waters, Marzano, & McNulty, 2003). School leaders
clearly communicated high expectations for all students, implemented asselsasesht
instruction, and provided egoing professional developmidior its teachers (@ay,
2002; Reeves, 2005). Strong leadership was integral in the turnaround of Cigginnati
Taft High School, with its 25% graduation rate in 2000 increasing to 95% in 2010;
student proficiency ratings on standardized tests rose3B83mto 96%, the highest rating
among Ohio public schools, within the satesyearperiod (Pappano, 2010).
Investigations into the nature of the relationship between school principals and
student achievement found a significant, positive correldtgiween effective school
leadership and student achievem@&eashore, Leithwood, Wahlstrom, & Anderson,
201Q Watersetal, 2003). Carmon (200) stated thaprincipals can have a profound
effect on student achievemeriirough collective leadership, instructional leadership,
and their consideration of student fact{ps39
Collective Leadership
A feature of leaders in higachieving schools was their collective leadership,

which involved school and community stakktess in making schoaklated decisions.

46



The inclusion of parent groups, community advisory groups, teachers, and student groups
provided a basis of collective knowledge for decismmaking without decreasing the

authority of the principal. Ultimatelyhe process of collective leadership was found to
support student achievement (Newmakimg, & Youngs, 2001; Leithwood &

Montgomery, 1982; Seashageal 2010).

Principals that successfully used collective leadership have tended towards a
gromotedstyle, according to Bulach, Boothe, and Michael (1999). The principal was
described as extroverted, friendly, imaginative, energetic, and successful in involving
parents and community groups with the work of the school. Through their ability to lead
through others and their personality, principals were able to improve student achievement
(Leithwood & Montgomery, 1982).

Professional learning communities represented one form of collective leadership;
within those groups, teachers had autonomy that allokerd to make classroom
decisions. Within those collaborative groups, content area teachers invested time during
the school day to share best practices, to mentor, coach, and advise one another (Minnett,
2003; Robertg: Pruitt, 2003). The collaborative ledéng communities were directly
linked to improved classroom instruction and higher student achievement (Smylie &
Wenzel, 2003). The necessary conditions for the success of learning communities were
the principals providing professional times to meet axt¢hange ideas, placing teachers
within close proximity to allow them to observe and interact with peers, and allowing
teachers to have decisiomaking authorities in their classrooms (Robé&tBruitt, 2003).
Instructional Leadership

In addition tocollective leadership, principals in higlerforming, highpoverty

schools participated in their sch&lnstructionaprograns on many different levels
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(Carmon, 2009; Cotton, 2003; Leitbad & Montgomery, 1982; Wateet al, 2003)
Principals interactedith teachers through observatiand consultation, provided
constructive feedback, and communecitigh expectations for student achievement
(Bartell, 1990).In those actiongCotton (2003) foun@nindirect but significant
correlaton betweerthe prircipalts instructional leadershgndstudent achievement

The leadership beliefs of outstanding principals included a sense of responsibility
to evaluate teachdslassroom performance, with the understanding that such
interactions distributed the prinailds instructional leadership (Hallinger, Bickman, &
Davis, 1996; Leitner, 1994; Wategsal, 2003). As an instructional leader of the school,
the principal must understand the components of quality instru¢iieck( Larsen, &
Marcoulides, 1990; Seastsmt al 2010; principals who succeeded in turning around
low-performing schools have described the necessity of setting ambitions and specific
goals and consistently focusing on achievement, investing time in instruekxed
activities, and providing constructiveedback that improved teaching (Bamberg &
Andrews, 1991; Butler, 1997; Seashetal 2010).

Exhibiting instructionaland collectivdeadershipprincipals have navigated state
and federal channels in order to obtain instructional content coachbsifaiteyS.
McCall, high school administrator, personal conversation, March 2011). Because
teaching practices and teacher quality increasedent achievement (Sanders & Rivers,
1996; Wenglinsky, 2000), school principals have applied for grant mtnggpport the
addition of instructional coaches to their school staffs. Adapting the athletic concept,
instructional coachesaveprovided contextspecific professional development through
classroom observation, reflective discussions, and instructievialons (Cornett &

Knight, 2008). In South Carolina the MaBtience Unit (MSU), an outreach of the
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Department of Education, used both federal and state money to train and place
instructional coaches in schools, with preferences for high poverty sclagobrding to
Tom Petes, the MSU Executive Director épsonal conversation, June 2011). Although
coaching has not been directly linked to student achievement, growth in math and writing
scores have been recorded by coached teachers (Hull, Edwardss, Ro§evords, 1998)
and positive qualitative data has been collected (Slinger, 2004). The demonstrated ability
of instructional coaches to improve classroom instruction directlgdititem to higher
student achievement (Neufield & Roper, 2003).
Leadership and Student Factors

A high correlation between student achievement in all school sizes and parent
participation in school advisory groups was noted (r = .53); therefore, school principals
that formed support systems advantstudent achievement (Gazig)07; Seashoret al
2010). Principals in high poverty schools with less than 800 students have reported
higher achievement gains; in larger schools the correlation between poverty and
achievement was 10 times stronger (Bloom, Thompson, & Untermar, 2bé&As,
Swartz, & Stone, 1990; Gaziel, 2007; Howley & Bickel, 2000; Seastiaak2010).
Summary of the Rincipal G Relationship to Student Ahievement

Through the indirect means of collective leadership and instructional leadership,
school principals in high poverty schools have realized significant student achievement
gains (Gullatt & Lofton, 1996). In contrast to principals in{parforming schools ho
wereabsorbed imadministrative trivié(Cotton, 2003), effective principals lead through
collective leadership and instructional leadership. Principals eotkimowledge for
decisionmaking from the communiég collective wisdom, proviaean orderlyand

supportive school environment, continuously evaldisgacher and student performance,
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and communicatka vision of excellence (Bartell, 1990, Cotton, 200B3ata collection
purposed to collect data concerning the prinépl#adership and qualitie$ the sités
environment in an effort to confirm research conclusions.
SOUTH CAROLINA TESTING

Statewide testingh South Carolina was mandated by 8with Carolina
Education Accountability Act of 1998 and the federal governtaésid Child Left
Behind Act of 2001 (NCLB) as a means of determining its progress toward AYP status
(Palmetto Achievement Challenge Tests, 2009); however, science scores have not been
included in AYP calculations. During the administration of the testslatad by the
federal government, South Carolina adssessedcience achievementhe motivation
for the present study was the high rank of the site school on the PASS science test, South
Carolinas test of science standards.
Purpose and Gals

Thestatés definition of AYP was based @xpectations fosubstantiahnnual
progresgowards the goal of having all students proficient in reading/language arts and
mathematics by spring, 2014 (South Carolina State Accountability Workbook, 2003). A
joint purpose of the testing program was to assess student mastery of state standards, to
help determine student promotion to the next grade level, and to help identify strengths
and areas in need of improvement (Testing in South Carolina, 2011).

Although the NCLB intended to raise teaching effectiveness through its testing
mandates and the resulting accountability, its use of reading and mathematics scores to
determine AYP inadvertently decreased important emphases on other content areas,

including science (Jatson, 2007; Ruby, 2006); nevertheless, South Carolina continued
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to include a science test in its test battery as a means of assessing student science learning
and to address the reported national deficiencies in science knowledge.

In theTrends in Intenational Mathematics and Science St@iMSS) 2007
study, the average U.S. science scores were lower than 12 other countries, including nine
in Asia and Europe that are central to the economy of this country. The TIMSS also
reported the absence of angasurable improvement in the scores of U.S. students over
1995 scores (AtionalCenterEducationStatistics 200&). The implementation of the
science sulbest was an important first step by South Carolina in addressing the reported
deficits in science kowledge, with its ability to identify the level of knowledge of
specific science standards. Such a diagnosis of weaknesses and strengths could support
datadriven instruction (Great Schools, 2011). The data of this study included measures
undertaken bygachers to use test data in planning and pacing their instruction.
PACT Testing

The Palmetto Achievement Challenge Test (PACT) was South Casolesding
program for grades 38; however, its proficiency levels were among the highest in the
nation ancho middle schools were able to meet AYP under the PACT (Dahlin & Cronin,
2007). In an analysis for the Northwest Regional Laboratory that compared South
Carolinas requirements for proficiency to 27 other states, Dahlin and Cronin (2007)
found that the dficulty level of South Carolina proficiency standards was exceeded by
only three other states.
PASS Testing

In spring 2009 the PACT was replaced with the Palmetto Assessment of State
Standards (PASS) test, with proficiency levels that are much lovadli(D& Cronin,

2007; Palmetto Achieveme@hallenge Tests, 2009). Aligned to state academic
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standards, the PASS was a standémaised accountability measurement of student
achievement in the core areas of English languegenaathematics, science, asakial

studies (Palmetto Assessment of State Standards, ZDA@)PASS science tests all

students in grades 4 and 7, while students in grades 3, 5, 6, and 8 randomly take either the
science test or the social studies {Pstimetto Assessment of Statar8tards, 2010).

Testing Supports

Test items for the science test were basether2005South Carolina Science
Academic Standards, which wesgitten by the science standards support group in the
Department of EducationThe Science Standards writingie also has developed the
Science Standards Support Guide in cooperation with South Carolina educators, which
included means of observing student learning, guidelines for assessment, and resources
that support classroom instruction in the science standa(Bslmetto Assessment of
State Standards, 2010).

All of South Caroliné public school teachers are able to accesstamelards for
each content area on the stateebsite. Indicators of each content standard provide
additional content informatioand assessment guidelines to determine mastery (South
Carolina Academic Standards Support Guide, 20T0E testing programs have been the
Palmetto Achievement Challenge Test (PACT) and the Palmetto Assessment of State
Standards (PASS).

In this study, thenterview protocols discussed teaclignevious experiences,
professional training, experiences in other schools, and experiences with other types of
students. The data may reveal a correspondence between teacher background

experiences and their effesness in the classroom.
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SUMMARY AND IDENTIFICATION OF GAPS IN RESEARCH

In a review of extensive literature on achievement of children feonilies with
low incomes, Hochschild (2003) concluded the factors that promoted achievement were
the same for all children, regardless of family income levels. However, a review of the
research on poverty indicated special considerations were required to effectively teach
children with low levels of family income. A need was indicated for the elimination of
high rates of distractibility and the increase of student ability to focus on tests (Howse,
2003; Jongyeun, 1999; Lee, Fradd, Sutman, 18Bzano, 200).

The literature eview revealed that characteristics of teachers in high poverty
schools included skills in forming relationships with students, creating stable classroom
environments, a sense of mission, and the ability to connect content to siudents
background (Chenowlet 2007; Rothman, 2009). Althougfffectiveteacheré
outstanding characteristics were revealed in the literature, their philosophies or ideologies
that undergirded their outlook towards students weréouoid with one exception
LadsonBillings6(2007) reported fieye-opening experiencéshat changed the way
teachers viewed their students and inspired them to higher levels of caring; otherwise, the
literature did not describe effective teaclah®ughts concerning their students living in
poverty nomossibleinfluences on their classroom actions; thus this reseasolightto
locate that information among the participants.

Additionally, South Carolina was not found listed among the schools reporting
high achievement among students livingpoverty. No studies reported high
achievement among middle schofgsades 68) with students living in poverty
although the literature did repotaracteristics of high achieving high schogsadei

12)and elementary schod($i 5). The researchdound no conclusions related to high
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achievement in specific content areas, such as science, except for the NSTA
recommendations.

The next chapter discussed the stsdyiethodology, identified its participants,
the multiple data sources, strategiesdata analysis, and the manner in which the

studyGs trustworthiness was ensured.
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CHAPTER THREE: METHODOLOGY

The preceding chapi@&rliterature review indicated a gap in understandingfall
the characteristicassociated with teacher effectiveness, especially in teaching science to
children living in poverty (Rothman, 2009). In an attempt to better understand those
characteristics, an opemded descriptive case study was designed. The participants
were seveiscience teachers, a science coach, and two administrators at an urban middle
school with 350 students in South Carolina. Tdsearchecollected data during
classroom observatiorthl = 19) andinterviews(N = 12) with participantsand from the
inspection ofarchived test scores, schadcumentsand school photograph€ontent
analysis procedures allowed the discovery of themes and related components in the
acquired dataThe credibility, dependability, and trustworthiness &f study were
supported througmemoing techniques, an audit trail, feedback from participants, and
quaststatisticsithus triangulationof data sources and analysgshniquenhanced il
studys credibility.

INTRODUCTION

A case study must have focugdgrarameters. Although guiding questions can
effectively focus a case study, they may define the study too narrowlgashthe
researcher to little more than shallow findir{fBegdan & Biklen, 2007).For that reason,
the questions guided data colleatiithout limiting it; unexpected and interesting
information was accepted into the study as it progressed. The following sections in this
chapter conneetlindividual guiding questions to specific data collection activities. The
guiding questions for th study were:

1. How, if at all, did the teache@d®ackground experiences and professional training
prepare them to teach in a high poverty science classrodm$ question

55



determined to find a link, if any, between particip@etgeriences and research
that linked @periences and trainirtg deepunderstanding sympathy, and
optimism for those living in poverty (Bennett, 2008)

2. What ideologies and philosophies do the teachers have towards their students?
This question interet to address a gap in the literature review, regarding the
thoughts of teachers towards their students living in poverty.

3. What, if any, classroom actions depict teachptslosophies towards the
students?This question intended to add to the limitebrmation in the
literature review regarding a philosophical basis for teadlctassroom actions;
BainbridgeandLasley(2002)concluded that thevay in which teachers view their
students, particularlihe explicit communication of strong belief irstudent
potential, isrelated to higher achievement.

4. How, if at all, does the school environment and culture affect science
achievement?This question purposed to link characteristics of the site school and
its leadership to research conclusions notingé#rese of security, orderliness, and
a focus on achievemeainong highperforming, highpoverty school¢Blue
Ribbon Schools, 20068umbeger, 2007; Rumberger & Palardy, 2005

RESEARCH DESIGN
The research design was a case study that includegartbaipant classroom
observations, senstructured interviews, document inspection, and photographs. The
case study was ideally suited for canting an intense study of a contemporary
phenomenonwhichwas the success of science teachers in asin&urban Title |
middle school in South Carolin&he guiding questions peesentedhat phenomenon

(Ary, Jacobs, Razavieh, & Sorensen, 2006; Tnogl&006; Yin, 2009). The guiding
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guestions focused on more than what happens in science classrooms; otherwise, survey
research may have been adequate. The case study design was the only design able to
adequately handle a range of evidence from multipleces, while also allowing the
flexibility of on-going revisions as the data is compiled (Yin, 2009).

A case study is comparable to a single quantitative experiment, according to Yin
(2009). Althougtproviding few opportunities fowide generalization$oth case studies
and quantitative experimertigically generate testable hypotheses for future
investigations (Yin, 2009). The results of this study extemesearch understandings of
effective teaching to the specific context of middle school seiand allovedthe
application of cognitive perceptual theor§eneralizations to contexts other than the site
school were possible through an inspection of detailed descriptions of the site and the
studys participants.Chapter Sdiscusssimplications of the findings in the data and
suggest multiple avenues for further research.

Multiple data sources were usdgcauseahe acquisition o depth of knowledge
is the primary aim oflescriptive case stigb, includingopenended interviewdield
notes of classroom observations, notesadmoldocumentsthe researchés
photographs of the school, and memos recorded during the data coll§dtemterview
methodwasthe most appropriate way éxplore participantgphilosophies, ideologse
andtheir background experiences (Bennett, 2008; Freedman & Appleman, 2009; Ladson
Billings, 200L). Theresearcher usate semistructured opeiended interviewormat,
following the example of Crabtree (2006), beginning wigimeral questions phrasgdor
to the interviewas recommended BogdanandBiklen (2007. Those general
guestions were placed in protocols in Appertgixnterview Protocols for Teacher

Interviews and in Appendix F: IntervieWrotocols forSchool Administrators.The
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flexibility of the semistructured interview providethe researcher with the freedom to
address topics arising during the interviéovprobe for additional detailand toask
additional questionsAccording to Udesky (2010) ststructure helpd avoid
interviewer®tendencyto ask leading questions. Please see Appdnaébx the interview
protocols that the researcher used with teachehe atite school

Following Yin& (2009) recommendations, the researcher compiled written
memos throughout theusty to increaséhe validity of the data analysis and related
conclusions Analysis and interpretation began during data collection and continued
following the researchés departure from the site. Analytic strategies inclunjesh
coding,additionalmemoing,constant comparison, tweered codingand the
construction of a descriptive framewddk the datgBogdan & Biklen, 2007; Trochim,
2006). Open coding identified themes apparent in the data immediately following the
data collection; subsequentjgnstant comparison notednnections among those initial
themesand supported the formation of a ttvered coding systemTentative themes
appeared in the twtiered coding systemkinally, the descriptiveframeworkorganized
the data along the lined the twatiered coding system; the themes found in the data
were the major components of the descriptive framework, while sémorthta was
organized around the individual themesua& statisticswere applied talefine the
relative strengths of theajorthemedound in the data through a tally process.

Memoing, in the form of a reflective log atttk researché speculations,
(Trochim, 2006) assistad data collection and analysi©bservations aroused the
researchds curiosity, peers commentedgeneral ways on the study, and school
personnel informally provided their personal descriptions of the site school. Those kinds

of data were collected throughout the study as rese@sainemos.The memoing notes
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gained focus as themes in the dataeneplored and various directions for the study
were considered as it progressed (Bogdan & Biklen, 2007; Trochim, 2006). Throughout
the research, information and tentative conclusions were shared with the committee,
colleagues, and peers in educationdanfirmation and additional perspective on the
direction of the study (Bogdan & Biklen, 200#ollowing one committee memlisr
recommendation, for example, to pursue the topic of caring among the teachers at the site
school, the researcher found a laageount of previously unrecognized data.
STUDY SITE AND LOCALITY

The fdlowing sectiongdescrbe the countyandtheschool district in which the
sitewaslocatedand then enumeratetharacteristics of the school and the surrounding
area Thus the discussiomoved from a macroscopionards thanicroscopic level to
focus the reader on tlparticipants which were the heaftthis study.
The County

The sitewaslocated in South Carolina where the weathasmild, the seasons
werevaried, and the geography vatieom flat to low hills. Recent economic downturns
had raised unemployment levels to 128%; employegersondargely worledfor small
service industries (City Data, 2010)he 2009 median household income was slightly
more than $46,000, although 12% of the coénpopulatiorexistedbelow the poverty
level (City Data, 2010). Approximately ofeurth of the count§s population was
schootage children or 35,685 residents, and less thaffifthef the countys populatn
had a fouryear college degree (Anderson County, 20itOplying almost a dearth of the
important altural capital for understandirand preparing for postecondary education

Table 1 compasedemographic factors and achievement levels of the counntyhe
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state, indicating that the county was a fair representation of the state, with poverty levels

approximately equal.

Table 1

Demographic and\chievementevels County vs Sate

Demographic characteristics pgrcent County South Carolina
Population, 2009 estimate 184,901 4,561,242
Persons under 18 years old 24.2% 23.7%
Black persons, 2009 16.7% 28.2%
Persons of Hispanic origin, 2009 2.3% 4.5%
White persons not Hispanic, 2009 79.2% 64.9%
Living in same house 1993000, ages 5+ 58.8% 55.9%
Language other than English spoken at hoi 3.3% 5.2%
2000
High school graduates, age 25+, 2000 73.4% 76.3%
Bachelots degree or higher, age 25+, 200C 15.9% 20.4%
Mean travetime to work (mins.), ages 16+ 23.70 24.3%
Homeownership rat000 76.3% 72.2%
Housing units in multitunit structures2000 9.9% 15.8%
Median value owneoccupied homes, 2000 $88,200 $94,900

Source: U.S. Census Bureau (2010)

Table 2 displagthe count@s employment sectors, providing evidence that the

majority of the residents were involved in manufacturing, retail, and health service

occupations.

Table 2
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Largest employment sectors county vs. state

Employment Sector 30 minute drive South Carolina
(includes the coum)

Construction 4,518 111,730

Manufacturing 16,072 275,573

Retail Trade 11,422 224,031

Transportation and 1,720 46,941

Warehousing

Education and Health 19,042 156,232

Services

Leisure and Hospitality 8,593 192,748

Professional and Business 7,985 186,481

Services

Source: 2003 Covered Wages, SC Employment Securities Commission
The School Dstrict

The school district in which the sisehoolwas situated contained eight
elementary schools, two middle schools, two high schools, and a career school that pulled
students from the two high schools for portions of each schoa@aayding to the
districtts web page (http://anderson5.n€ethe schol district was one of five school
districts in the county and included approximately 50,000 city residents. An eleeted 10
member school board governed the school district; charging district office personnel and
school leaders with the responsibility toglement its policies. Due to the economic
difficulties which the state was experiencing for the third consecutive year, the district
office staff had recently been dovgized through early retirement, reassignment of
qualified staff to the classroom, atiee elimination of many positions. The-B&mber

staff at the time of this study included a district superintendent, an assistant
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superintendent/data bank administrator, two other assistant administrators, and four
curriculum coordinators. The pegtaduate degrees of distritdvel personnel sharply
contrasted with the general population of South Carolina; according to census data, less
than 16% of the county and slightly more than 20% of the state population has a
Bachelots degregaccording to thelistrictts web page (http://anderson5.néefable 3,

South Carolina &hoolDistrict Population (haracteristics depicteda 44% poverty level

in the county and almost 25% of eighth graders below grade level.

Table 3

South CarolinaSchool District Populaion Characteristics: 2003 (unless noted
otherwise)

Population characteristic County State
Children eligible for free/reduced 44% 58%
lunch 2005
Mean family income $50,941 $52,011
Children in eighth grade 22.6% 32.3%

performing below state standards
in Reading 2009

Children in eighth grade 24.5% 37%
performing below state standards

in Math 2009

Persons 124 who have not 18.1% 16%

completed high school (2000)

Source: First Steps (2006); SC Kids Count (2010)
The Middle School

Thestudy site was a Title Irban middle school for grades&in South Carolina,
purposefully selected for the case study because of the splamed ranking of its 2010

PASS science scores in the state, an accomplishment contrary to the observations of
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generally low academic achievement among high poverty schools in this state. Prior to
the study, the assistant principal agreed to provide access to the school for this study and
the school district superintendent wrote a letter to the school principeiimdy district

level support. In a personal conversation, the school district superintendent emphasized
the decreasing window of opportunity for data collection at the school, due to NCLB
restructuring of the middle school in May 2011 (B. G. Bagley,gretiscommunication,

May 15, 2010). The schaslconversion into a magnet school for the artsigilute the
poverty factom Bagley said, with the influx of students from more affluent areas of the
city. In the restructured school, the interaction leetvpoverty and the characteristics of
effective teachers was not expected to be a dominant theme; thus, the opportunities for
data collections would have ceased.

Physical and Economic [@scriptors. The site schoalvas built in 1967 and
renovated in 19B. Situated in a modest residential area of a mediaed city, the
surrounding residential area included frame homes, mobile homes, empty lots, littered
streets, cracked sidewalks, and abandoned buildings. In contrast to its needy
surroundings, the 4@ear old school was clean, free of litter and peeling paint, and
demonstrated no obvious repair needs. The school was one of seven middle schools in
the county according to the districg web page Designated as a Title | school since its
inception in D67, approximately 95% of the 543 students in grad@svére eligible
under federal guidelines for free or reduced price meals at the time of this study.

Test Scores and Bnkings. The purposeful selection tife site schogla non
charter public middlechool, for this study was based on both its accessibility and the
representative nature of its student body. According to school district documents, the site

schoobs secondplace ranking on the 2010 Palmetto Assessment of State Standards
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(PASS) scienceest was a pattern of achievement rather than dimeeanomaly.
School district documentgerifying this information, contained in Appendix &rchived
Test Score Datawvere:
1 2008 PACT score state ranks
1 2008 PACT Percentage of Proficient and Advanced Scores
1 2009 PASS score state ranks
1 2009 PASS score ranks with similar schools
1 2010 PASS scores

Theseventhgradez-scores on the 2010 science test of the PASS for the top six
reporting schools in Soutbarolina with each schawl associated poverty lewskere
organized inTable 4 TheTop-Ranked schools on ti&eventhGrade 2010 PASSBased
on Suth Carolina Department of Education fjl#se informatiorindicated the 2010
science scores of studentgtat site schoalanked second among 43 reporting schools on
the statés Palmetto Assessment of State Standards (PASS). Although the six top ranking
schools on the 2010 PASS had significant levels of poverty, as indicated in Téiae 4,
site schodls rankwas noteworthy due both to its size and the representative nature of its
urban population§outh Carolina Department of Education PASS scores,)2010

The site school was the largest school of the top four highest ranked schools on
theseventhgrade PAS$n the year 20101ts student body was representative of the area
due to the lack of selection criteria for school enrollment. In contrast to the small school
whose students received the highest PASS scores, the site school was a regular public
school lke 92% of the other schools in America (Aeighl, 2010); it was neither a
magnet school nor charter scho8b(ith Carolina State Department of Education PASS

scores, 2010yww.schooltree.org).
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Table 4

TheTop-RankedSchools on thé&eventhGrade 2010 PASS Scientest (pseudonyms
used) (N = number students taking the test)

Percent meetin¢ Percent of studen

Rank School Z Score standards body FRL eligible

1 MST rural magnet school, 3.2 95.2% 71
grades 68 (N = 21)

2 Site school: urbamiddle 2.4 83.3% 82
school, gradesi®, (N = 155)

3 SB rural school, grades 4 2.2 73.8% 97
(N =61)

4  GSF rural school, grade$ 12 2.2 82.5% 78
(N=97)

5 CO rural school, grades 8 2.1 75.0% 92
(N = 152)

6 SS rural school, grade$® 2.0 76.4% 89
(N=72)

Source: South Carolina Department of Education (2010); www.schooltree.org

Table 5 Test score ranks for the site schamimpare the site scho@ test score
ranks to schools with similar poverty levels (within five percentage points of the site
school 83% poverty level, defined by students eligible for free/reduced lunch), and across
all schools in the state. Inspection of the test score datalegithe site schodb seventh
grade 2008 PASS science scores rank&tri the stateout of 284 reporting school.
The2009 PASS science scores ranked second among 52 similar schob% pdverty
level), and 28 in the stateamong 293 reporting Bools. The2010 PASS scores ranked
second in the statemong 293 reporting school®nly theseventihgrade scores were

inspected because all sevegthders take the science tesxth and eighth graders were
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randomly assigned to take either the PABSreetest or the social studies test,
according to information posted on the school digsiatebsite, www.anderson5.net
Table 5

TestScore Ranks for theSte School

Testing year (spring Rank among similar ~ Rank acrosall

Test

test administration) schools schools
2008 PACT n/a 11™ (N = 284)
2009 PASS 2"%(N = 52) 28" (N = 293)
2010 PASS 1" (N = 52) 2" (N = 293)

PARTICIPANTS

The participants in the case were segeneral educatioscience teachers tite
site school, includingwo sixth grade teachers, twaeventhgrade teachers, a
gifted/talented teacher for all grades, and enghthgrade teachersOther participants
were the schogirincipal, the assistant principal for instruction, amelinstructional
coach All of the people wee designated as participants, rather than subjects, because
they actually participated in the studydata validation. Although the researcher offered
$25 per hour for interviews, all of the participants declined the offer. They received no
other compesation for their voluntary participation. Following a discussion among
themselves, they suggestecea & pseudonymthat revealed only their position and

grade level Table 6 Participant®Pseudonymdisted their selections.
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Table 6

Participant®Pseudonyms

Participant Pseudonym
Sixth grade science teacher Teacher 61
Sixth grade science teacher Teacher 62
Seventhgrade science teacher Teacher 71
Seventhgrade science teacher Teacher 72
Eighth grade science teacher Teacher 81
Eighth grade science teacher Teacher 82
Eighth grade science teacher Teacher 83
School principal P1
School assistant principal P2
Science coach Coach

Information regardingeacherébackgroundsvasdisplayedoy Table 7:
Background ofParticipants including their educational training, components of
professional development related to teaching in a high poverty school, and the types of

students they had taught.
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Table 7

Backgrounds of Participants

Name Education

Professional
Development

Years of

Types of

experience students taught

Teacher 61 BS, M.Ed.
elementary
education,
secondary science

Teacher 62 M. Ed., Ph.D.,
elementary
education,
administration

Teacher 71 B.S., M. Ed., scienct
education, divergen
learning

Teacher 72 B.S., M.Ed. science
education,
administration

Teacher 81 BS, M.Ed., genetics.
zoology, divergent
learning, special
education, Gifted &
talented

Teacher 82 BA, M.Ed., science
education,
administration

Teacher 83 B.S. secondary
science

Questioning
strategies, AVID,
rigor and
relevance

Questioning
strategiesAVID,
rigor and
relevance

AVID, rigor and

relevance

AVID, rigor and
relevance

AVID, rigor &
relevance

AVID, rigor &

relevance

AVID, rigor and

relevance

29

10

24

10

27

12

High poverty

High poverty

High poverty,

and midlevel

High poverty and
mid-level

High poverty

High poverty

2 years low
poverty, 10 years
high poverty

TheTable7: Backgrounds oParticipantsdid not include ethnicities, genders,

and other personal characteristid@he identifyingnformation was intentionally omitted

in order to protect the anonymity of this st@&lgmall sample sizeThe following

sections elaborate on these components of the particiaatsground experiences.
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SchoolScienceFaculty

The researcher initially considered focusing on thegexenthgrade science
teachersbecause only theeventhgrade scores were remarkable. The scorsstfand
eighthgrade students were not representative of the student population because those
students took either the social studies or the science test, but not both tests; however, all
of theseventihgraders took the science testftek further reflection on the contributions
of other science teachers to student successeslearcher expandecetbtudys focusto
include all science teachers at the site school. Thusyth&xth grade threeeighth
grade teacheyaind the twseventhgrade teachers participated in this studly the
researchés view, thesixth grade teachers helped to preptre students for success in
seventigrade and theighthgrade teachers extended the work ofséeenthgrade
teachers.
Administrators

In addition to seven science teachers, the participants in this study included the
principal of the middle school drone of its assistant principals; the latter worked closely
with the researcher in the initial stages of this study in designing an observation schedule.
The assistant principal prepared a grid that displayed all teaaisrsictional times and
plannirg times, reviewed it in a private office with the researcher, and then ordered the
science department head to arrange a meeting between all of the teachers and this
researcherThe assistant principéd professional development for teacherthatsite
school,with a focus orAVID strategies and presented monthly training in AVID at a
local college that was open to all teachers in the school disBetause of numerous
administrative responsibilities, the assistant principal created time for ayentgrview

with the researcher an hour before the start of school at 6:30 am.
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Both the principalnd the assistant principal had been middle school and public
school teachers for over 20 years, prior to assuming school administrative positions.
Both of these people had graduate degrees in education, displayed high amounts of
energy, and describedetimeeds of their students for caring teachers with high
expectations in great detail to the researcher. In 2010 the assistant principal was integral
in obtaining national recognition féie site schdas AVID program. The school
principal was an elemeanty teacher for 25 years prior to assuming the current position in
2000.

Science ©@ach

At the principads insistence, the researcher pursued an interview with the science
coach athe site school A former elementary reading teacher for over a decade, the
science coads full-time position was funded through a mix of government and grant
funds according to the site sch@lnstructional coachThe South Carolin&tate Center
for Science andMath(MSU), located at the Clemson Technical Park, providetalni
training for the position as well as regular seminars. rékearcheinterviewed the
coach in a small windowless office at the site school for almost 90 minutes; subsequently
the coach reviewed the audio transcripts, approved them, and listedrzalditi
information that described the co@&hesponsibilities and philosophy towards students
living in poverty.

District A ssistantSuperintendent

Theresearchehad several conversations with the school digiriassistant
superintendent in order to mdrély understand the schaslstate ranking and its
leadership.In May 2010, the assistant superintendent agreed to provide access to

studentétest scores on the PASS and the names of the science teachers associated with
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each student at the approprititee, with the qualification that this author would sign a
form promising to maintain the confidentiality of the dates manager of the district
data banks, the assistant superintendent analyzes data from multiple viewpoints,
including relating studentcdievement to specific teachers and student achievement to
demographic characteristics of FRL eligibility, age, race, and gender.
DATA COLLECTION

The collection of data began after tiesearchesuccessfly deferded the
proposalfor this study and reeeed InstitutionalReviewBoardapproval in April 2011
(Appendix A). The school district formally approved the study in March 2011 (Appendix
B). Data collection began with a series of meetipgisveen the researcher asuhool
and district personnel, axplained in the Research Plan in Chaftee The researcher
met with the assistant principal to discuss a preliminary scheduleefolassroom
observationsthe logistics of interviewing the participants, and the means of acquiring
data from documen®&nd photographsData sources consisted of classroom observations
(Spivey, 2006), senstructured interviews (Bogdan & Biklen, 2007; Crabtree, 2006;
Trochim, 2006), school documents (Trochim, 2006), the rese&chemos, and
photographs of the schoatwronment that related to the guiding questiohke
resulting triangulatiomf data sourcesccording to Yin (2009%ktrengtherd thecase
studythrough its provision for data corroboration. Thentity of data approached
saturation and thus providéarther support for the studyconclusions.
Classroom (bservations

Using the master list of teacher instructional times and planning periods provided
by the assistant principal, the researcheragled teachers a list pbtential times for the

obsevations of their classroom#\fter their response, the researcher obtained
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professional leave and invested entire days at the site school in order to complete
unhurried and detailed observations. The researcher talked with each teacher individually
prior to beginning the series of observations in order to help establish a rapport;
subsequent interviews provided a time to discuss classroom events that occurred during
the observation. The researcher complé@dassroom observations during April and

May 2011, each observation extended for the entirerbute instructional time

Logistics. Prior to each observation, which lasted for an entirenbtlte class
period, the researcher arrived at the classroom door and requested thésteacher
permission tenter the room. The researcher sat in a student desk or other chair in the
back of the classroom for the purpose of a-participatory observation. Using the
observation protocol as a guifseeAppendix B, the researcher used memoing
techniques to wie extensive field notes of classroom actions, words, and impressions of
those events (Trochim, 2006). Observations were not videotaped, due to the logistics of
obtaining parental permission for every individual student that appeared in a video.

Link between observations and guiding question®bservation data helped to
answer the third guiding question of this studshat, if any, classroom actions depict
teacher philosophies towards the student3$f researché development of the
observation pratcol was a response to Haberriaf1991) description of @edagogy of
povertydin which the predominance of worksheet drills among teachers in low
performing, highpoverty schools reflects low expectations for academic achievement
Theresearcher lookespecifically for instructional techniques and activities that
illustrated high expectations for achievement and confidence in student abilhiese
techniques included inquiry learning, activities that required hilghve critical

thinking, expressios of confidence in student ability, and encouraging words. The
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researcher was also aware of the National Science Teaglssxiatiornds (2010)
recommendations for inquityased learningNational Science Teaché®&ssociation

2010), and Izumi, (2@), Rivera, and Smitis (1997) observations on the effectiveness of
direct instruction as well as relationship between strategy instruction (Lenz, Ellis, &
Scanlon, 1996), study skill instruction (Polloway, Patton, & Serna, 2001) and student
achievementBecause of those conclusions noted in the literature review, the researcher
carefully observed and recorded notes on teaghrestsuctional strategies.

Focus on Personal Qalities. In addition to the types of instructional techniques,
the researcher alsecordedpersonal characteristics of the teachersdestriptionof
theirinteractionswith students. Because Erb (2001) and the National Middle School
Association (2003) advocated that teachers intentionally construct a positive emotional
environment ad, LounsburyArth, McEwin, and Swain (1995) suggested a relationship
betweerstudent achievement and the quality of rapport with the teacher, the researcher
recordeddetails of teachestudent interactionsThe researcher recorded physical signs
of teaherdattitudes toward students, including making eye contact, smiling, standing
close to students, gestures, and tofigoice; these observations indicated teadhers
rapport with students (Spivey, 2006; Trochim, 2006). The researcher also noted any
mears that teachers used to connect science concepts with stmbakiground
knowledge or to create background knowledge (Noble, Norman, & Farah, 2005).

Focus on Philosophy towards idents. In addition tonoting instructional
strategies anteacherstudent interactionshe researcher purposefully noted any
indications of the teach@r philosophy towards students, includargacceptance of
responsibility for student learning rather than blaming low achievemgmiaerty

(Edmonds, 1979; Halsman, 2005; Kannapel & Clements, 2008; Rumberger, 2005;
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Weber, 1971).The researcher also noted communicationsh#li@f in student®
learning potential (Bruhn, 2010, Haberman, 2005; Klussman, 2004; Schacter & Thum,
2004)and the teacher respondingstadentécomments in a dignified manner, allowing
adequate time for students to express their ideas, showing value for it dy
requesting their input, and providing positive reinforcement for their comr(teruts
2001). The data analysiiewed notes on those classroom actions as representations of a
philosophy toward studés
Data Protection and Follow-up

Within 48 hours of completing each observation, the researcher typed the
handwritten field notes that contained the facts and irsjmes of observed events,
noting the observation date and teaGh@seudonym. After printing the notes, the
researcher personally gave each teacher a copy with the request to review it for
inaccuracies, write corrections, make clarifications, or regledstions. As stated
previously, every observation was followed by an interview in which the researcher
explored these changdke teache@nterpretations of classroom everasid made
corrections as needed in the daluring subsequent interviewbgtresearcher presented
the changes to each teacher for their approval and additional feeddiaclissions of
those pecific changesvere summarized i€hapter 4.
Interviews

National Middle School Associatiarcommendations and research conclusions
related to effective teaching in higherforming, highpoverty schools, the use of AVID,
and the impact of poverty on student achievement served as a basis for interview
protocols. The senstructured interviews had a focused conversational format that

provided both basic information and opportunities to freely examine interesting topics
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that arose during the interview (Daxtase, 1988) SeeAppendixE: Protocols for
Teacherinterviewsand Appendix FProtocols forAdministratorinterviewsfor the
specific points of the interviews.

Logistics. The researcher recordedlelve of the seventeen totakerviews with
a Sony ICDP620 audio recorder; additionally, the researcher made extensive written
notes both during and immediately followingeey interview. Each of the interviews
extended from ten minutes to two hours; the average time was 45 minutes. The
interviews were always conducted away from students and other adults, taking place in
classrooms, private offices, a school lunchroom,alutal bakery.

The researcher recordeelven 45minute interviewslogistics prevented the
recording offive other lengthy interviewsin one of those nerecorded interviews, the
participant was bedridden following a serious accident and respontiedlitderview
protocol viae-mail. In a second one, tlparticipantresponded to the researdiserequest
to record the interview with the statemdilo, a recorder ighnecessarg. The
background noise of a local bakery prevented the recordinghotianterview
conducted over lunch. Two other participants permitted interviews so suddenly that the
researcher did ndtave time to retrieve the recorder. In every unrecorded interview, the
researcher wrote brief notaadthen immediately following he interview wrote several
pages of notes from memory. Tlaéersection on credibility of the study discesshe
researchés handling of interview data that was not audioorded.

Teacher Interviews. During the first week of data collection, thesearcher met
with all of the science teachers in a classroom after school. At this time, the researcher
described this study to them, formally requested their participation, obtained their

signatures on the consent forraad scheduled the first intervig&ppendixC). Teacher
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interviews extended from 890 minutes and occurred in classrooms while students were
not present; the researcher informed the participants that they could stop the interview at
any time, with no obligation to provide a reason, &y could refuse to answer any
guestion they wishe@AppendixE).

Link between First Protocol and Guiding Questions. The researcher wrote
three protocols, based on findings in the literature, to use in interviewing the science
teachers.The results othe first interview protocol helped to answer the first guiding
guestionHow did the teacheébackground experiences and professional training
prepare them to teach in a high poverty science classrodhefirst interview requested
background personahd professional information, including the schools they had
attended, their number of years of teaching experience, and types of professional
development opportunities they had; additionally, it explored the effects of previous
experiences on classroontians and philosophies towards students living in poverty.
The interview also discussed the ways in which the teacher planned instruction for
students with the limited background knowledge that is typical for students living in
poverty, according tadJacken and Davig2000).

Multiple research conclusions formed the basis for the questions in the first
interview protocol, includingnconsistenconclusiongegardingthe relationship between
pre-service training and effective teaching (Bennett, 2008; Irneaedt Applenan, 2009
andLadsonBillings6(2001) obsenationthat both experienced and novice teachers can
be successfulThe conclusions of Bennett (2008), Freedman and Appleman (2009) and
LadsonBillings (20Q1) that teachesbpre-teaching experiences and trainingpacted
their level of understanding, sympathy, and optimisnmachievement bgtudents in

povertyalsosupportedhe interviewprotocol as didthe observationthat onés

76



perceptions of past experiences have &&tebn present actions asdem to drive
classroondecisionmaking(Ferguson 198; Spivey, 2006)

Link between Second Protocol and Guiding Qestions. The second interview,
which followed the classroom observations, provided an opportunity to askoggest
about the observation; the researcher asked the teacher to interpret classroom events and
to reflect on the researcliemotes. Thether itemsn the protocol addresdthe second
research questionVhat ideologies and philosophies do the teachake towards their
students?The protocol explored teachéghilosophestoward students amabssible
background experiences that helped to shape that philasdjieyesearch basier the
interviewwas LadsofBillingsdaccouns in Crossing over to Caaanof transforming life
experiences that shaped the thought processes of beginning teachers in high poverty
classrooms (LadseBillings, 200L). Motivated by the conclusions bfanushek, Kain,
and Rivkin (2004}hat highpovertyurban schools have the lest teacher retention
ratesthe researcher also exploneécherdthoughts on teachg in a difficult
environment, whether they had a sense of missiod thé intentions tocontinue
teaching students ling in poverty (Bennett, 2008, Freedman & Appm2009).

Link between Third Protocol and Guiding Questions. The researcher intended
the third interview protocol to answer the fourth research question; if at all, does
the school environment and culture affect science achievenidm basis fothe third
interview was the conclusions of Kannapel and Clements (2005) and Rumberger (2007)
on the relationship between the school environment and student achievement As part of
the effective schools research movement, Kannapel and Clé&(2005) cas study of
high performing, higkpoverty elementary schools in Kentucky noted that clearly

communicated expectations for academic achievement, demonstrations of warm,
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nurturing relationships, and a sharp focus on academics characterized those schools.
Extending the effective schools research, Rumberger (2007) concludealtti@migh
studentsindividual attributes determine achievement levels, those attributes are shaped
by institutional and classroom settingBhus, the researcher determined to usetltird
interview protocol to gather details of tbkassroonenvironment.

Administrator | nterviews. In a similar mannetthe protocols for interviewing
administrators focused on the foughiding question How, if at all, does the school
environment ad culture affect science achievemerif&ppendix §. Interviews with
school administrators and the district assistant superintendent provided their
interpretation of the student scores on the 2010 PASS science test, the effect of the school
environment on teacher effectiveness, the use of AVID strategetheamphilosophies of
school administrators towards the students and their family backgrounds. In addition to
theconclusions in the preceding sectig@annapel & Clements, 2005; Rumberger, 2007)
that related school environment to student achievementgskarcher alsconsidered
the recommendations &irb (2001), the recommendations of the National Middle School
Association (2003) for the establishment of a positive emotional environment, and the
observations of Jackson and Davis ( 2000), Noguera (20@BYrimble (2002)
regardinga connectiorbetween school leadé&sommunications of high expectations and
student achievemeni he researcher purposed to discuss the emotional qualities of the
school environment as well as administradessplanations fothe high rankings of the
seventigraderéscience scores.

Data Protection and Follow-up
Within 72 hours after each interview, the audio recording of the interview was

transcribed into a Microsoft Word document using Dragon natusakyaking
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transcription software, stored in a folder labelederview Transcriptionsn the
researché&s personal laptop, and backeg onto a dedicated memory stickhe notes
on the norrecorded interviews were treated in a similar manAdier carefully
comparing theranscription and the written notes to ensure perfect alignment between
both data sources, the researcher printed a copy of the transcription and gave it to each
participant fortheirinspection and feedback. The section on credibility and
dependabilityncludes aliscussn of this technique for achieving data dependability.
Documentlnspection

Because participants did not provide any school documents to be analyzed for this
case study, the researcher applied observation and listening skills dursrgatayisits
and interviews to identify relevant school documenise researcher inspect
documents in multiple locations throughout the site school, including classroom bulletin
boardsthe principads letters to parentdjsplays in the faculty loung@osters, signs, and
student work attached on the wallBhe researcher inspected those documents for
philosophies toward the students, attitutbegards AYP failureadmonitions concerning
the school environment, lists of studémiseds related to portg factors,the effects of
specific instructional strategies such as AVID, and references to student achievement.
(Appendix H) Chapterd discussesghe findings from the document inspection.
Photographic Data

In the process of making geralobservations of the school aséarching for
relevant documents, the researcher noted extensive displays of student work and recorded
them with a SONY Cyber Shot digital camera, following the example of Sisidaya
collection for a 2006 dissertation. @t photographs recorded classroom seating

arrangements that allowed a temporary retreat for-sivessed students, a Héeze teddy
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bear in another classroom, and a large bulletin board that reminded students of overdue
work. The analysis of the phot@gphic data revealed their support for other data in this
study(Appendix I).
Summary of Data Qollection

Throughout the study, the researcher remained flexible in collecting data, making
observations of details throughout the school and listesangfully to participants and
school personnelClassroom observations and interviemisose protocols weigased on
the findings of the literature review formed the bulk of the datzhived test scores,
schooldocumerd, and photographs of the schqubvided variety and depth to the data.

The following sectioadescribe theesearchés system for catalogingnd
analyzingthe data.In analyzing the data, the researchged selectiveoding (Aryet al
2006),constant comparisaislasser, 1965Yin, 2009, two-tiered coding, participant
feedback, a descriptive framework for the d&ackman 198)), and quasstatistics
(Varma, 2003) Memoing with reflexivity,the compilation ofn audit trail, member
checking and interater checking pmmoted he trustworthiness of the analy§fsy et al
2006; Trochim, 2006)

DATA ANALYSIS

Data collection began in April 2011 and continglecbugh July 2011. During
this time, the researcher shared data with committee members and other colleagues in a
consultative manner throughneail. Althoughclassroom observations ended prior to the
2011 administration of the Palmetto Assessment of State Standards (PASS) tagt on M
14, 2011 interview data collection continued until thiest week in June An audit trail
recorded the dates and times of data collection, making sense of the ways in which it was

collected Initial inspection and readings resulted in a list of prglary theme# the
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data, which are listed in Appendix J. In a search for relationships among the data, the
researcher usatbnstant comparisaechniques that resulted in a tentative -tveoed
coding system, which is presented in AppendixX{o-tieredcodes Finally, the
researcher constructedlescriptiveframework for thedatg along the lines of the two
tiered coding system, and applied gestsitistics to determine theelativestrengtls (see
Appendix L, Appendix M, Appendix N, Appendix O, and AppendixXC8mponents of
the descriptive framework for the data
Preliminary Coding Procedures

After transcribingdatainto Word documents, the researcher printed and stapled
units of data togetr; for example, typed observation notes for Teacher 6A were one
unit, notes for Teacher 7B were another urstyaere thdranscribed interviewfr each
participant in the studyCorrections, deletions, and additions to the data venet
written or typed on those pageshich weresorted by unitnto a threering binder The
researchés memos were attached to the units of datzen following the
recommendation of WillartHolt (1994),the researcher read every page of daidtiple
times, notingdeas, references, actions, impressions, and comithetgarticipants
repeatecand marking them with aasterisk for reexamination at a later time.

Theresearcher continued inductivelading and rereading the dataarchindor
patterns and regulg-appearing topics, with primary attention given to the previously
marked data. Atentativecategories and relationships became apparent in the data, they
were marked with a unique color of highlighter (Bogdan & Biklen, 2007; Yin, 2009).
Any data thatlescribed relationships were coded yellow, for example, and data
describing teachedpersonal experiences were coded pink; in a similarotlagrthemes

were colorcoded.
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Two-Tiered Coding

After coding the initial themes, the researcher sorted thestbfzhrases and
placed them into a Word document; each document displayed the data pieces related to
one of the themegollowing the recommendations to reduce, compress, and display the
data (Miles & Huberman, 1994 hen the researcher organized thedateach theme
into subgroups (2° tier data) related to the theme; for example, two of thegsabps
connected to the school culture were high academic expectations and refusing to allow
studentéhome lives to excuse low achievement. A multiple béiadred identified each
theme (100, 200, 300, etc.) and related numbers identified the second tier data; for
example, 101, 102, 103 items belonged to the 100 group. The system of organization
consisted of writing a thregigit code (101, 102, 103, etc. ¢the printed Word
documents in the space above each line of text.

When it was apparent that large pieces of data were not colored at all because
they did not fit into any of the data sgooups (2° tier data), the researcher requested
participants andommittee members to use the reseafshéreedigit codes to sort a
page of data (101, 102, 103, etc). After reviewing their responses, the researcher added a
code for teachers caring for studeatslre-coded the data for caringeventually a
dominant theme appeared related to that topic.

Constant Comparison

Following the establishment of a tvilered coding system in which the
researcher grouped related syroups of data into themes, each unit was inspected for its
relatiorships to all other data and to the four guiding questions of this case study. Glasser
(1965) described the method of constant compaasaminductive inspedbn of each

single unit of data in relation to all othéatafor similarities and differenceslhe result
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of constant comparis@ analytic induction were advanced definitions for data themes
and a perspective on the relationship betwé@tiet data and this studyresearch
guestions. The theme of teaclieraring for students, for example,drdssed the
guestionwhat classroom actions demonstrate teachphilosophies toward students?
The researcher completeckthrocess of open coding, tiered coding, and constant
comparison manually without the assistance of computer software.
QuastStatistics

According to Varma (2003), Becker coined the téuasistatistic® in 1958 in
case study reports, suggesting the possibility of enumerating the distribution of events
within categories of data that failed to meet requirements for statistical testing. Although
not quantifiable, the data could be analyzed with a systemwheration. The quasi
statistics represented the level of confidence one could have in the findings within the
data; confidence was increased when categories of data contained multiple forms of
evidence.

YinGs (2009) description of descriptive framew®for data indicated a practical
way to implement Beckés quasistatistics and téiplay with the data(p. 129).
Descriptive frameworkeeferred todata arrays and category matrices, into which data are
placed. The number of pieces of data in eaclgoayandicatel the dominance of that
category among the dat8ased on an understanding of &r{2009) and Beckés
discussions (Varma, 2003he researcharonstructedh threecolumn descriptivelata
frameworkthat organized the preliminary themes ie@ed in the dataThe column
headingsveredNVho said i§ ANVhat they said anddrallyg thuseach row on the
descriptive framework recorded a person, a quote attributed to them, and a cumulative

number of pieces of related data.
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This technique revealetié prevalence of suroups of data, meaning that sub
groups with a larger tally were stronger themes than those with a small tally, being
referenced only a few times by one or two participants. The researdéhspeeted
themes with a very large tallg determine whether they actually represented more than
one theme, as in the case of a preliminary theme called relationships, which had a large
tally and variety of comments. Further inspection caused the researcher to conclude that
the preliminary themactually included two separate types of relationships, those among
teachers, as well as those between teachers and students. The reseadihielesiibe
theme intarelationships among teacheasdrelationships with students

Case study data analyseluded quasstatistics regarding the number of years of
teacher8postsecondary education, years of teaching experience, and number of types of
professional development by averaging these individual categories. Because of Bennett
(2008), Freedman amsppleman ( 2009), and Ladsdillings6case studies ( 2001) that
described the development of a sense of mission and informed perspective as a result of
personal and professional experiences, the researcher collected demographic statistics
from each partipant. The statistics helped to answer the research québimn, if at
all, did teacherébackground and professional training prepare them to teach in a high
poverty science classroom?he demographic information included the continuous
variables of age, number of years teaching high poverty studehtssite school
number of years teaching high poverty students at other schools, and number of types of
professional development cousselated to teaching students whose families live in
poverty.

In addition todetermining the relative strengths of themes revealed in the data,

guaststatisticsalsoreported the comparative rankings of schools regarding scores on the
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2010 PASS sciendest. The display in Table Fopranked schools on the 2010 PASS
testpresentdthe South Carolina schools that ranked the highest in the year 2010 on the
science sulbest, presenting the average number of students, the percent of students
eligible for free or reduced lunches (FRL), and each séh@derage-score on the test.
The statistics in Table: ®omparisons of PACT/PASS scores among scloohpared
the site scbol to similar schools. The quastatistics in both Table 4 and Table 5
guantfied studentachievemenand implied the effectiveness of the site sctotdachers,
thus supporting the motivation for this case stullgble 5Srevealsthat the 2010 ranking
was not a ondime anomaly; instead the ranking was part of a pattern of academic
achievement.
Summary of Data Analysis Methods

Data analysis began during the data collection with the application of an open
coding system involvingorting, organizing, andolored pensr highlighters. Following
further inspectionthe researcher developed a ttigred coding system involving three
digit codes to indentify tentative categories and-caiegories (P-tied data) within the
data. Usng constant comparison techniques, the researcher identified relationships and
connections among the parts of the data, as well as connections between them and the
guiding questions. Finally, the construction of a descriptive frameargdnized the
data,andquaststatisticsdetermined the relative strengths of the themes found in the data.
The researchalsoapplied giaststatistics tademographic informatioand test score
data

CREDIBILITY AND DEPENDABILITY
Planning for valid and consistent conatuss based on the data was an important

component of this study methodology. Discussions of those efforts centered on plans
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for the studys credibility and dependability, as suggested by Shentor3), 28080
explained thatredibility representso the degree to which findings accurately and
completely describe realitywWhile credibility in a quantitative study depends on the
construction of the measuring instrument, in a qualitative study the researcher is the
instrument (Golafshani, 2003). Aassult, the credibility of a case study depends on the
researchés abilities. A qualitative study is considered credible when its descriptions or
interpretations of human experience are so accurate that they are instantly recognizable
by others who havehared the same experience (&twal, 2006). When the conclusions
of a case study are believable from the perspective of the participants, then credibility is
obtained (Trochim, 2006).

Because the purpose of this qualitative study was to describadhgtving
science teachers in a high poverty school, they were the ultimate judges of this study
credibility. In order to corroborate the stdslyonclusions, the researcher pursued the
participant®interpretation of classroom events. Participantdioned the accuracy of
the data by reviewing transcriptions of the data and made corrections as needed. The face
validity of the observation protocol and the interview questions was supported by
referencing individual items to the review of the literatur

Data collection and analysis used a system of triangulation for data collection and
data analysis. Multiple types of data supported the &uzbnclusions and successive
strategies were applied to analyze the data, including open codintieteacoding,
constant comparison, and quagatistics, to obtain a depth of meaning. Triangulation
ensured the credibility, dependability, and trustworthiness of the data.

The standard quantitative meaning of validity holds little meaning for qualitative

studies. The intricate connections among participants, their environment, and the specific
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point in time in which data collection occurred prevent a discussion of validity. A
study®s conclusions are relevant only to those participants at their time &trika

Rather than strive for validity, case studies construct the related qualities of credibility,
dependability, and trustworthiness (Agtal, 2006,pp.509-512). As described below,
memoing, an audit trail, member checking, and irdger checkig were used to ensure
those important qualities of a qualitative study.

Memoing

The data analysis technique of memoing, a form of reflexivity, increased the
credibility of the volume of data througfis annotations of the daf&roenewald, 2008)
Memoingwas the recording of brief impressions during data collection, usually in a
separate column beside the observation notes. According to Hsiung (2010), memoing
includes reflective notes or memos during data analysis as well as during the data
collection anctan list aspects of the context that need to be investigated, apparent
patterns in the data, comments on qualities of relationships, and questions that arise
regarding the data. Thus, memoing provided a written record of the progressive
understandings dhe datasupported its analysis, and added confidence to its
conclusions (Groenewald, 2008).

The researcher wrote memos concerning impressions of the site school
environment on every visit to the school. Some memos, for example, recorded calmness
and peace that the researcher sensed while moving between classrooms at the site school;
subsequently, those memos were confirmed with corroborating observations and clarified
with contrasting observations. Other memos noted the friendliness of the participants
towards the researcher, the emotional reactions of teachers towards apparent delay in

students learning difficult concepts, and the street signs that named every hallway and
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stairwell in the site school. A memo that posed a question was whether tdaltizers
sense of mission in the site school or was their focus on excellent teaching, regardless of
the environment. These samples of memos and many others were continuously made,
compared to the other types of data and the coding systems that were etvelop
increasing the credibility of both by corroborating the data and helping to explain the
source of the open codes and tieyed codes Groenewald, 2008; Hsiung, 2010).
Because of the honesty, informality, and continuous nature of the memoing, researcher
bias can be controlled with the full accounting of thoughts, concerns, and problems that
occur during the study (Argt al 200). Thus, the researchismemoing techigues
supported the credibility and dependability of this study.
Member Checking

Member checking and inteater checking raised the credibility of the data
analysis. To further strengthen the credibility of the case study, in addition to memoing
techngues, the researcher used member checking techniques, which consisted of
delivering the data back to the participants for their verification of its accuracy and the
plausibility of the research@r conclusions (Conrad & Serlin, 2006). The researcher gave
typed copies of observation notes and interview transcriptions personally to each
participant, with adequate space provided on the documents for writing corrections,
making deletions, and adding supplemental informatidme participants were asked to
write notations of inaccuracies, insert relevant or clarifying comments, and to make
deletions in the data; the researcher reviewed all of the changes duringupllow
interviews and entered them into the stisdyermanent files stored on the reseasher
personal laptop. The investment of time in reviewing data with participants helped to

increase its accuracy and as a result, the &umgdibility. Credibility in qualitative
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studies refers to truth of its data; the concept of dependability is also umiquaitative
studies and refers to degree to which a study accurately represented reality (Trochim,
2006).

Dependability

Although reliability is important in quantitative studies and refers to the ability to
replicate the study, the nature of a qualmastudy makes replication impossible
According to Trochim (2006)ts detailed investigation of realorld phenomena at a
specific timeimpliesthat attempts at replication would actually measure a different
phenomenonas a result, qualitative studieave focused on achievinigpendability,
rather than reliability, with actions that account for the influence of the context on the
participants anthe directiorof the study. The dependability of this case study was
supported by the rich details of tHata, triangulation of data sources and analytical
strategies, member checking, coding strategies, and examination of the data by
colleagues.

Rich Details. Data collection obtained an extensive, detailed body of information
related to the participants @the site school. Events, emotions, the reseascher
impressions during classroom observations, notations during interviews of partitipants
toneof-voice, the look in their eyes, their body language, and other memos describing the
evolution of the codig system and decisions about the course of the study provided
richness to the data. An audit trail recorded the dates and times of data collectien (Ary
al, 2006), and audio recordings of most interviews increased the size of data, thus
advancing the geendability of this study.

Triangulation, Member Checking, and Coding Rocedures. According to Key

(1997), triangulation of data sources, member checking, and coding and recoding
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procedures support the dependability of a qualitative study. In additiba teepth and
richness of the data, the stdslylependability was supported by the correspondence of
data, which was obtained through multiple avenues, the confirmation of the data by the
participants through member checking, and the degree of simbatiyeen committee
memberdcoding of the data and the researéending. Coding and recoding

procedures involve the agreement between the researcher and other professionals on the
application of specific codes to the data. These procedures also ittdudsearchés

recoding of the data after the initial coding; this action helps to ensure the consistency of
the researchés interpretation of the data (Yin, 2011).

Examination by Colleagues. The examination of the researafsefindings in the
databy others and the correspondence of their interpretation is another means of
increasing dependability (Hugheskgayhoeg 2009); the researcher regularly discussed
findings with participants, other colleagues, and committee members.

Transferability

One ofthe criticisms of qualitative studies, other than those directed toward the
apparent lack of validity and replication, is the difficulty in making generalizations from
its conclusions (Hammersley, Foster, & Gomm, 2000). The degree to which a qualitative
study@s findings are applicable to other contexts is known as transferability, rather than
generalizability, according to Davis and Buskit (2008); transferability can support the
generation of testable hypotheses for future investigations and the devaloptheory
(Hammersleyetal, 2000). Although the depth of information from multiple sources does
not equate to breadth, the completeness of th@ siescription, a full discussion of the
participants, and the revelation of the basic assumptions sefutig allows other

researchers to make informed decisions on the transferability of the case study results
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(Ary etal, 2006). The responsibility of demonstrating transferability of case study results
to other investigations belongs to the investigatothose other studies, rather than the
original researcher (Bogdan & Biklen, 2007; Davis & Buskit, 2008).
Summary of Credibility and Dependability

Because multiple data sources do not guarantee accurate information, the
researcher strove to ensure tligt tlata genuinely reflected reality. Memoing and
member checking advanced the credibility of this study by recording the development of
its coding system and its conclusions, while member checking corroborated the
researchés data and its coding. Thehidetails of real world people and events
advanced the dependability of the study, and its transferability to other contexts for
investigation, theory building, and testing hypotheses depends on the similarity between
contexts. This researcher was reslole for providing deep details of site, participants,
and assumptions of the studyj; it is the responsibility of other researchers to match those
details with their contexts prior to transferring this sfisdyonclusions.

ETHICAL ISSUES

A final consideation in all studies involving human beings, such as this case
study, was the question of ethics; the researcher considered it more important than the
efforts to increase credibility and dependability. In an ethical study, the researcher must
protect thanterests of everyone involved, including developing strategies for obtaining
informed consent, protecting privacy, maintaining anonymity, and being sensitive and
respectful towards participants (Bickman & Rog, 2009).
Informed Consent

This studys purpose and the expectations for its participants were explained prior

to asking them to sign the consent form (Apper@)ix Participants had an opportunity to
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ask questions before consenting to participate in the study; additionally, the researcher
informed them of their right to discontinue participation at any time. Informed consent
involved the consent of the institution, as well, to allow the researcher to enter the
building, observe classrooms, and interview personnel (Glatthorn & Joyner, 2005).
March2010, the school district superintendent and the school principal provided
permission for this studfsee Appendix B5chool district approval
Maintaining Privacy

The use of pseudonyms ensured particigigorisacy and anonymity; their self
sekcted pseudonyms revealed only their grade level. The confinement of the data files to
one computer and its backop an 8 GB memory stighrovided additional privacy.
Storage of transcribed interviews, typed field notes, resed@samemos, enalil
correspondence, and the audit trail in a cabinet in the rese&dtady assisted in
maintaining privacy, as did theébscuringof identifying information, including personal
names and the sch@lname, with a black marker.
Honesty

The degree of honesty angdenness of the study was another ethical concern
among qualitative studies, according3tatthornandJoyner(2005). The use of
memoing procedures and the maintenance of an audit trail in thisrsinilyizedany
dishonesty in reporting actions and uigbts. Additionally, the researcheas research
instrumentwas conscious of personal biases that could influence participants towards
desired responsesd impact the studyintegrity (Glatthorn & Joyner, 2005). This
researcher was cognizant of a stgdias toward anyone who works hard to better the
lives of those young ones that society tends to overlook, especially committed teachers

whowere providingigorous science education for children who were living in poverty.
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Because of that sefwarenes, the researcher conscientiously avoided the
encouragement of insincere resporti@sng interviews i keeping an even tore-
voice, a neutral facial expression, avoiding leading kinds of questions, and not making
judgmental comments on the quality offmapant®words or actions.
The Ultimate Ethical Authority

This researcher was guided by the Holy Scriptures, which reported that a young
man asked Jesud/Vho is my neighbor® The Lord answered the young man with a
story of a man mercifully providing assistance to an injured gérafl.uke 10:2837,
NIV). The studys conclusions were intended to helprease the achievement of
students who generally have laxehievement. fe researchesonsidereca completely
ethical study, withthorough honestly ancareful data analysiso be the means of most
effectively reaching the goal of helping studerifse following chapter summarized and

synthesized the dafandings.
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CHAPTER FOUR: RESULTS/FINDINGS
The data revealed that the leaders in a high poverty middle school in South
Carolina have carefully selected and developed higkiled teachers who have
understanding and compassion for young people living in poverty carglitibhe
literature review indicated school qualities and teacher skdlgrelated to student
achievement in high poverty schools (Chenoweth, 2007; Cotton, 2003; Edmonds, 1979;
Gaziel, 1997; Leader, 2008; Lezotte, 2010; Reeves, 2003, 2004), but did not specifically
connect those qualities and skills to science teaching in devgddool nor were
conclusions found that related teackdsygecific philosophies towards students living in
poverty. In order to address that perceived gap in research understandings, the
methodology of tts study was structured for collecting descriptimformation related to
the philosophies and related actions of science teachers whose $tsciems ranked
near the top on an annuatigministered state exam of science standards. Descriptive
information was also gathered on school administratatsjaalities of the environment
of this highpoverty middle school in South Carolina.
The collected data was intended to answefdhewing guiding research
guestions:
1. How, if at all, did the teache@dackground experiences and professional training
prepare them to teach in a high poverty science classroom?
2. What ideologies and philosophies do the teachers have towards their students?
3. What, if any, classroom actions depict teachptslosophies toards the
students?
4. How, if at all, does the school environment and culture affect science

achievement?
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INTRODUCTION

This case study relied onultiple datasourceswhich were classroom
observatios, operrended interviews with individual participantse researchés
personal memaosnspections of archived test score dataseiebol documents, and
photographs of the school environment. The resealat@&teddocumentsiuring
classroonobservationgsvisits tothe teachés lounge, anduring walks through the halls
of the siteschool The researcher photographed school documents ancbolass
interiors selecting them based oglationshifg to the guiding questiorsf this study.

Because this case study was intended to be descrithievgeneral analytic
strategy was taode the data and then to constradescriptive frameworto organizeit
(Yin, 2009). In a manner similar to the sociological stitigdletown(Lynd & Lynd,
1929) in which data was sorted into groups deswibompments of community life, the
data in this study was classified into topics describing teachers at the middle school.

The researchenitially read, reread, rearranged, and sorteé datauntil
tentative themes became appar@uinstant comparisotechnques establishea two
tiered coding systertinat depictedelationshipsamongdata The twotiered coding
system was revised several times until parallels appeared between themes in the data and
the guiding questions of this study (see AppendRréliminary Codesand Appendix K:
Twortiered coding system Five themeseventually appeared in the data, all of those
except for one, were anticipated by the guiding questions of this case study.

1 Participantéphilosophies towards students at the middle school
1 Participantédemonstrations of their philosophies towards students at the
middle school

1 The leadership and culture of the middle school
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9 Participantépersonal and professional backgrounds
1 Participantdinstructionalskills

Table 8Descriptive framework for the dathsplays a connection between each
themeand one of the guiding questions, except forthiene concerning participadts
instructional skills Continued coding of the data, using participadoivn words,
identifiedrelatedcomponent®f eachtheme(Bogdan & Biklen 2007; Strauss & Corbin,
1990). The researcher constructethllefor the themes and their related components.
The headings of the taléethree columnwere Who said it; what as said; and a tally
Finally, quasistatisticinspected the tally andietermined the relative strengths of each
theme the following sections provided details of the analytical procedures result of
the analytical strategy was a descriptive framwaith four topics that responded to the
guiding questions of this case study and an additibieshe that was not anticipated by a
research question.

An overview of the descriptive data framework depicted in Appendices L, M, N,
O, and P was presented in the three columns of TaBlestriptiveFramework forData
on the next several pageme or two themes were presented on each palge first
columnin Table 8listed a guiding gestion for this study, if any, the second column
presented a theme associated with the guiding queatidihe third column grouped the
componentselatedto each themeThose related components consisted of participants
words, thus they were direct quotes that represented a group of related@ldathemes
were numbered one through figadthe related components were numbered in a similar
way, for example, the components related to the first theme had the numbédr 1113,

and 1.4. In this way, Table 8 summarized the organization of the descriptive framework
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for the data and previewed the discussion of the &udydings in the following sections
of this chapter.

Following the construction of the descriptivaritework, a second analytical
strategyinvolved coding the data from a theoretical bassilar to the strategy
implemented by Yid $978 studyCreepingFederalism: The Federahipact on the
Sructure andFunction of Local ®vernmen{Glickman, 1980). From theoretical basis
of cognitiveperceptual theor{Bruhn, 2010ferguson, 1998; Fromberg, 19/the
researcher in the current study usedtki®®retical supposition that participaits
perceptions of prior experiences influencedrthetions towards children living in
poverty. This chapteadiscussed the theoretical analysibowing the sectioa on the
descriptivedata framework.

DESCRIPTIVE FRAMEWORK FOR THE DATA

The descriptive framework presented five themes revealed by the data, which
wereparticipantéphilosophies towards studemisthe site schoptlemonstrations of
their philosophies towards studeatghe site schopparticipantépersonal and
professioml backgroundghe leadership and cultuoé the site schope nd par ti ci par

instructionalskills. The words of participants expressed the components of each theme.
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Table 8

DescriptiveFramework forData

Research question Descriptive topics in ~ Seconetier descriptive

thedata data for each topic
1. What ideologies and Participanté 1.1: Relationships are the
philosophies do the teachers philosophies towards key to success in teaching
have towards their students? students at thsite children living in poverty.

school
1.2 You have to feel a
sense of mission. You are
accountable.

1.3 It is essential to have
compassion,
undestanding, and
common sense.

2. What actions depict teachérs Demonstrations of 2.1 18l get it for you.
philosophies towards their  participant$

students? philosophies towards 2.2 You have to repeat
students at thsite everything you do.
school

2.3 I won@ accept excuses
for low achievement.

2.4 | like you guys.

3. How did the teacheds Participantépersonal 3.1:1 had teacherthat
background experiences and and professional were especially good
professional training prepare backgrounds
them to teach in a high pover 3.2 Christian schod
classroom? modeled kindness for me.

3.3 I guess | just relate to
these kids.

3.4 | have experience

4. How does the school The leadership and 4.1 The atmosphere that
environment and culture affec cultureatthesite you see here results from
science teachers and science school relationships.

achievement?
4.2 They havedatadriven
instructionand the state
science standards
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4.3 The principalgets it

done.
No guiding question Participanté 5.1 We work closely
instructionalskills together.

5.2 In planning lessons, |
have to look at what they
have experienced.

5.3 ldve gotit under
control.

5.4 Teachers teach on a
high level.

5.5 The only wayl know
to teach is good.

5.6: Explicit direct
instruction

ParticipantséPhilosophies towardsStudents at the Site School

The researchés interview protocols were instrumental in exploring particigants
philosophies and ideologies towards their studeBtary participant described their
philosophies, which were a way of thinking about their students and a description of their
feelings towards teaching middle school students living in poverty. The data included
their convictions that relationships are tkey tosuccess in teaching children living in
poverty,theimportance of a sense of mission, the need for compassion and
understanding, and a sense of accountability for student achievement.

Relationships are the key to success in teaching childreniing in poverty.
All of the participants declared that relationships must be developed prior to initiating
instruction. The school princip@b statemersgummariz2dthe importance of forming

relationships
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Relationships are the primary thing for effectimstruction with students

living in poverty homes. When a child doé&sto well on a test, parents

say,dNVhats wrong? Doesrd the teacher like you? But parents of

middle-class children are more likely to sa@ywhats wrong? Didd you

study (P1)?

A seventh grade teacher, teacher 7A, acknowledged that the relationship is vital,
saying,ilf a student knows that | care about them as a person, they will be more
receptive to my guidanagteacher 6A confirmed this perspective, sayiiidiave to
know threm. | have to get to know my kids, period. You know their backgrounds are not
broad in any way. If | know them, | can pull in things to get their attedtiBichoing
these sentiments was teachedew,iRelationships are the key to success in teach
children living in poverty. Tha@ 100% of it. If they like you, they will work for you.

And if they respect you, they will work for yauThe data indicated that the view of
relationships as a prerequisite for learning was accompanied by séeaehifg in a
high poverty school as a kind of mission or fulfillment of @navic duty.

You have a sense of mission. | am accountabl€omments from interview
data referred tadoing the right thing (teacher 8@nddelping other less fortunate
people (teacher 7B)The researcher viewed teaadfseacknowledgements of their
accountability for student learning as part of a sense of mission. Teachers discussed their
responsibility for student achievement, from the perspective of a mission, a tipi of
duty, and a goal for which they were accountable.

One of the sixth grade teachers, teacher 6B, explained a view of teachin@sas one

civic duty:
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| consider some of this to be my civic duty and obligation, and me giving

back. When people come teetboor at home asking for donations, | tell

them | have given it all this week. You need some moral calling to be a

better teacher. If you d@rhave it, then | doih see how you make it

(Teacher 6B).

An eighth grade teacher, teacher 8C, explained sesgfiimission by describing
the Christmas presents that are personally delivered to selected students at the school.
fiTo explain my feeling towards students who are living in poverty, we have the Angel
Tree collection every year at Christntaglated Teaeher 8C. Another teacher felt
compelled to mentor students, sayiitige way you treat students is the same, because
everyone is equal, but how you go about it is a little bit different. | feel called to do a lot
of mentoring. | can call parents and s&§m coming to get your child on Saturday.

Wedre going to the school to study. @& going to walk around the mall and learn what
it means to have manners (Teacher @B)eacher 8A explained that God provides the
direction in teaching, while Teacher 8Bnied a sense of mission, in contrast to all of the
other participants, sayingl dond do anything special. | just come in and do my job
every day. My philosophy is to do your job wellGslivhat yodre getting paid to do. If
youdre going to do itthen you need to put everything intait.

Other comments in the data indicated a commitment without specifically
referencing a sense of mission. The seventh and eighth grade teachers were adamant that
the social class of a parent should not decide tlueewf a child. The educational
experiences for children should be equivalent for children at all economic levels. Two of
the representative comments weidy philosophy is that every kid counts (Teacher

7B),0 andfiPeople are still people, no matteraticolor their skin is or their economic
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background happens to be (Teacher 8B).the same manner, an administrator reflected
thatfipoor does@ mean stupid. Poverty is not an excuse for low achievemend@i);
Teacher 7A saidjPoverty is not an @eptable excuse in my classroom.

The participants unanimously expressed a sense of being ultimately accountable
for their studen@achievement. The science coach stdiBdyerty is a cycle of
indifference, lack of resources and experiences, andfasifconfidence. We as
educators can be that one el ement in their
helps them to become successitributors to society home, school, community, and
the world (Coach® Echoing the same sentiment,dbar 7A saidfiAll students have the
right and responsibility to become successful citizens. | must make the most of the time |
am giveno The other seventh grade teacher described a budikesgpproach to student
achievement stating tell studentsYoude my bottom line. By the end of the year,
youdre going to be at the top, dim holding myself accountable for it (Teacher 0B).
The same teacher was heard telling studéiftshave to make you study, | widl further
revealing the teach@& sense of responsibility for student achievement. Interview and
observation data included similar comments from four other teachers, inciudaighth
grade teachaeferring tofithis is the only time that some of these kids will ever hear this
stuff. If they are going to learn anything, this might be the ordgelthey get it (Teacher
8B)0, and sixth grade teacher sayifighave them do book work in the class, because
80% worit do it at home. If they dd@nget it here, then they wérget it (TeacherB),0
and likewise, teacher 7A sail,tell you that this class gets it here. Theydget it at
home; at least 85% to 90% of them do not get it at hbme.

It is essential to have common sense, understanding, and compassion towards

these students Everyteacherexcept ongreferred to the need for understanding and
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implied the need focompassionn relating to their studentdJnderstanding was needed
when parents couldnbe reached on the phoribecause they are working several jobs
(7B),0 when a child doeghhave his homework, becaud®e had to sleep on the porch
while his mother entertained all night (7B), when a female studedtloald her head up
in class, you tell hefito stand up and do whatever you need to do, but yail legrthee
(7A),0 and when a bright child is failing multiple subjedigou know there are reasons at
home (8B)0 Understanding that childrénhome lives may includ@& party going on all
night,0 Teacher 8A constructed lessons that involved repeated presesiticontent,
becauséif they are going to learn anything, this might be the only place they get it;
therefore | have to repeat it several times (8A).

Understanding for students was seen in the data related to dealing with homework
assignmentsThe o sixth grade teachers provided multiple opportunities for homework
completion. iAbout homework, even though they know | expect it to be turned in on
time, | will listen to their excuses to an extent. | know that things happero(8¥ijh
the same understanding of home conditions, Teacher 6B arranged time for students to do
homework during clas$rather than assigning homework. If they daget it done here,
then they wodt get it (6B)p Teacher 7A made a similar comment, estintathatfi85%
to 90% do not get it at honteeferring to support for learning. These understandings
correlated with homework assignments remaining on the board for over a week,
provisions for afteischool homework help, and classroom time dedicated to its
completion. iWhen considering effective instruction of these students, | tell you that

common sense is the best answsuymmarized Teacher 7B.
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AiYou have to really like kids to work with kids such as these here. It takes a lot of
adjusting Teacler 7B said. The assistant principal explained the administéatdew
towards compassion.

In interviewing prospective teachers, we ask about it. Understanding,

common sense, and compassion are essential. Our questions include,

OVhat type of personalyou dislike? What type do you like? What

movie or book has made you céy®hen a prospective teacher saidh,

| never cry during a movéewe knew she was not the one for us (P2).

The data associated with compassion included participantsenessf the need for
sensitivity for childreds difficulties outside of school. Teacher 8B explairi&thu

never know what kind of issues and problems are coming through your classroom door.
You have to be parent, teacher, and caadieacher 6A also refemeo this sensitivity,
sayingfijust being there for them. They may have a mama at home. They may have a
daddy, or they may have nothing but an aunt. | know one of our students is being raised
by a cousin. You never know how longsigoing to lasb The data revealed that not

only did participants philosophies towards children living in poverty involve a sense of
mission, a view of the importance of compassion, but also feelings of being ultimately
accountable for studesdiearning, including a detelimation to find a means of realizing
high achievement.

Thus, participant§philosophies towards studem€luded views towards
relationships with students, their mission or civic duty, and the importance of
compassion. Their convictions were that thiding of relationships with students must
precede instruction and they were ultimately responsible for student achievement, as a

kind of mission or civic duty.Teaching in a high poverty school was viewed with a sense
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of mission and as an opportunityfulfill oneds civic duty. Compassion, understanding,
and common sense were absolutely necessary for effectively teaching their students.
They did not blame poverty for low achievement.
Participants6Demonstrations of their Philosophies towards tadents

In addition to the topi®articipant®philosophies towards childrethe
descriptive data analysis found a second nta@me Participant®demonstrations of
their philosophies towards student$he relatedomponent®f the theme, expressed in
the paticipant®words, werefildl get it for yow, iYou have to repeat everything you
doo, il won@ accept excuses for low achieven@&gmindil like you guy®. Those five
componentsvere viewed ademonstrationsf participantdéphilosophies towards
childrenliving in poverty.

|4l get it for you. The wordsildl give you soméwere spoken or implied in
every classroom and were linkedpmvisiors of school materials, textbooks, and more
comfortable seatingWhen one student complained thaty chair isri level 0 Teacher
8B said,fildl get it for youp and immediately picked up a chair from the back of the
room and carried it to the student; when students needed colored pencils for a lab report,
the same teacher held out a box, sayfiftgre, help yourselh. On another occasion a
student reported that his pencil was out of lead and Teacher 8@ldaglye you some
pencil lead, as long as you keep making good grades forWiken a student
complained that he couldrfinish a project because his famdidnd have any scissors,
Teacher 6A saidjHere, give it to me and | will cut it for yai.

In addition to providing comfortable seating, scissors, and pencil lead, and
colored pencils, school funds were used to purchase items to help students onganize t

assignments. Observation and interview data noted that a large binder, purchased by the
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school administrators biannually, was in every stugmssession, replete with divider
tabs, spiral bound notebooks, and several reams of paper (P2, Teached 3Bacher
6B). Observation data also noted that textbooks were already placed on Stadisgs
prior to class, available for use on every table in every classroom (Teacher 8A, Teacher
6B); none of the data indicated that students lacked schodiiaiate

The sixth grade teachers purchased gifts for students, in addition to school
materials; Teacher 6A distributed candy and peanuts to students after using them for in
lab activities and Teacher 6B saiitipought my entire class ice cream one dayrmth,
j ust b edcThewateincladed a large collection of gifts given to students annually,
referenced by Teacher 8C sayififip explain my feelings towards students living in
poverty, we have the Angel Tree in the school cafeteria every y€arriatmas. | will
promote it all year and run the fuindising for it. Several teachers manage the gift
purchasing and then | deliver the giftsn Christmas morning to the homes of the
neediest studentgiOne year | arrived to find the grandparentskiog over an open fire
in the yard, sharing an unheated concrete shed furnished with a single mattress and a
recliner, with two grandchildredTeacher 8C relatedribugh tears. Just as teachers
provided school materials and gifts to the neediest studardssimilar way the data
indicated that teachers incorporated content repetition into instructional strategies to meet
the perceived needs of students.

You have to repeat everything you doiiThe way | plan for effective instruction
is to use common ssap said Teacher 7B. One illustration of the ways that teaghers
practical understanding for students was their use of repetition in the claséit@emot
all about test scores hevd,eacher 8B explainedibut definitely all about student

learningd The school principal acknowledged tliiaknow the experts say we should let
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them discover it, but I think these students need lots ofadrdipractice, with spiraling
(P1)6 The researchés inspection of school documents found the prin&Gpalemo to
teachers dated September 2010, advising thepotdginuously review with drill and
practicé@ Teacher 8A explained the walyplan for instruction with children who live in
poverty is to plan repetition and repetition and repetition. The@ dehitat home.
Maybe | teach it a slightly different way each time, but@mathat it isd Interview data
recorded Teacher @ assertion:

Repetition is essential when you teach. That goes not only for teaching

content; it goes for discipline, morals, vaduéd all of that. You have to

repeat everything you do. | will be saying on Day 164 to the kidisw

what do we do when we get out of our seatk®@ because rules are not a

thing at home, whered like d dond care what you do, just go outside,

and go away | heard a kid sayijl didn@ get into bed until 2:30. | was

just walking around outside. Mom said to get outside and@ dome

homeo

Teacher 78 comments in the observation data summarized the focus on
repetition, saying to the reseher one dayiiWe are going to review, review,
review. Students are going to look at their scores from yesterday and my intent is
to give them another chance to leara in addition to revealing that teach@rs
intentionally presented the same content in several different ways, the data also
revealed teachers adamantly refused to accept poverty as an excuse for low
achievement. The philosophy expressed by the assistant principal (RRptrat

does not meangpidowas clear throughout the data from all participants.
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| won& accept excuses for low achievemenihe principafs expectation and
knowledge thafithis type of student can succe@das incorporated into the teachiers
classroom practicediThe princpal has high expectations of the students and their test
scores and depending on who you talk to, it all starts with the tea®leacher 8B
explained.

At professional development meetings we are told to have high

expectations, even though studentsl@aneer socieeconomic level; we

can still achieve it if we provide the resources and put enough time and

energy into planning and presenting the content. It probably takes a lot

more energy than for other students who have educated parents at home

who will sit down with them, work on homework with them, and do

scienceprojects with them

fiThe principal holds teachers accountable for student test scbeasher 6A

said. iWe dor@ dumb it own. They know | expect a lot out of them. When | do, | get a
lot. You keep your bar high and they will go for the dareacher 7A saidiPoverty is
not an acceptable excuse in my classraoheacher 6B agreediVe tell each student that
drou can do something.Here we doét make excuses for student backgrounds.
Observation data affirmed that teacfsewords when students were admonisli#aur
projects are due tomorrow; no excuses! You can dathis!

The principal explained the basis for the energy and tedawrgictions saying,
fAiThis school has a commitment¢hange what we can and to avoid blaming low
achievement on their circumstan@e3he science coach affirmed thimte as educators
can be that one element in their lives that turns the tide for these children. Their

circumstances are no excuse for betoming a successful member of society (Coach).
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The teache@ommon sense was evident in their use of repetition as well as their
conviction that making excuses based on poverty would derail stddehtsvement;
observation data recorded several camiations of that conviction. In a similar way,
their philosophy that relationships were a prerequisite for effective instruction was visible
in their classroom actions.

| like you guys Caring for students was the dominant quality of teachers
relatiorships with studentsThe data recorded actions that demonstrated not only care
and concern but also teach@mffectionate actions and enjoyment in the company of their
students. The researcher viewed the data as a demonstration of parfcgantsions
that relationships must precede instruction.

Data included the princip@ mandate thdteachers spend the first week of
school convincing students that the teacher likes them, cares for them, and will support
their learningy and a teaché& acknowldgment thafiwe are told to build a relationship
before we teach the.With the understanding théif a student knows that | care about
them as a person, they will be more receptive to my guidance (Teacheth®l),
practical ways of building relationgds included the use of interest inventories,
mentoring, and advising students having problems. Because of the sensedfipatd to
in things to get their attentionTeacher 6A administered interest inventories and learning
style questionnaires at thedmening of the year, in an effort to establiEhgetto-know-
you type of classroom. They give me a place to jump off from; and then if | have to

relate the material to something not so nice in their background to get them to understand,

thenldo. Youe |l ate it, but you sugar coat ité anc

positiveo
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The quality of concern was also found in teacherantoring actions, including
teaching manners and providing counseling. Teacher 7B related the intentional seeking
out of stu@ntsfito go to the mall to walk around and learn what it means to have manners
(Teacher 7B) Similarly, Teacher 8B responded to a stueltud demandTeacher,
come herédwith the questiondCan | get a pleaséMentoring was also recorded in the
guestions that teachers asked students concerning temptations to use drugs. Teacher 6B,
who asked student8yhat are you going to do over the summer, when probably no one
will be watching you? What are you going mwhen the tough decisions come? Are
you going to follow the crowd or nai?in a similar way, Teacher 6A asked studerifs,
youdre offered mushrooms, are you going to take them? Do you realize all of the things
that can hurt you®

Caring was evidencedd the data by teachérsoncern for students having
difficulties. Al cand figure out whats wrong with a couple of girls in here. Tidey
upset and they wdhtell me why (Teacher 7A). At the end of class, observation data
recorded the teachrquid offer to the girls as they left the roofif you need to talk,

OK.0 Teacher 8A inquired the reason for a studedistress, to which he repligileah,
something bad, real badThe concern and caring in the teaédeencouragement to just
fput it beénind you; it doeséi matterp was clearly audible to the researcher, who was
sitting in the back of the room. Teacher 8C related:

| have no trouble helping students, talking with them and trying to help.

ItGs the personal relationship that | have wittividual students. He

knows that when & not working for him in another class, then he can go

talk to me about it. | told one problem student that she had the choice to
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make it the best or the worst that it can be. She chose to make it the best

and nav is graduating with a full ride to Clemson University.

At least two teache@garing for their students was so strong that delayed
achievement caused them great distress, which the researcher observed twice during the
data collection time at the middlehswl. fiTheyde a sweet class, just today it was
deacher | dod get it! | dor@ get it! And they wouldé be quiet a teacher who
requested anonymity told the researcher with a dazed facial expression. The observation
data of four teachebglassroors (7A, 7B, 8B, & 8C) indicated that students needing a
place apart from the regular classroom activity were given a screfinaea, furnished
with a desk from which they could view only the board and record class notes. Some
discrepant data regardingose retreats existed; however, Teacher 7Afti& a place
they can go when they needibut the assistasgrincipal wrote that those retreats were
part of student behavior intervention plans (BIPs) formulated by school counselors and
teachers (K2 rote on research@r coding system). Despite the discrepancy in the
reasons for the schdslprovision of those retreats, their existence suggested an attitude
of caring for students; likewise, the communication of confidence in student abilities and
encouwagement towards achievement suggested strongly that teachers cared deeply for
their students.

Encouragement and communicating confidence was frequently seen in the data as
a practical demonstration of teactiare for students. Teacher 8A told the stid,
fiNow get ready for a quiz; look over your notes now. dalo great, if you listened
yesterday. Yode all straight on this material When students claimed they d@know
how to do any of the material, data recorded two teachers pulling up a chair and sitting

down beside the students with the wofitsere, Gl show you (Teacher 7A; Teacher
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8B).0 Teacherdactions were viewed as representations of their affectiotinéir
students as well as caring for their success, achievement, and social skills.

All of the teachers expressed their affection towards students and pride in their
learning progress without hesitation, according to the observation data, in addition to
meeting physical needs. Teacher 6A commefitety good! Very goodito the
students after getting good results following a class quiz; Teacher 6B told students,
AYouGe a good class.0de been telling people that you are good. &ewbesn doing
well with activitiesd Observatiordata noted Teacher 7A chanf@hey got it! They got
it! 0 following a difficult lesson, hugged a studénheck, and told another thatfifed a
smart momeritduring class (Teacher 7A). Celebrating learning gains conveyed
teachergaffection and pride in students; teacldrappiness to see them communicated
similar messages; for example, observation data noted that Teacher 7A patted a young
student on the back and smiled at him, after he reminded &kb&en out all week ke
his mother was drunk; Teacher 6A exclaim@dgey | missed you! dn glad yodre here
todayp when one young student arrived late for class (6A). Teacher 8Afkpldy
around with students a lot. We laugh and cut up and it works(88achei6B told a
class at the end of the ddy ook forward all day to yod;the observation data
subsequently recorded studéigggling several times during the lesson over his manner
of representing scientific concepts, such as expansion of solids duatnggh@B).

Caring for students included not only enjoying their presence and joking in silly
ways with them, but also the information that teachers spent time with students outside of
school. The school secretary told the researcher in a personal convei¥déap, to

studentéhigh school games; we go to their graduations; some of us even go to funerals
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of their family members. Years later they still remember our presence at some of those
eventso
According to interview data, teachécompassion, understanding, and common
sense motivated them to intentionally build warm relationships with students in order to
make their teaching more effective. Observation data indicated that teachers liked and
enjoyed being with their students; commuations of affection were heard in almost
every class that the researcher observed. At the heart of the relationships was a focus on
achievement. Data included the principal, assistant principal, science coach, and several
teachers stating that povertyas not an excuse for low achievement; the resedscher
inspection of a memo from the principal to teachers communicated the same expectations
for achievement.Teachers and administrators did not blame poverty for stuients
slowness or low achievementasng to the researcher tifggoverty is not an excuse in
my roomo
Thus expressions of participadphilosophies toward students included
provisions of shool materials, textbooks, and more comfortable seadimdjthe
inclusion of repetitiveness ieaching and managing the studeRt@rticipants
intentionally demonstrated care and concern towards their students in order to motivate
learning, but also liked and enjoyed their students, according to theTdetabservation
and the photographic datacorded teachers celebrating studeatsomplishments
through words, impromptu chanting, spontaneous hugs, and posting a list not only of the
A-B Honor Roll but also a list abtudents who passed everythingh the hallway wall.
Accompanyinghose reorded celebrations were teacliarsallenges towards
students to continue progressing towards even higher achievement. No excuses for low

achievement were included in the data. In the midst of the actions that suggested a
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philosophy towards students, ttiata clearly revealed that teaciséudent relationships
were woven throughout the instructional process, including material provisions, basing
instruction on studenperceived need®r repetition and pursuing warm relationships
prior to commencing W instruction.
Participants6Personal and Professional Eperiences

Interviewdatarevealed the theme p#rticipantdpersonal and professional
experiences; the components of this theme, using the partié@pamts, werdil had
teachers that wemspecially good AChristian schools modeled kindness foronig
guess | just relate to these kidandfil have experience

| had teachersthat were especially good.Interview data indicated teachérs
gualities of kindness, compassion, understanding,a vision for high expectations for
the achievement of students living in poverty had developed over time. Teachers at the
site school expressed an appreciation for caring adults who had taught them as children,
the kindness that had been modeledmigtian schools they had attended, the lessons
learned through difficult childhood experiences, and formal education that advanced their
understandings and skills related to the needs of the site school. Caring teachers set an
example that these teacheesnember at least a decade later, according to the interview
data.

Six of theseven teachers related memoriesatdle school and high school
teachers who showed unexpected carifigemember thinkingysaid Teacher 7Bhere
is someone who is not inyriamily and he doeghhave to like me, but he actually does
care. He was there to help you learn and to be a better peis@achers who cared to

take time to do more than tell childrendapen the book, read the pages, and take the
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tests inspired Teacher 6A, who séidhad teachers who explored and explained with us;
that has made me more like what | do now.

Christian schoolsmodeled kindness for me.Two teachers had previously
taught in Christian schools, whdithe sense of thienportance of caring for other
peopl® was impressed on them (Teacher 6&fudents were taught to carsaid
Teacher 8C. The latter teacher gainédense of caring deeply for other people and
making efforts to help those who are less fortumfitem the teachings of a Christian
mother (Teacher 8C). Two other eighth grade teachers credited the church and God with
their feelings towards the students. Teacher 8Bfgpiohg to church makes a difference
in teachers who care; Teacher 8A daidt werend for God, | wouldve caved in long
time ago. That is the only way that | keep going and makes me what | am now (8A).

| guess | just relate to these kids.The examples of caring attitudes by previous
teachers, God, and other Christians influenceel déif the science teachers; all of the
teachers described understandings they had gained for the less fortunate because of
childhood experiences, according to interview data, including attending the site school,
being raised by a teenage mother who stedjtp support three children, learning
difficulties, and teaching in other high poverty schools. Teachés tnily hadino
money until | was twelve and went to live with a cousteacher 78 mother was 16
when she was born; two siblings were borrmmi2 years.iil guess | just relate to these
kids 0that teacher said. Teacher 8@tedthatfil not only attended this school, but in my
first teaching assignment, | had kids who got their clothes out of dumpsters, who ate only
at school, because thesas no food at home; many of them were homeless and lived in
an institutiono Other childhood difficulties with academic learning, losing weight, and

gaining acceptance to a sports team made Teacher 7B become extremely competitive.
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The teacher is currdgitworking towards a doctorate in education, has two masters
degrees, and was voted 202@11 Teacher of the Year at the site school, and noted for
the highest average test scores of any teacher at the school, according to interview data
with the assistantrincipal (P2). Teacher 7B described past events that molded him into
a competitive teacher:

My whole life people have saidyou car@ do this. Youdre overweight

and cad lose weight. Yode short and cahplay basketball. Yaie

slow in school ad cari learrd | have done all of that and more. Now

people look at this schdisl basketball team and say to rééo matter

how much talent you have, your schisdieam casi winG Comments like

these just add fuel to my fire and make me fierce.

Although other teachers did not refer to difficulties in childhood, their
previous teaching experiences provided an understanding for poverty. The two
sixth grade teachers saiil,started out in a rural school literally built on an ant
hill in the countres of Alabama, and then when | taught at Myrtle Beach for 17
years, that was what you would call the bottoms of the beach (Teacher 6A); |
enjoyed teaching at Criswell, a high poverty school on the shores of Maryland; it
was great and | really liked it (Aeher 6B)

In addition to the caring examples, the experiences with poverty, and personal
struggles for on& achievement, interview data included teadtaughts orieaching
mistakes.filt was not only good teachers thatd had, but ds also beenears of
learning it along the way (6A)said Teacher 6A; similarly, Teacher 7A sdillly
failures in the classroom have been as important as my successes in shaping me into the

kind of teacher | am today. Nothing is more important than experiencingbitbse
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(7A).0 Teacher 8A reflected théGod directs us and gives us the ability to learn from
our mistakes (8Ah

| have experience.In the data, all of the teachers credipast experiences with
shaping their outlook towards students living in @ay; additionally, they benefitted
from teacher training programs, the graduate degree programs, and professional
development provided through the school district. Both Teacher 7A and 8A had a
masteés degree in Divergent Learning, which they said waemely relevant to their
present teaching assignmefiDivergent Learning is especially helpful in teaching
children from poverty homassaid teacher 7AfiTraining in rigor and relevance has
helped me&) said Teacher 6A; while AVID training has helpddod the teachers,
according to the scienceaxh, who saidjAll of [the site schodlis AVIDized and all
teachers have been trained to use AVID strategies in their classes (€oach).

Thus, teachetexperiences of making mistakes and other difficulties earlier in
life helped them to relate to their students, according to the data. Seeing the struggles of
hungry children, living in poverty conditions, overcoming learning difficulties, reflecting
on the examples of kindness and expertise among previous teachers, and reflecting on the
experiences of professional training formed teadieskground experiences, according
to the data.

The Leadership and Culture of the Site Shool

Observation and interview datavealed the theme of the schisdeadership and
culture. According to the dateeachers were tuned into the needs of their students, built
warm relationships with them, and communicated expectations for high academic

achevement. Previous experiences and formal education had provided participants with
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knowledge and training that advanced their teaching skills and increased their
understandings of children living in poverty.

The researché& memos that were recorded agriwalkthroughs at the school
added another dimension to the interview and observation data with their notation of an
overriding sense of calmness and peace throughout the school; a revelation that was
confirmed with classroom observation data. Theamrs$or the observations of
peacefulness, lack of disruption, and calmness were explored during interviews with
administrators who participated in this studgterview and observation data provided
the theme of the site sch@@leadership and culturdhe components in the data,
expressed in the words of the participants, iltee atmosphere that you see here
results from relationshigsiiThey have datdriven instruction and the state science
standardg, andfithe principal gets it dore

The atmosphee that you see here results from relationshipsiiThe calmness
that you sense comes from the relationships we have with our stodandsP1.fThat is
number one. You care for your students and you make them believe it. And then they
care. But doé ever compromise expectatiodsThe principal also named relationships
among staff and faculty as another source of the school atmosphere. The principal
compared relationships among teachers to the supporting nature of geese, which are
referenced in thechoots vision statemengoaring to Greater Height{&\ copy of this
document is located in Appendix &hool documen)ts Emphasizing the worbgether
the principal stated that teachers and administrators read books together, study together,
and work o relationships together. Data from a conversation with the school secretary
confirmed the principé@ words;iitheregs no room for arrogance here, no hetiganthou

attitudes exist here. Teachers really care for each other; for example, a teacher had a
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financial need, an offering was taken, and the need was met; yet, the needy teacher was
never identified (School secretay)Thus, the calm atmosphere resulted from
relationships with students and among the teachers, who liked each other, supported each
other®needs, and worked together in a collaborative and supportive way, according to
the intervieve.

Observation data included many references to akieyvatmosphere in the
classroom that resembled the scl@®@aktmosphere. Some of those references,wer
fAfter the teacher shut the door, no further noise or disturbance was heard, even though a
discipline situation had occurred moments earlier in the hall (Teacher 6A obsergation).
Six classroom observations of the two-grade teachers noted theomgete absence of
a raised or hurried toref-voice; classroom discussions had a low volume and
discussions had a conversatieaslile, in which comments, questions, and opinions were
shared between the teacher and students (Teacher 6A and 6B obsergations).

Data from observations of all other teachers except for one noted a simHar low
key atmosphere (7A, 8A, 8B, & 8C). Teacliarmsices were calm with slow, distinct
speech; no raised voices or strong emotions were noted. Most students were taking notes
and questions related to the topic were asked (Teacher 8C); the teacher walked around the
room checking individual progress (Teacher 6B, 7A, 7B, 8A, & 8C); students stayed in
their seats; discipline was not a major issue in any observed science classosom.
students who need a place even more calm than the science classroom, photographic data
and interview data noted that Teacher 7A, 7B, 8B, and 8Ciiatimeout place behind
a board where kids can sit; they can go there when they just need to bl akxteer 7A

& 8B)0. In addition to the pervasive calmness in science classrooms and throughout
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most of the school, a second major part of the s&eolvironment was its use of
summative and formative test score data to inform tea@instsuction.

They have datadriven instruction and the state science standardsfiWe use
datadriven instruction and the stéescience support documertte principal said.

This case study data noted the use of a data board and the Senteo system, that included
clickers and instructor software loaded on desktop computers; the system provided
feedback within minutes of the studeygelections on a formative evaluatiofil he

Senteo is a strategy that all teachersasad Teacher 6Bjusing it, | can immediatgl

assess the knowledge of my students. It tells me whether | need to return to a topic and
give it extended teachingsaid Teacher 7B.

The databased instruction was based on both Senteo software used in classroom
and also on administrat@nsiaintenane of a data board on a conference room wall at the
school (Coach, & P2, interview dataWe have a data board in our faculty meeting
room that houses all studedkAP scores arranged by RIT ranges for two years. This
has been a great visual for teachteridentify the students that need that extra push
(Coach)o The principal also saiPACT and now the PASS scores gives a picture of
their student body, so teachers know which groups need specific remediatimn (P1)

More specific information was obted with the use of an absolute value worksheet
maintained by administrators on each tea@helass, according to the assistant principal
and Teacher 7BiA formula, whose variables included individual student test scores
from previous years, was useddetermine the academic progress of each group of
students for each teacher with a score similar to a GPA (P2, & TeacherTi#) data

indicated that teachers whose scores begin lagging behind others are given specific
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assistance by the assistant priatifor instruction (P2) and the science coach, in the form
of targeted observations and conferencing.

The principal gets it done. Analysis of this stud§ data indicated that teacher
philosophies, their actions towards students, and the gstaiolosplre were connected
to the principals mandates or programs at the site school. Teacher 8BiBad,
principal really is the heart and soul of this school. P1 is the one who puts teachers in this
grade and this classroom and keeps you succes$tdrhe 8C addedfiP1 gets behind
teachers and makes them better; P1 certainly pulls things together; for every weak
teacher, two strong teachers placed adjacerit. Teacher 8B agreed, statifighe
principal] is amazing with a leadership style that makesuesessful, after coming to
this school ten yeamgo,and turning things arounw A high school administrator in a
personal conversation with the researcher, Ridgoes after things and gets them done,
having the vision to pursue a science coadheasite school, who trained teachers to do
common assessments and item analyses, and AVID training for all of the teachers.

The principal summarized a style of leadership with the wdigsst talk with
my teachers. | know whatitlike to be in teir shoes Thus, the data indicated that the
peacefulness of the school environment testified to the qualities of the relationships
between administrators, teachers, and students; furthermore, the focus of the school was
on high achievement for studengssisted by test score data that guided the pace and
content of their instruction. The source of the scisopéaceful, caring atmosphere, its
intense focus on high achievement, and the refusal to blame low achievement on
studentépoverty conditions oginated with the scho@ empathetic and energetic

principal, according to the data.
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The last topic found during the construction of the descriptive framework was
data describing the instructional skills of the teachéFablé 20 Descriptive data
framewak connected the topics to the research questions). The components of this topic,
the secondier data, wer@l collaborate with other teachérél connect content to
studentéeveryday experiencgsidve got control of the cla§giMy students use higin
level critical thinking) andd know lém a good teachér Thesdive levels were viewed
as representative actions of skilled classroom teachers.

The Instructional Skills of the Science Bachers

Theobservation data revealed the theme ofrts&uctional skills of the
participants Unlike the preceding four themadsstructional skills wer@ot expected to
be a major themeThe literature review noted the prevalence of the use of explicit
teaching as well as the strong recommendation tprifg teaching by the National
Middle School Association. Because of the inconclusiveness of the review, the
researcher chose not to include the topic among theéstgdiding questions.
Nevertheless, the data indicated that teachers at the site s&rediighly skiled
instructors. The related components of the theme wke work closely togethérfiln
planning lessons, | have to look at what they have experieriéee got it under
controb, AiTeachers teach on a high leyedndfiThe only way | kow to teach is goad

We work closely together. The interview data contained multiple references to
collaboration among the science teachers, a skill taught by a science coach, who
maintained a fultime office at the site school. The MaBlgienceUnit (MSU), an
auxiliary of the South Carolina Department of Education (SDE) provided funds and
training for the coadls position. When the researcher explored the reasons for the

science teachdbsuccess, the school principal initially expressed uniogytasaying,
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AExcept for the coach, | am not sure how to explain the science tezsinaress. They

all have varying amounts of content knowledge, patience, compassion, and rigor (P1).
After further reflection, the principal summarizédhe reason #science teachers are
successful is that we know we are it. We have a drive to be competitive. And they had a
coach (P1) Interview data detailed the codstsupportive work, including teaching
model lessons, studying the statscience support docemt with teachers, planning
lessons based on the document, and providing constructive suggestions following
classroom observations. The two sixth grade teachers botli\a4idi helps us is that

we work so closely together (Teacher 6A & @BY.he scienceoach affirmed that

opinion sayingiiwWe work closely together. That makes all the difference. We use
common assessments and then do item analyses on their results. That way, teachers
know whether they need to go back and reteach or whether they carom{@oach

Thus the data indicated collaboration skills that were taught by a trained instructional
coach advanced teacheérsstructional skills.

The sense of accountability for student achievement was reflected in data
describing the relationshigsnong the teachers. The researcher observed that teachers
collaborated on lesson planning, assessment development, and reviewing results. The
researcher observed five teachers early one morning meeting in the hall &Skimgg
need to go back three ysao review for the PAS$?The sixth grade teachers both said,
ONhat helps us is that we work so closely together. The big push was teamwork. We
plan together. We share assessments. We support each other (Teacher 6A and Teacher
6B).0 The data includd competiveness among the seventh grade teachers for shudents
test scoresiiThe reason the science teachers are successful is that we know we are it.

We have a drive to be competitive and they had a coach who worked with theon (P1).
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Observing the emp@sis onwej the researcher heard Teacher 8B stafiegen though
they are lower socieconomic level studentaie should still have high expectations for
them. They can still achievewfe provide the resources and put enough time and energy
into planning and presenting the contérit a similar vein, Teacher 6B emphatically
said,iHerewe dond make any excuses for student backgrounds. We tell dfemcan
do something

In planning lessons, | have to look at what they have experienceth addition
to interview data that described collaboration among teachers and with a science coach,
observation data noted that teachers frequently connected content to Semytiay
experiencesChildrerss toys that transform from race cars to robots illustrated the
science concept of metamorphosis (8A); the poof that follows from stepping on dried
mushrooms defined spores (6B); the sounds of snoring were used to explain the position
of the xylen (6A); references to pop culture, athletics, and deprivations associated with
living in poverty were also noted. Teacher 7A summariizidave found that the more
real my lessons are, the better the student will remember them; to teach students with
limited background experiences, you have to know your content thoroughly and be
prepared with a multitude of backup plans for lesson delivery §7A)orresponding
comment from Teacher 6A addressed the same theme, sayirio thianning for
students witHimited background experiences related to science, | have to look at what
they could possibly have experienced in their limited background. | have to look and see
where they come from. | have to know them (@AQRbservation data recorded that
teacher thing studentsfiOK, letGs start with something you know and then move on
from thered Teacher 7B explaineidyou have to use experiences. Theydbave the

background knowledge and background experiences. Experiences are the only real
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difference betwen our kids and others (7B)Thus the data revealed that teachers used
their knowledge of their students and other general knowledge to connect the science
content to studendeveryday lives. Teachers collaborated with one another to develop
lessons,darning activities, and assessments, based on interview data; subsequently,
observation data noted that teachers involved situations and items familiar to students in
teaching that content. Because teaching effectiveness can be correlated with the
functioning level of the classroom, according to the stadigrector of the MSU in a
personal conversation with the researcher, observation data carefully noted the classroom
management skills of the teachers.

| &ve gotit under control. fOK, letGs get itdone! This assignment can be
completed in the office, ISS, or here (Teacher 8B8Yhen a student interrupted the
teacher 8Bs directions to another student in lab, the response was calm, devoid of
irritation, but firm,fléve got it under control. You @& need to say that. Although
observation data recorded a warning from teacher 7 Aithistclass is a doozythe
researcher found students working quietly and steadily at laptops on their research
assignments. According to the researclieBmemos m@e during the data collection, all
of the transcripts of classroom observations, except for two, recorded students behaving
without explicit directions, providing the impression that teadiegectations were
both clearly established and accepted by rststents.

Teachers teach on a high levelThe data revealed that teachers were teaching
on a high level, which the researcher viewed as a demonstration of their high
expectations for student achievemeAthigh school administrator told the researcimer i
a personal conversatioiijs a teacher at [the site school], you are expected to use the

strategies that you get during professional developméditiose expectations for
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rigorous classroom instruction may have been referenced by TeadsesagdngiUntil
you hold teachers accountable, changé& going to happen. Many teachers just @on
change what they teach at other schools. They sagvthalways taught this material
(7TA).0

After the annual administration of the PASS, both seventh grade teactre
observed teachingighthgrade science content (7A & 7B). Teacher 6A confesgéd,
getting less worksheet based as | go. | would rather let them create their own worksheets;
there are so many activities that are even higher than the onebsgwed in my room
(6A).0 Teacher 8C explaindin AVID strategy, such as the interactive notebook, raises
the expectations for the student. It places the focus on the responsibility of individual
students in acquiring their learning (8&).

Observatio data recorded students writing Cornell notes (Teacher 7A, 7B, 8A,
8B, & 8C); in teacher 8& class, students were observed reading a passage in the
textbook and writing three levels of Costa questions; observation data recorded a poster
listing the leve$ of Costa questions as Level 1: basic input, gathering information; Level
2: processing information; Level 3: creating your own ideas. Those three levels of
guestioning represented levels of critical thinking, according to the poster of -stibinge
house on the wall in teacher 68classroom. According to an interview with teacher 8C,
AAVID focuses more on the future than the present, as it teaches kids the study skills that
they will use in colleg®. Photographic data supported the data regardindAnmth its
depiction of signs that named every hallway and every stairwell of thettwyp school:

AVID Road, Career Path, Rochester Lane, UnieiRoad, and others (Appendix

School photographsontains copies of those photographs). Thus, the dagalesl that

126



teachers were expected to implement higbeel instructional and questioning strategies
and that students applied those strategies in the classroom.

Observation data from every teacher recorded their asking groups of short
guestions that elited understanding from students and reviewed content. Rather than
requiring simple recall of facts, teach&gsiestioning techniques required students to
makes comparisons among similar data and explore hypothetical situations. Teachers
were heard askqniwh a t oandfdow could this happerandiwhat does this mean
to us® andfOK now that yodre finished, leds talkdo As noted by the researcier
inspection of the school postépsta questionshe questioning strategy forced students
to use highelevels of critical thinking.

Data contained comments in which teachers enforced their expectations for high
level work. fiThis lab report looks more like homeroom work rather than homework.

You need to revise it (8@).A second comment regarding qualitiwork wasfiYouGe

not done. Just because it is April, our work ethic is not going down (7B). Thus,
observation data revealed that teachestructional skills included collaboration with
other teachers, the ability to connect content with studewésyday lives, the skills
needed to maintain a highnctioning classroom, and the use of higlestel thinking

skills with skilled questioning and AVID strategies. The data also noted that téachers
possessed confidence in their abilities.

The only way| know to teach is good.Data from interviews and informal
conversations with four teachers included expressions of confidence in teaching abilities.
During the development of the schedule for classroom observations, the researcher met
with teacher 7A e head of the science department, for preliminary impressions of skills

that related to teaching in a high poverty school. The te@cresponse waJhe only
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way | know how to teach is goadObservation data confirmed the presence of advanced
teachng skills, including involvement of most of the students in learning activities,
orderly discussions, and inquiry learning among students who behaved in an orderly way.
Teacher 6B expressed a similar conviction, stdildgad no trouble getting a job, @v
though | have a Ph.D. 1 think they just wanted someone who could teaah Wesicher
8B affirmed his understanding of the art of teaching, explainingithdhe beginning of
my teaching career, | sat down with a time line and planned each lessonva¢ t y € b u t
now | can plan lessons without doing that. | can have discussions with kids all day long
and it really flowsd Teacher 8C defined teaching skill in terms of student recognition,
statingiiKids will come down the hall because tbey heard of me | had two kids bring
notebooks for me to sign because theyheard about me. This means more to me than
any of this other stuff going an.Thus, the data indicated teacl@snfidence was based
on having a teaching job, ability to conduct lessond,acknowledgment by the students.
Summary of the Descriptive Framework Strategy for Data Aalysis

The researcher analyzed the data using open coding, constant comparison, and
two-tiered coding techniques. The coding systems underwent multiple revisions prior to
the organization of the data into a descriptive framework that presented the main themes
of the datatherelated components of each theme, and a connection with one of the
guiding questions of this studyin, 1990)

The data revealed five themes: participaptslosophies, the demonstrations and
outward expressions of the philosophies, preas and professional experiences that
related to their current teaching positions, the leadership/ culture of the site school, and
participant®instructional skills. The guiding questions did not anticipate that

participantdinstructional skills woulde a theme in the data, following inconsistent
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conclusions noted in the literature review regarding the nature of effective instruction of
children living in poverty.
THEORETICAL ANALYSIS

The memories of teachéysast experiences and their formal training was a topic
in thecase studyhat was reanalyzed fom the perspective of cognithgerceptual
theory. Theresearcher applied thleeoreticaksuppositiorto the datdahat teachers at the
siteschool were uniqug effectivebecause theirulook and attitudes towards students
had been shaped by prior experiences.

The theoretical proposition was based on cognitive perceptual theory, which
postulaté thatondas perception of reality can lead to acts of kindnesksrvice to
others, even at the expense of@mavn safety and reputati¢fonroe & Epperson,
1994; Moore, 1996; Post al 2002) This orientation guided theesearcher to focus on
specificdatg includingparticipantémemories of past events and acts of kindness,
protecting others from harm, and compassionate understandings for others. Although the
results of the analysis from the theoretical supposition natreorroborated by the
participantsrich details were obtned that could provide a basis for further study.

Using this analytical strategy, which Yin (2009) sthitethe most preferred
strategy for data analysis (p. 130), the researcher found some data to support the theory.
Those components die theoretial analysis weréWe were poor and that gives me
understanding fithey just need a place to@@ndiildn doing just fine at this schawl
The pseudonyms are omitted from the following discussion due to its sensitive nature;
nevertheless, all its detatsn be confirmed by inspecting audio recordings of interviews,

written transcripts, and the researcldenemos.
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We were poor and that gives me understanding

Theresearcherecorded that one of the seventh grade teachers had a teenage
mother and severaildings fiwe were poor, and that just gives me understanding for
these kids heréthe teacher reported. Observation data recorded that té&acher
encouraging remarks to a sleeping studefijust stand up and do what you need t6 do
without severe reprinmals or other disciplinary actions. The studestow response was
not criticized.

The data recorded a teacher who had not only livedfwithmoney at aflas a
child, but had also experienced the death of both parents, followed by a move to another
stae to live with cousins, the death of a husband, and then later the mysterious death of
an only son in a unsolved boating accident. Observation data recorded thatieacher
warm responses to student needs, the absence of irritation or impatience itimgdirec
unfocused students to their lessons, and continuing work towards a thirdeendstgee
fiso | can better understand these students.

In contrast to difficult times, the memories of a happy and stable family life, in
which all of the children receivezhcouragement in their abilities, were found in the
observation data for one of the teachers; it suggested a basis for thattsegehite
forms of encouragement towards her students. In response to students with unfinished
homework, the teacher saft¥ou have to find it, babg,and to another one, she sdil,
expect it on time. Thét all there is to id Other students heard the teacher 8&pme
on, you know thigd and when it was apparent they had forgotten, the teacher laughed,
saying,iEwww, wede rusty today! | need to put some WD on you guysi In
summary, both difficult and happy memories were seen as influences ondeacher

relationships with their students.

130



They just need a place

Data from classroom observations and photographs metsetluded areas
within three of the classrooms at the site school; interview data revealed that those areas
were constructed for students wijost needed a place to be alan&rom a seated
position, the student was able to see the teacher, notes boafd, and continue to learn
content, while retreating somewhat to recover his emotions. Four teachers related their
memories of poverty circumstances, social rejection, and learning difficulties early in
their lives, providing a picture @being on tle bottondin several areas. One of those
teachers was recorded telling studeii¥®uae my bottom line. By the end of the year,
you will be on topd From the theoretical perspective, that teasheomment suggested
a determination that students woblelin a place unknown to him as a child, which was
@n toPas a highachieving student. It was concluded from the data that teachers who
had possibly needed a place to be alone as children, due to inadequate housing
conditions, or a placéon tonow piovided such places for their students.
I &n doing just fine at this school

Interview data recorded that teachers were not only highly skilled but also
understanding and compassionate. The data also revealed a commitment to a school in a
part of town with hjh unemployment, modest homes, vacant-gvewn lots, and
rusting automobiles on the edge of the streets. A teacher related the following interaction
with a teacher from a much more affluent school:

| go to meetings and others teachers look at me andasjou teach in

that school? Why&they ask me. | say to thedyhy not? &m doing fine.

Dond ask questions like that and complain about your school. We have all

the technology in the wordd
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A second participant described a form of condescerssoiar to what was related by
the previous teacher:

My daughter goes to [an affluent elementary school across town] and she

has a friend whose mother teaches at the Montessori school. The mother

says emphaticallygVly daughter would never go to a schbké thatd

And | say to that mothedVhy notd

A third participant stated that acquaintances questioned his decision to teach at a
@hetto schoofito which the answer wads like it hereo A reason for these affirmations
for the site school was sgegsted by an administraercomments regarding the respectful
and peaceful atmosphere of children in the school; one of those commefitssviakes
people like you going out into the community repeating your observations. Until you
walk in the door ath the culture hits you in the face, you are not going to beligvd @.
prospective teachers, the advice from one of this &uyabrticipants wasBe ready to
fall in love with your jobo

The schodls failure to make AYP one or more times from 200h#otime of this
case studg data collection did not appear to concern the teachers. Three different
responses to the query regarding the impact of AYP failure on their teaching dismissed
the concern, as represented by the commassling to make AYP &s no effect on me.
Every day | like to give each child what he needs to the best of my abilitys, the
data indicated a commitment to remain in their teaching positions at a high poverty
middle school, a resolve to provide students with things uladlaito them as children,

and an understanding for the conditions of studéiniag conditions.
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Summary of the Data AnalysisBased on the Theoretical Poposition

Thetheoretical analysis of the dagaggeste@ connection between participaits
memaies of past events and present actiamd attitudesowards teaching in a high
poverty school. Four teachers who had grown up with limited material resources
patiently pursued relationships with individual students; one of those mentored students
on we&ends anavhile they were in high school. Personal and multiple tragic losses did
not prevent another teacher from making connections with her students, just as happy
childhood memories seemed to be transported into another @aaationships with
her young studentsBecause the participants did not check the results of the theoretical
analysis, its results are suggested rather than presented as condibsivellowing
sectiongiscuss the strength of the findings by answering the &wgiydirg questions
and summarizing the themes revealed by the data.

STRENGTH OF THE FINDINGS

The five descriptivéhemes revealed by data weaticipantéphilosophies,
demonstrations of their philosophies, personal and professional experiences, the culture,
ard leadership of the site school, and particip@ntstructional skills. The application of
guaststatistics revealed that two themes, the demonstrations of partiGphidsophies
and participan@instructional skills, were stronger than the othbesed on the number
of mentions in the data. Actions that demonstrated particiyaimtssophies included
generosity in giving things to students, planning for repetition, refusing to accept poverty
as an excuse for low achievement, demonstrating cadtigns, and expressing affection
for students. Participar@igstructional skills included working closely with other
teachers, connecting content to student background experiences, maintaining control of

their classrooms, teaching on a high level, amebpssing confidence in their teaching
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abilities. Using codes for these components of the data théreegsearcher coded over
a hundred mentionis the data related to each theme.

Participantégenerasity and positiveelationships with studenisdicated the
existence of a caring nature among the participants and implied a sense of accountability
for student learning. The participadiisstructional skills allowed the classrooms to
function on a high level with wefpaced instruction in a calm antbasant environment.
The high level of skill exhibited by the teachers was matched by their understanding and
compassionate actions towards students, providing both saHatdd needs and gifts.

The use of quasstatistics found a lower number of mients in the data related

to participantdphilosophies towards studentsus indicating that the theme was slightly
weaker than the others. The data contained approximatehgififiyentions of the
theme of participanéphilosophies, thus the themegsantitativelyweaker than the
others. A philosophy or ideology is unlikely to be taught, rather it is an innate quality
intimately associated with background experiences and perceptions of the world, from the
researchés view. The school administratiappeared to share this view, according to
the data, by selecting potential teachers according to their levels of compassion and then
providing training to enhance instructional skills and abilities to demonstrate caring
actions towards students.

Thequasi-statistics revealed that the theme of the site séhteddership was the
weakest. The data included approximately tHiolyr mentions related to the
components of the themwhich were the basis of the school atmosphere, the use of data
based instretion, and the accomplishments of the principal. The researcher considered

that the apparent weakness of the theme wasudt i thestudyGs focus on classrooms
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instead of administrationTable 9:ComparativeStrengths of théata Themedisplayed
thenumber of mentions for each component among the themes revealed by the data.
Table 9

ComparativeStrengths of théata Themes

Data Theme Component  Number of Mentions

Philosophies dwardStudents
Relationships 20

Mission and 15
accountability

Compassion anc 21
understanding

TOTAL 56
Demonstrations dPhilosophies
1dl get it for you 11
Use of repetition 18
Won& accept 51
excuses
| like you 58
TOTAL 138
Personal andmfessional
Backgrounds of &achers Good teachefs 6
examples
Christian schools 6
| just relate to 15

these students
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| have experience 20

TOTAL 47
Site School Culture/eadership Calm atmosphere 11
Databased 14
instruction
Principal 9
TOTAL 34
Instructional Skills of ®achers
Work together 17
Look at students 20
prior experiences
Control 14
High level 31
| teach well 8
Explicit or direct 16
teaching
TOTAL 106

Table 9:ComparativeStrengths of théata Themesndicated that the strongest
themes were the demonstrations of teadirdosophies towards students and teadhers
instructional skills. The second strongest themes were teaphdosophies. The
weakest themes, as determined by the number of merntidhe data, were school

environment and teachétsackgrounds.
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FINDINGS CONCERNING THE GUIDING QUESTIONS

The following paragraphs describe the data support for the research questions that guided
the data collection.
Question#1

The first guiding quesn in the case study wadpw, if at all, did the teacheds
background experiences and professional training prepare them to teach in a high
poverty science classroomfiterview data yielded fouromponents of the theme of
participantdpersonal and pfessional backgroundsExpressed in the participaats
words, those components wéitehad teachers that were especially gn@christian
schools modeled kindness for @l guess | just relate to these kigdandfl have
experience. All except one othe seven teacheparticipaing in this study related
memories of caring teachers who had taught them as children, and examples of kindness
and gentleness modeled for them in Christian schools, in the church, and by godly
parents. Childhood experiencedghnwpoverty, learning difficulties, losing weight, and
gaining acceptance from others increased their sensitivity and understanding towards
others in similar circumstances. All of the teachers had benefitted from formal teacher
training programs, pogjraduate studies, and professional development provided through
the school district. Two teachers had mastdegrees in Divergent Learning and all of
themhad received training in the useA¥ID strategies Professional training was
discussed more oftehan personal experiences; observation data recorded the use of
AVID and classroom technology in every classroom. Teachers described their personal
experiences candidly as though they were telling a story; in every one of those stories,

teachers indicatetthat those experiences had shaped their identity. Two representative
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comments weréThey have made me who | arandfiThey allowed me to understand
our student®.

Thus, the data revealed that past experiences had helped these teachers to become
kind, caring, understanding, and sensitive towards children living in poverty conditions;
additionally, professional and formal training had advanced itigtiuctional skils.

Question #2

The second guiding question in the case study Wasit ideologies and
philosophies do the teachers have towards their studentffis case study, interview
data revealetbur components of the theme pérticipantéideologies and philosophies
towards studentst the site schoolThar philosophies included the conviction that
working to buildrelationships with students must precede instruction, a sense of mission
or civic dutyregarding their worka view thatunderstanding and compassion are
essentiafor their successand the acceptable of their personal and professional
accountability forstudent success

Every participant expressed a conviction that relationships are the key to effective
teaching; the builaig of a relationshigvas viewed aa prerequisite to teachingl have
to know them first) one teacher asserted. The principal promoted relationships between
teachers and students, telling teachers to spend the first week of @abwddarhg on
relation$ipsd(P1)

The sense of mission was viewed in teadhwsk ethic and general happiness in
their teaching positionsParticipants expressed their sense of mission in teaching at a
high poverty school as a meansading the right thinganddelpingother less fortunate
peopl@ Practical expressions of those feelings included the delivery of Christmas gifts

to the neediest students and mentoring students after school hours; one teacher who
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denied having a sense of mission stated that he put everytito doing his job well,
because that was the way he had been ré8&&d All teachers expressed a value for
every child, regardless of their backgrounds.

The data revealed the administrat®miew that understanding and compassion
were essentiabr teaching success. The sclis@dministration valued the qualities of
common sense, understanding, and compassion so highly that they closely questioned
prospective teachers regarding these character quéi2¢sObservation data recorded
teacher8demonstrations of understanding towards students in the provision for extended
time for homework assignments and in their patient ways of relating to students.

The data revealed that teachers considered themselves to be ultimately responsible
for theirstudent8success. Six of the seven participants also communicated their
determination to make the most of their time with their students. The researcher viewed
the ongoing collaboration among gratkvel teachers as an expression of their sense of
accauntability for their studentsfif | have to make you make flashcards, | will
revealing a sense of accountability for student achievement.

Teacher8sense of accountability was closely linked to their determination not to
make excuses for studedlksw achievement. Although teach@ksew that poverty was
generally linked to academic failure, they refused to allow that knowledge to discourage
their teaching efforts. As the assistant principal std@fedor doesé mean stupia
Question #3

The tird guiding question wasVhat, if any, classroom actions depict teacbers
philosophies towards the student®bservation, interview, and photographic data
revealedhe thema@Demonstrations of participardighilosophies towards students at the

site schold Expressed in participadaords, thefive descriptive components
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comprising the theme of demonstrations of philosophies iwétgive you somé,

fiYou have to repeat everythindgiPoverty is not an excugdilf a student knows | cage
andiil like you guy®. Teachers were observed giving students needed materials,
repeating content information, communicatthgir expectations for student
achievementusing the word&No excuses! You can do this assignment (GB)he

data recorded teachédemorstrating care and concern towards students, while also
expressing words of affection for them and clearly enjoying their time with students.

Teachers were observed giving notebooks and arranging textbooks on students
desktops for access, celebratingtiggades and when they jugtassed every subjedt.
Teachers planned to use a lot of repetition in their instruction, because as one teacher
succinctly saidfilf they dorié get it here, they dd@hget it (6B)0 At least one teacher
reflected that the petition was intended to compensate for studgatk of home
support. The philosophy that teachesgreultimately accountable for student
achievement was observed in teachers using a lot of repetition.

Teachers expressed their expectations for staderlear, but kind terms,
including the exhortatiorfil need you to do this work, th@tall there is to it (6Afyand
another remindefYou can do this, no excuses (68)Teacheréreactions towards
studentéslowness in grasping a new concept waswigh both humor, such as
AEwww, youire rusty todayd and exasperation, with another teacher sayigGgme
one, you know this! (74)

The researcher suggested possible connections between tépbliessphies
toward students and teach@&astions. Those connections were listed in Table 10:
PossibleConnections betwedphilosophies and\ctions. The view towards

relationships was expressed by their affection towards students and enjoyment in
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teaching them. The sense of mission, also agpkas a response to civic duty,
including a sense of accountability for student success, was demonstrated by high
expectations for achievement. The component of compassion was demonstrated by their
generosity towards students and meeting their needsHool materials. The
component of understanding was demonstrated in tedégia@ns to repeat instructional
content and other expectations.

Table 10

Connections betwed?hilosophies and\ctions

Component ophilosophy towards studentc  Demonstration ofhat component

Relationships are the key to success with | like them. | care for students.
these students

| have a sense of mission or civic duty. | ai | communicate high expectations for

accountable for their success. their achievement.

Compassion is essential. | give things to students.

Understanding is important. | use a lot of repetition in every that |
do.

Question #4

The fourth guiding question wadow, if at all, does the school environment and
culture affect sciencachievementinterviewand observatiodata revealethree
components of the theme @lhe leadership and culture of the site schafiker the
research@&s memos recorded the pervasive calmness and peaceful of the site school.
Expressed in thparticipantéwords, those threeomponentgomprising the theme of

the leadership and culture of the site school i€he atmosphere you see here results
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from relationshipg, fiThey have datdriven instruction and the state standarésd
fiThe principalgets it doné.
Teacher8classrooms were stable environments. Once the door was shut, hallway
noises were eliminated, and class began. Teanlw@ces remained calm, with a
volume neither too loud nor too soft. When questioned concerning the sfuhe
calmness, thechool principal explained théthe calmness that you sensere is due to
relationships. | tell my teachers to spend the entire first week of school working on
relationship Thus, the researchrpresence during the thirtietleek of school
provided an opportunity to observe the success of those efforts to build relationships
with students.
Theinstructional coach at the site school explained the success of the science
teachers sayingiThey have datdriven instruction and thetate science standarals.
Both the ready access to the extensive science document on téevetdisite and the
extensive us&chnology foformativeassessment informed the content and pace of
instruction, in addition to the results of item analysespgleted by teachers following
summative assessmenfslechnology is a big part of this school and you need to put it in
your papel) Teacher 7B said. Because the use of technology was a common component
of every classroom, the researcher viewed itfastar of the overall school environment.
The specific forms of data that guided instruction were Senteo software, a large
data board that recorded multiple years of standardized test score results, an absolute
value worksheet, and feedback to teacheradmginistrators who observed their
classroom instructionSenteo software revealed the percentages of students in one
classroom that correctly answered questions; the teacher reacted to low percentages with

review and repetition of content and further dioesng. A data board in an
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administration conference room collated standardized test scores and quarterly student
grades to identify groups that required remediation or enrichment. An Absolute Value
Worksheet, designed by an assistant administratoictddghe average PASS scores of

each teachés students; the worksheet informed administrators of the absolute student
progress that could be considered the product of the individual té&actestruction

(Appendix H) Additionally, frequentwalk thougldclassroom observations informed
administrators of teachdrseeds for strategy and content informatidie feedback and
assistance given to teachers by administrators helped improve their instruction, according
to the assistant principal.

The data resaled the strength and vision of the school principal, who appeared to
be the source of teachéphilosophies toward relationships, a sense of being ultimately
accountable for sthtHachievement, and the need for compassion and understanding
towards stdents at the site schodBoth the principal and the assistant principal
developed the system of ddiased instruction, according to interview data. The
principals centrality in the scho@ success was noted in the data with comments such
as,fiThe pincipal came in here and turned things aroaaddfithe principal is the heart
and soul of this schooblndfithe principal sees what needs to be done, goes after it, and
gets it don& The data led the researcher to conclude that the teéphdcsophes and
success was largely based on the accessibility of test score data to guide their instruction,
and the direction, encouragement, and inspiration of a strong, visionary leader.

FINDINGS CONCERNING INSTRUCTIONAL SKILLS

Interview and observation datavealed the theme of the instructional skills of the

studys participants, although the guiding questions did not anticipate the existence of the

theme. The five components of the theme, expressed in the participants word®Veere
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work closely togethex fil have to look at what they have experiergétbre got it under

controb, AiTeachers teach on a high leyedndfiThe only way | know to teach is goad
Questioning strategies in conjunction with direct and explicit instruction

dominated classroom observation data. Cooperative learning strategies were viewed

during lab activities, in which the teacher assigned pairs of students to work together at a

table |l nt ervi ew data recorded that teachers ac

informally at the beginning of a unit of instruction using questioning strategjesu d e nt s 0

knowledge was frequently assessed informally during the class discussions. When

limited understanding or misconceptions were apparent, due to students giving incorrect

answers to content questions, the teacher provided examples to connentehetoo

studentsd6 experiences outside of school

~

Teachers recognized that studentsodo fAbac

(6A) 0, and as a result, they found ways to
experiences. T e a cldoleat whét theysniglat hagedexperigricedh a v e t
and then pull it in.2o The data included t
nature, weather events, childrends toys, a
| essons. The r e srmakercdienton to tbe lessbn aad thiedeaamdr s 6

words during discussions involving familiar events and lessons, thus the researcher noted
the apparent effectiveness of it

Interview data revealed thavorking togethedmadeall the difference in
teachingskill andéexplained the success of the science tea@aasording to the site
schoots principal. Their working together enhanced lesson planning and writing
assessmentagccording to the instructional coaethile dnaking lessons re@bromoted

learring (6A). Teachers worked together in collaborative groups, following the training
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by the instructional coach several years ago. Although the instructional coach stopped
working directly with science teachers in 2009 to focus entirely on the math ®abtleer
science teachers continued to meet together for lesson planning, assessments, and item
analyses.Observation data recorded all classrooms functioning without explicit
directions, although one teacher stated the need to remind studémisbfo @, even
on day 164
High functioning classrooms are vital for student achievement, according to the
MSU director Tom Peters (personal conversation with researcher, May 2011).
Observation data and the resear&heremos recorded the absence of any pg#d
classroom disruptionStudents thanterrupted the teach@rdiscussionvere disciplined
in low-key ways, such as on teaceecommentdYou dorét need to say thatfle got it
under contro(8B).0 Another teacher gave a student who made a comofietite-
subjecta writing assignmensayingfhow about doing this for ntlree times (7A)@
Because none of the data recorded the loss of control by the teacher, the researcher
concluded that teachers were highly skilled in maintaining classroom control.
fiTeacherdeach on a high level harat the site school, said Teacher 6A.
Observation data recorded teacleesjuiring students to write Cornell notes in class,
using questioning strategies that mandated more than simple one word answers, internet
seaches for information, complex reading notes, and the writing of review guides prior
to unit tests. The data supported the conclusion that teachers taught on a high level at the
site school and helped to explain the high ranking of the stuitestscors onthe
PASS.
The interview data revealed the confidence that the teachers had in their teaching

abilities. According to Teacher 7AThe only way | know to teach is goadAlthough
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the researcher was unable to conclude whether the confidence exsted thre
studentdsuccess on the PASS, the data recorded all teachers except for one voicing their
confidence in their teaching, thus the researcher concluded that confidence was a
component of their instructional skills.
SUMMARY OF RESULTS/FINDINGS

Chapter 4 presented tdescriptive framework for the five themes revealed in the
dataobtained through interviews, observations, school document inspection, review of
photographs, and the researéaenemos Providing a vivid description of teachersan
high poverty middle school, the largest themes were participatmtesophies,
demonstrations of their philosophies, personal and professional experiences, the culture
of the site school, and participabitsstructional skills. The framework used the
paticipant®words to identify the components of each theme. The discussion that
followed justified the connection of each component to one of the thelieoretical
analysis of the data wasntativelypresented Its credibility was limited due to #lack
of corroboration by participants; the researcher did not apply mechieeking to the
theoretical analysisThe following chapter presesthe conclusions of this study

suggest several avenues of further research, and pretenstudgs implicaions.
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CHAPTER FIVE : DISCUSSION

The intent of this case study was to add to the body of research regarding
effective teachers in high poverty schools by describing successful science teachers in a
middle school in South Carolin&he researcher purposefully selecadicbf thescience
teachers at the site school after learning shadent62010 sciencéestscores on the
PASS ranked second in the state. The high ranking of a science departmentin a high
poverty school was corary to an abundance of resealioking student§poverty
conditionsto low achievement (Harris, 2007; McKinsey and Company, 2009).

Thedata revealed the themes of participaptslosophies, demonstrations of
their philosophies, personal and profesal@xperiences, theulture,and leadership of
the site school, and scienostructional skills. The chapter also ded#ile studys
shortcomings and limitations, suggasisome avenues fafrther research, and then
described the implications of the findings of this study.

SUMMARY OF DESCRIPTIVE THEMES IN THE DATA

Observation and interview data, supported by data from school documents,
researchés memos, and school photographs, revealeddescriptive themes that
answeredhe case stilyG guiding questions, which did not anticipate the fifth theme.

The theme of personal and professional backgrounds explained that teachers
remembered caring examples, kind actions, and difficult expesearlier in life and
included those lessons learned in their actions toward students.

The theme of philosophies toward students described the priority of relationships,
understanding, and compassion in their ideologies. Their philosophies included a sense
of being accountable for student achievement and a sense that their work wasra minist

or a fulfillment of civic duty.
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Their provisions of student needsachergplans for repetitive instructiom,
refusal to accept poverty as an excuse for low achievement, their efforts to demonstrate
care and concern, and their affection towarddestts were viewed as demonstrations of
their philosophy.The essence of teachéphilosophies was that relationships prodde
anavenue through which their teaching could be effective. Thiiguphy was
demonstrated in caring actions towards students.

Thesite schoak environment was peaceful, due to the relationships among
teachers and student§he school environment provided teachers with access to test
score data to guide instructional decisions, while a strong school principal articulated a
philosophy towards students living in poverty and provided training to enhance téachers
skills. Its leadership promoted dab@ased instruction, developing instruments as needed
to assist in tracking test score data, recruiting an instructional coaeimtteachers to
use data effectively, and using classroom observations as opportunities to improve the
quality of teacher instructionThe principal was strong, energetic, and persistent, as one
teacher said, the principgdees what is needed, goesratteand gets it doné. The high
ranking test scores seem to testify to the effectiveness of the temuiekwincipais
efforts to get things done.

Theteacher8instructional skills, as a major theme in the data, included regular
meetings for purp@s of collaboration with grade level teachers, the use of st@dents
background experiences to illustrate content information, skills in maintaining high
functioning classrooms, and the promotion of high levels of thinking among students
Teachers expresseonfidence in their abilities to effectively teach students, thus
implying a commitment t@ontinue teaching dhe site school.

CONNECTIONS TO PREVIOUS RESEARCH
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The data revealed that the leaders in a high poverty middle school in South
Carolinahadunderstanding and compassion for students who are living in poverty
conditions. Leaders at the site school carefully questiprospective teachers regarding
the prospeds sense of compassion, which the scteleladers vieadas an essential
component bteaching success.

This case study data confirmed many of the conclusions noted in the literature
review identifying the outstanding common features of {ugiforming high poverty
schools. Among the confirmations were leadership qualiti@3gy) 2002; Reeves,

2005), a focus on caring teackrstudent relationships (GorskiD@7; Haberman, 1991,
Halvorseretal, 2009; Spivey, 2006), direct and explicit teaching (Engelmann, 2001;
lzumi, 2003; Minnett, 2003), connecting student experiences to cq{Marzano, 2003;
Powell, 2010), providing experiences in the classroom (Gor8Ri/;2Haberman, 1991;
Halversoret al 2009); demonstrating understanding for student needs (Spivey, 2006),
and teachedgeports of confidence in their teaching ability (SpivR§06).

The findings of this case study extended research conclusions in the literature to
the content area of middle school science, regarding the relationship between teacher
skills, school qualities, and student achievement in high poverty sq@votskoveret al
1982; Chenoweth, 2007; Cotton, 2003; Edmonds, 1979; Gaziel, 2007; Leader & Stern,
2008; Lezotte, 2010; Reeves, 2005). The participants in this case study were highly
skilled teachers who managed their classrooms well and used th&nsHgis with
students to promote instruction. The identified gap, which this study addressed, was the
specific philosophies or ideologies of teachers in a high poverty school and the
demonstrations of their philosophy

Research on Bverty
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The level ofincome of studenégparents or guardiangasthe largest predictor of
low academic achievement in the United States. In South Carolina, only 36% of students
living in poverty were proficient in science in 2008, while over 70% of students living in
affluert conditions exhibited proficiency (Harris, 2007; McKinsey & Company, 2009;
Rocha & Sharkey, 2005; Sandetsal 2009). Yet this study site and its data
demonstratethat high achievement in a peaceful environment can be realized through
effective leadership, a focus on caring relationships with studbetsse otlatabased
instruction, a lot of repetition, and accepting accountability for studsmtsess. The
site schoofs second place rank on the stat2010 PASS science test proved those
actions can lead to high achievement among students living in poverty conditions.
Research on Science Instructional Strategies

Izumi (2003) noted the prevalence of diread @xplicit instruction among high
poverty elementary schools; likewise, this case study noted the abundant use of this
strategy in a higipoverty middle school. T$researchealso noted the use of
guestioning strategies (Alic, 200dlational Research @acil, 2003 that assessed prior
knowledge and@¢onnectedtudent experiende science content. Learning theory views
students as active processors of informati@ransfordet al 1999 Donovan &
Bransford, 2005)the questioning strategies used by tite school teachensere
purposefully designed to engage all students in the learning.

Although the NSTA has recommended the use of cooperative and Hgsieg
learning (National Science Teachers Association, 2003), the data in this case study noted
only a limited use of that instructional strategy. Teachers paired students for lab
activities and classroom investigations and then acted as a coach and guide while students

completed the activity.
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Research on leadership

One of the foremost characteristafshigh-performing, highpoverty schools
found in both quantitative and qualitative studies was strong leadership, finding that 25%
of student achievement attributable to the prinégpimhpact (New Leaders for New
Schools, 2009). Components of effectsadool leadership were communications of
expectations for student achievement and teacher excelledigay002; Reeves,

2005), maintaining a focus on learning through instructional leadership and regular
monitoring of student learning within an ordesighool environment (Carmon, 2009;

Cotton, 2003; Leithwod & Montgomery, 1982; Wateet al 2003). The data in the

present study revealed all of those leadership qualities at the site school, with the addition
of the data regarding the princigalow-key manner of relating to others, expressed in

the wordsfil just talk with my teachers. Thathow we do things. We read books

together and we study togetlieAn important finding in this studyas theaffirmation

of Bartellés (1990) observation thatfe€tive principals provide constructive feedback

and communicate clear expectations, resulting in an indirect but significant effect on
student achievement (Cotton, 2003).

Teachers at the site school described the significant strength of the prinegal; o
revealing comment waihe principal sees whiatneeded, goes after it, and gets it done,
including leading the school to be named an AVID National Demonstration Site and
applying successfully to hava anstructionakcience coach appointed to theah The
assistant principal for instruction was found to be a leader in professional development,
with a concentration on AVID strategy instruction; #ssistant principal for instruction
statedfJAVID teaches organizational skills and promotes critibaiking skills that these

students are not getting from their hondeSchool administrators created a data board
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and an absolute value worksheet to guide teachers in pacing their instruction. Thus, the
site schodls leadership represented research lesians in tangible ways that illustrate
studentépoverty living conditions do not automatically relegate them to the ranks of
low-achievers (Anfara, Andres, & Mertens, 2003; Pascopella, 2009; Reeves, 2005).
Research on Relationships with tdents

This case studs data confirmed the finding that the princggdeadership style
in high-achieving schoolsesembéd a promoter (Seashoet al 2010); teachers were
told to concentrate on building relationships with student for the entire first week of
schod, becauséichildren will work for you if they know you care Although teacheis
efforts to build personal relationships with students had a prominent place among the
observed characteristics of higlerforming, highpoverty schools (Haberman, 1995;
Halversonet al 2009), specific characteristics of the stuekeicher relationship were
not found in the researclisireview of the literature

Erb (2001) in speaking for the National Middle Schaesociatiorrecommended
that the emotional environmenttbie classroom should be positive. Details of a positive
classroom environment were revealed in the data to be caring actions, provisions for
school materials, comfortable seating, gifts, mentoring activities, Christmas gifts,
friendliness, concern for thravell-being, praise for their accomplishments, and kind
words.

While relationships encouraged studéudissire to learn, according to the site
schoobs principal, teachegskills advancd the achievement of students more than any
other component of an effective school (Balfanz & Byrnes, 2002;egie 2004 New
Leaders for New Schools, 2009). The data from this case study confirmed those

conclusions with rich details of teach@irsstructional skills, ability to relate content to
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childrerts background knowledge, and creating experiences on which students could
build additional knowledge.
Research on Classroom étions

The present study observation data implied teaclageeferere for explicit
teaching; it also recorded teach@ability to connect science content to studénts
background experiences. In this way, the data supported Izun3) (@00 Minnetis
(2003) observation of the effectiveness of explicit and direct teaghthghildren living
in poverty. Additionally, the data revealed the use of strategies associated with AVID,
which was designed to advance students living in poverty by addressing the deficiencies
in their knowledge (Sapp, 2006). Cornell ntiking, adanced writing assignments, and
guestioning strategies were three of the AVID strategies observed by the researcher at the
site school. The data revealed the use of direct instruction in every classroom and the
adaptation of AVID strategies to the teaghof science, suggesting that the effectiveness
of the teachers at the site school was based, at least partially, on the use of those
strategies.

Spivey (2006) suggested teacligrsrsonal philosophies seemed to drive their
decisionmaking in implementingrategies that make connections with students. The
current study providedupport forSpiveys suggestion. Support and understanding were
demonstrated in teachéedlowing extended time for students to complete homework,
even assisting them during cldasse and after schoolData describing teachérsfforts
to make lessons real appeared to follow the recommendations of the National Middle
School Association that lessons be set in real world contexts (Powell, 2010). One
representative comment wdis have to know them, so | can pull in things from their

background® Data recorded teachers making connections between science content and
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sports examples, television cartoons, current weather events, lack of adequate food and
shelter, and even the involment of family members in crime. In addition to teacbers
efforts to connect student experiences to classroom instruction, another finding in the
data that confirmed research conclusions was teamtwrstructing classroom

experiences to support a gerdrase of knowledge (Gorski, 2007; Haberman,1199
Halversoretal, 2009).

The researcher observed the apparent implementation of other specific
recommendations of the Natial Middle School Associatioat the site school (Powell,
2010, p. 9-10). Teacher continuously monitored learning, used an informal question
andanswer strategy, and scaffolded instruction when students incorrectly answered
teacher8questions on content. They allowed students to touch and manipulate science
materialsbecause they learn by doing at this age, according to the NMSA (Erb, 2001,
Jackson & Davis, 2000); teachers supported studenétlectual development by asking
guestions that required them to pause and reflect prior to answering. The ca®&e study
datarevealed the commitment of the participants to tailor instruction to student
development and intellectual needs (Lipgtal 1997; Repettet al, 2006). Thus, the
data illustrated practically all of the main components of{pigtiorming highpoverty
schools, which were strong leadership, teadedfarts to build personal relationships
with students, the use of explicit teaching methods, connecting student experiences to

classroom instruction, and providing experiences to support a general basevtgfdge.

Research on Bacheis Philosophies towards idents
A philosophy that viewed the building of relationships as a prerequisite for

learning was found in this stud@yinterview data from two school administrators and
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seven teachers; observatidaita recorded classroom actions of every teacher directed
towards relationship building. The dominant theme of teastuglent relationships with
students and their critical place in the instructional process confirmed the observations of
Gorski (2007), berman (198, and Halversowet al(2009) that teachebgfforts to
build personal relationships with students was a commonality amongbygnty, high
performing schools.

One of the goals of the present study was to discover not only actions rapgesent
a philosophy but also the origin of the philosophy, that is, what background experiences
contributed towards its formation. Just as LadBdlings (2001) described the impact of
eyeopening experiences on teacligsilosophies towards students ligim poverty, the
data in this study presented some personal background experiences of its participants,
including growing up in poverty conditions, struggling to learn in school, enduring social
rejection, and witnessing their own studéalsprivations bbasic necessities. Two
representative, poignant comments in these datafitleyse experiences made me who |
am today andfil guess | just understand [these students] decause of them. Such
experiences deeply affected their outlook, increaseid skensitivity toward students, and
caused some fevaluation of the way they taught (LadgBitlings, 2001). Freedman
and Appleman (2009) have suggested teacher education programs instill a sense of
mission that would increase the effectiveness anddahemitment for teaching in
difficult environments. This study suggested that the direct experience with those who
are living in poverty assisted in the construction of a sense of mission.

This studys data indicated that teach@pbilosophies towards sdents living in
poverty contained a sense of mission. Participants in the present study described their

work as a means of fulfillingone&s civic duty and obligation to give back to society,
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doingfithe right thingd and ensuring that children living poverty receive equitable
educational experiences. Thus the data provided descriptive details of @esehsesof
mission and its source, adding weight to suggestions by Freedman and Appleman (2009),
who concluded that teacher education programs cét ansense of mission that
undergirds effective teaching and increases a commitment to continue teaching in
difficult environments.
Research orData-based hstruction

The prolific use of data to guide instruction at the site school was revealed in the
data, in addition to revealing teactesense of mission and the connection between
relationships and instructional effectiveness; resulting in a suggestion that the students
achievement at the site school, as measured by the 2010 PASS science test,twas d
the application of test score data to the pace and content of teaching. One representative
comment in the data wad/Vhen | know one class scored low on PASS last year, | repeat
more of the content and plan additional practice activities for théine site school
corroborated the observations of Cotton (2003) and Lezotte (2010) that high achieving
schools tend to regularly monitor student learning by tracking student learning multiple
ways, both with immediate response systems in the classrooloraiidinal records,
such as data boards maintained in the site saéhoohference room.
Research on the School Bvironment

Data from the researclisrmemos and photographs of the school noted that
orderliness and a sense of safety within the sdmaitding were accompanied by posters,
signs, and displays expressing the scfsoexpectations for student achievement. Those
observations, in addition to the availability of datsed instruction and the focus on

relationships, confirmed Lezote(201Q summary of the attributes of high achieving
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schools and Daniéd (2004) quantitative comparison of lgperforming and high
performing schools. Safety and orderliness were implied by data recording student
movement between classes, while achievementogxipens were implied by wall
displays and street signs that identified hallways and stair wells. A comment referring to
expectations for achievement in the data was the admonisHiNerntxcuses for not
doing your homework. | am convinced that every ohgou can complete this projeat.
All of the sources of data for the present study recorded those precise attributes of safety,
orderliness, and high expectations at the site school: the reseavafittes memos,
observations, interviews, and photggna. The princip@ explanationiiThe calm and
peaceful atmosphere that you sense here results from our relationships with our étudents,
confirmed the views of Kannapel and Clements (2005) and, I2asges, & Pokorny
(2004) of the interconnections be®vehigh expectations and caring relationships. Thus,
thedata suggested that the orderliness of the school environment wgsadbygt of
amicable, caring relationships between teachers and their students.
Summary of Previous Research

This case studyanfirmed previous researconclusions regarding the
outstanding attributes of higherforming, highpoverty schools, including a calm
environment, the use of datased instruction, and a focus on relationships as a means to
boost student achievement. digonally, the data revealed the implementation of many
of the recommendations of the Natal Middle School AssociationThe only observed
deviation from théNational Middle School Associatia@commendations was the site
schoobs preference for direagxplicit teaching rather than inquiry teaching, which the

National Middle School Associatiastrongly recommended ifurning Points 2000
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Contributions of this studg data to the research base were the-netated
components of compassion, understagdand common sense among the attributes of
the teachers; secondly, this st@&lgata contributed to theory on teacbetslosophies
and thought processes towards their students living in poverty. The data here noted that
teachers cared for their studs, not just because the principal practically required it via
oral injunctions and written memos, but their sense of mission, their understanding, and
their desire to do the right thing motivated them towards high levels of effectiveness in
both instrudbn and their relationships. Those two aspects of the school enviradhment
relationships and instructiénwere so closely entwined in the data that they appeared
practically as one concept, indicating that the level of effectiveness depended on their
level of caring, concern, and understanding. In those respects, the data confirmed
research observations on the attributes of high achieving, high poverty schools, with the
delimitation of this stud focus on teachers in one content area rather than an entire
school.

CONNECTIONS TO THEORY

The data suggested an extension of cognjimeeptual theory, which posits that
ondgs understandings of past experiences influence the types of behavior and thought
patterns in the present. The analysis of this gahta suggested that the tenets of
cognitiveperceptual theory could be applied to effective teaching in a high poverty
school, especially its position that perceptions of personal experiences in the past impacts
ondgs behavior in the present (Bruhn, 19884 sets the stage for altruistic forms of
behavior (Ferguson, 2003; Monroe & Epperson, 1882ghre, 1996 Schacter & Thum,
2004). A third of the teachers at the site school had been inspired by caring teachers,

Christian schools had modeled kindnesdiaf of the teachers, and every teacher had
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learned to care for other people through childhood experiences. During their early years,
teachers had formed deep emotional bonds with family members, learned moral virtues
from diligent parent, experienced igtres of closeness with God, overcame learning
difficulties, and struggled to be accepted by society.

Additionally, the refusal of the teachers to accept payment for their participation
suggested that they were intrinsically motivated rather than sixity motivated. In
view of their observed generosity towards students, as seen in providing school materials,
donating money for Christmas gifts, and efforts to form warm relationships with students,
theirrefusal to accept compensation confirmed thiadAlthough the stud§s data did
not indicate the mechanisms by which teachers had developed compassion and
understanding for their students, the researcher concluded that tépehegptions of a
variety of previous experiences contributed to thkeilogophies towards their students.

In the researché&s view, the critical factor in the memories of those experiences,
the good and the bad, was that individGpkrsonalities filtered those memories so that
the outcome was kind and compassionate actratiser than bitterness or a sense of
entittement. Happy and pleasant memories evidently inspired helping and optimistic
actions, while difficulties and grief seem to have motivated teachers towards providing
care and concern to students in variousdiffies. Rather than scorning their students
who lacked material necessities, consistently did not complete homework, and needed
continuous review, the teachers at the site school provided effective instruction and
genuine care and concern, indicatingmanf of altruism. According tBell (2011),
altruism is a readiness to sacrifice @ewn interests in favor of the interests of others.

Because the data recorded actions resembling altruism and téachemsents that past
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experiences molded their viewthe data suggested a link between cognipeeeptual
theory and effective teaching in a high poverty school.
SHORTCOMINGS AND LIMITATIONS OF THE STUDY

This case studyp shortcomings and limitations were the fallibility of a human
being whocontrolled data collection and analysis, the unavoidable subjectivity of the
data, and the poverty conditions of students at the site school (Bogdan & Biklen, 2007).
Efforts to ensure the trustworthiness of the data, as discussed in Chapter 4, adugessed t
potential shortcoming of a single person analyzing the data; the triangulation of the data
sources reduced the inevitable subjectivity of a case study.
The Research hstrument

This case study had a single researcher who was teaching science at kesshool
than five miles from the site school to the older siblings of students at the site school. In
addition to that potential bias, the researcher recognized a special feeling towards good
teachers in higipoverty situations. After accepting a fiftegear-old teenager as a
family member and working through associated parenting issues, the researcher
recognized some bias towards others in similar circumstances. Initially, the researcher
recognized a personal favoritism towards teachers at the site dobcalise of their
efforts to improve the lives of children living in poverty. As the data collection
commenced, however, the researcher became focused on the actions and the words of the
studys participants. The researcher was able to overcome thalt snbjectivity and all
of the recognized biases in order to objectively record and analyze the data for this case

study.

Reliability of Data Analysis
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Some limitations existed in the data analysis due to a failure to determine inter
rater reliability Although a small portion of the data was coded by docteval
colleagues in a manner that corresponded with the rese@rcbdes with only one
exception, the reliability of the code checking process was not determined. Transcripts
were provided ta@ll participants as a means to check their accuracy; however, three of
the eleven participants did not comment on their transcripts, suggesting an additional
limitation in the data analysis. The main components of the descriptive data framework
and the scondtier data were also given to all of the participants, but only three
responded in very limited ways, thus creating additional limitations on the data analysis.
Subjective Data

Although the researchebjectivelyrecorded data, the potential for sudijeity
remained; the triangulation of the data sources was designed to help reduce that potential
subjectivity. Not only was each participant formally interviewed several times, but also
the researcher had multiple short informal conversations witharechOther sources of
data were classroom observations, school documents, the res@sam@ios, and
photographs; in addition to the seven science teachers, participants were two school
administrators and a science coach whose contributions enricheatdhe

Personal conversations with other school personnel provided confirmations of
participantdcomments; nevertheless, the possibility remained for the representation of
lessthanaccurate recordings of teach&ekssroom actions and thoughts towatasr
students. Referring to this possibility, one teacher was recorded in the dataiSayirey
teachers will put on @ogandpony shovdfor you, but | am going to do what | always

do; Im not going to act any different when you are in my classroddtearly the
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possibility for subjectivity existed; however, the number of different data sources reduced
the subjectivity and increased the dat@ustworthiness.
The Participants

The triangulation of the data sources may not have been sufficient to meerco
peer influences among the teachers, which may have influenced the data that they
provided to the researcher (Caldas & Bankston, 188#tje, 2003. Both of the seventh
grade teachers and the principal referred to a high level of competitiveness among
themselves and with other schools for student test scores; that same competitive spirit
may have colored their comments that they provided for seareher.

Additionally, because the proportions of ethnicities of the teachers did not
resemble studerdsthnicities (100% of the teachers were Caucasian, while only 40% of
the students were Caucasian), the disproportionate mix of ethnicities may éwtee @
limitation of this case study. Over half of the student identified as Aftécaarican,
almost a fourth identified as Hispanic, less than half identified as Caucasian students. In
contrast to the student mix of ethnicities, every teacher asdebearcher identified as
Caucasian. The potentialationship betweeteacher ethnicitandstudent achievement
was not investigated; further research potentially could yield the data related to the
relationship among teachéeghnicities, studergtmicities,and student achievement.
Poverty Conditions of Students

The social conditions of the type of poverty in which the students lived may have
created an additional limitation on the results of this case study (Bogdan & Biklen, 2007,
Payne, 196). Sudents attending the site school in an urban area may have been
compelled by economic or social conditions related to poverty to respond to teachers in

ways that may differ from other students in other settings. According to Ruby Payne
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(19%), generationigpoverty and situational poverty are distinctly different forms of

poverty that potentially have different levels of impact upon student achievement, yet this
study did not classify the form of the poverty in which students are living.

Timing for the Study

A major shortcoming of the study, which was delimited by its focus on one
content area, was the amount of time in which data was collected. The eight weeks of
data collection did not provide a full understanding of the dynamics of relationships
between teachers and students, which the principal called the semawhber one
priority. The current study described components of teaGtedasionships with
students, including calm tones of voice, verbal affirmations of affection, and expressions
of opimism towards student achievement; however, the dynamics of the formative stages
of those relationships were never observed. In this study, the immediate response of
students to disciplinary actions could have indicated the existence of a respected, well
established system of school discipline as well as the quality of the stadeher
relationship. The limited amount of time in which the study was conducted did not allow
these determinations to be made.

The twelve weeks of data collection preventetbpth of a line of questioning to
allow more complete understanding of the philosophical and psychological motivations
undergirding teachedslassroom actions. The provision of longer periods of time for
teacher8self-reflection may have resulted in gese understandings of their philosophies
and thought processes towards students living in poverty; that provision was not part of

this case study (Ladseillings, 2001).
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SUGGESTIONS FOR FURTHER RESEARCH

The outcomes of the present case study, its shortcomings, and its limitations
suggested several avenues of research, including a research team, comparison studies
among highperforming and lowperforming schools and subject areas, ethnographic
studies, ledership style investigations, and longitudinal studies. The limitation created
by the subjectivity of a single researcher at a site in the same district of employment
could be addressed by a team of researchers in a different part of the state.
School Types

Because the focus of this study was the qualities of effective science teachers in a
high poverty middle school, further research could expand the focus to incluee high
ranking high poverty elementary and high schools to determine whether similarittes exis
in the qualities of effective teachers. With the continuing economic difficulties of the
state, the results of research that investigated effective teaching at all grade levels could
be very useful.
A Research Team

The collection and analysis of datadteam of researchers, rather than an
individual could eliminate a lot of the problems inherent with a single researcher,
including biases and too narrow of a focus. By working away from familiar
surroundings, researchers could be more objective indhservations and less likely to
see what they expect to see. Researfk#nsicities, genders, and social class should be
balanced to approximate those of the participants to possibly create greater empathy.
Thus, another suggestion for further reskas the assembly of several individuals to

confirm and extend this case staslfindings.
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Studies in other Grade and Subject Aeas

Because of this case studyelimitation to science teachers, an investigation into
math and language arts teaching cqurloivide important conclusions for the three subject
areas that are used to calculate AYP. A more complete understanding of the qualities of
effective teachers at all grade levels in the three core subjects would support the efforts of
schools towards aatving AYP.
Comparison Sudies

The delimitation of this case study, which focused on a school withraigting
scores, could be explored by including schools with-lamking scores in a comparative
case study. The teachers who participated in thiy stiere considered effective due to
their studen@standardized test scores; the philosophies and classroom behaviors of
teachers whose students consistently receive low standardized test scores could be
compared and contrasted to those of this gsruggticipants. By describing the common
gualities of science teachers at both types of schools, those descriptions could be
compared and contrasted. The resulting data analysis could reveal the qualities that have
the highest correlation to student achieeemm Research conclusions related to effective
teaching are needed for all types of learning communities; no single teaching model can
possibly apply to all schools in every type of community, due to content variations and
student differences (Willms, 199
Time Frame Expansion

Because the time for data collection was limited to twelve weeks, a suggestion for
further research based on this shortcoming is that an ethnographic study be conducted to
allow a researcher extended time. In a longer time ghemaderstandings could be

obtained on classroom management issues that are related to student achievement:
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student relationships, effective disciplinary systems, acceptance of classroom routines.
The time factor that limited the depth of data relateacherg8perceptions of the
influence of past events could be addressed in a fallpwtudy. Reflections on past
events over time may provide richer data and lead to stronger support for theory.
School Leadership hvestigations

The qualities of the stry, central leadership at the site school suggest several
interesting areas of research. Because the currentstlaha contained limited data
related the components of leadership in high poverty schools, a more intensive study
could yield important irdrmation. A comparative case study of effective principals of
high poverty schools could delineate qualities and actions that correlate te a high
functioning school, as well as contrast those qualities to principals in dysfunctional
schools. The means bblding teachers accountable for implementing a specific school
vision, such as the one at the site school, could be investigated.
Longitudinal Studies

A longitudinal study could investigate the level of academic achievement of the
site schodls students when they advance to the secondary level; another study could
compare and contrast the behaviors and classroom actions of these samedstudents
secondary teachers to the teachers at the site school. Do students form relationships with
successivegachers more readily, following the experience at the site school? Do
students internalize the concept of high expectations following their communication at
the middle school level? A longitudinal study could address the preceding types of

guestions.
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CaseStudies of other Ehnicities

Finally, theeffectof the factors unique to this study sitehe pursuit of warm
student relationships combined with the communicationgif Bkpectations for
achievemerd& on other groups of students could be investigated for the possibility of
determining whether this is a universal human need among sapeahildren. An
obvious avenue of further research would be an investigation into the qualities of teachers
whose stdents are not living in conditions of poverty. Secondly, a study could
determine whether the academic achievement of children who identify as American
Indians, American Eskimos, and Caucasians correlates to teacher qualities at the site
school, whose stuhts were approximately 75% Afric@&merican, 24% Caucasian, and
1% Latino/Latina.

IMPLICATIONS OF THE STUDY

This studys conclusions confirmed research regarding relationships with
students, the importance of connecting content to student backgrowndsngtruction
of stable classroom atmospheres, and leadership qualities among effective schools with
students living in poverty. The case study of effective teachers in a high poverty middle
school had implications for pgrofessional teacher traininiipe recruitment, and
selection of teachers by personnel departments, and theory development.
Pre-professional Training

The practical implications of this stu@yconclusions are their potential to inform
teacher training programs at the siateiversities and colleges. The economic
downturn in South Carolina, ongoing since early 2009, has not improved the living
conditions of students; in 2009 the census reported thabarntk of South Carolina

students were below the poverty level (UC8nsus, 2010). When the economic
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conditions are viewed in conjunction with national reports of a persistent achievement
gap among students at various economic levels, then the need for teachers able to
effectively teach children living in poverty is cled. By various standards, the quality
of South Carolina education hovers in the bottom half among the fifty states. The
implication is that high achievement is possible among high poverty schools, whose
numbers are increasing because of the&tatetining economy. The specific
implications for the teacher training programs are educating future teachers on the effects
of poverty on learning, providing direct experiences with poverty, training in group
dynamics, with extensive understandings of chiidlescent development, and training
in instructional strategies, such as AVID, that were designed to meet the learning needs
that are unique to students living in poverty.
Poverty Training

Spivey (2006) noted that teach&philosophies and experiencegseto drive
their decisioamaking in highpoverty classrooms. Teachers needed to form relationships
with students and make connections between content and stlzbakgrounds. The
implication for professional education programs is that a need existedoriptive
information regarding poverty, such as the seminar on poverty that Midlands Technical
College presents to state teachers annually. A panel discussion involving successful
teachers in high poverty schools should be a required part of tresgimofal training
program. As one teacher in a high poverty high school lamented to the researcher in
2010,fl wish | had been given more training in the basics, instead of taking advanced
courses in higher mathematics. | need to know more of the lgagio®ong those basics,

according to the implications of this study, are fundamental understandings of the nature
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of poverty, its effect on learning, and strategies for meeting the learning needs that are
unigue to students living in poverty.
Direct Experiences with Pyverty

As noted by Chenoweth (2007), LeadedStern(2008), and Reeves (2004),
teacher quality is the most significant factor in student achievement. Teaching
effectiveness increases as connections are made between the content an@ students
backgrounds; thus the implication is grefessional programs should provide direct
experiences, otherwise, they should require specific types and amounts of volunteer work
among those who are living in poverty as a means of increasing stufdemtsrity with
poverty. Some suggested avenues for direct experiences are community organizations,
such as the United Way and the Red Cross, adult education organizations, soup kitchens,
and church groups. For example, the reseai&lvitation to afamily reuniorbat a
local government housing project greatly increased familiarity with those living in
poverty; likewise, weekly responsibilities providing recreation opportunities for children
and volunteering in a local soup kitchen affected the level of assipn.

Preservice training could support the development of empathy, caring and
commitment to culturalhdiverse classrooms (Bennett, 2008); additionally, they can
instill a sense of mission that undergirds effective teaching and increases a commitment
to continue teaching in difficult environments (Freedman & Appleman, 2009).
Training in Group D ynamics

The findings of the study revealed high levels of understanding for students and
effective management of calm classrooms. The implication regafrsgability and
calmness that characterized the science classrooms at the site school is that classes in

group dynamics could train prospective teachers in management techniques. The
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researchés participation in a group dynamics class in a madtiergee program at a
state university confirmed the potential of that class for classroom management. A high
functioning classroom is essential for effective instruction, according to Dr. Tom Peters,
the head of South CaroliG@Math/Science Unit. Teacher candidates should have deep
understandings for the interactions of a group, coupled with abundant knowledge of
adolescent growth and development.
Instructional Strategies

The implication of the results of this case studytéacher training programs is
the need for teach instructional strategies that meet the needs of students living in
poverty. AVID is one strategy that has proved successful, but the existence of others
should be investigated. The suggestion is that exad@ndidates thoroughly learn one
strategy, such as AVID, present a series of lessons that implement those strategies, and
respond to critiques regarding the lessons. The rese@ gneprofessional training in
instructional strategies consisted on oparse with content limited to lecture and
discussion methodology. The current practice of many school districts in providing
advanced instructional training only to current teachers does not increase tHeaitry
skills of teachers; therefore, thatding training programs should address the gap.
Teacher Recruitment and ®lection

The findings of this case study regarding the philosophies and actions of effective
middle school teachers have implications for personnel departments that recruit teachers
for high poverty schools. Those responsible for hiring teachers should understand the
commonalities among the philosophies of this steigharticipants. Although not every
participant revealed every component to the same extent, their presence implies a

relationship to student achievement.
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The dominant component of philosophies towards students living in poverty was

a sense of compassion and understanding for them. Thésstlads included the
information that the site school questioned prospectivéézaon their level of
compassion, using a list of questions that the séaaolministrators had designed. The
implication is that personnel departméittging decisions should consider the
philosophies of teacher candidates. The decisions shouldeé ba the pattern of
questioning developed by the site school, which probed the movies and bodkatiat
them cryand thedypes of people that made them r@aélnswers to those questions
evidenced the presence of compassion, while a question suivkles,is your
philosophy toward teachingay yield a answer with no connection to the important
aspect of compassion.
Theory Development

Theoretically, the data implied that cognitiperceptual theory can help identify
individuals who tend to have personal qualities that would support successful teaching in
a high poverty classroom. The theory may be extended to other kinds of student
populations through further research. The data regarding personal characteristics of
teachers who participated in this study revealed the qualities of compassion, sympathy,
flexibility, and understanding for students who are living in poverty. Intervaga d
revealed the understanding that these qualities were connected to prior experiences. The
matching of past experiences to present needs would need to be further understood;
however, for the delimitations of this study of science teachers in a highyowuddle

school, the implication was that conclusions provided some support for the theory.
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Conclusion

The data revealed that the leaders in a high poverty middle school in South
Carolina have provided training to enhance the instruction of hilillgd teachers who
have understanding and compassion for young people living in poverty conditions. The
motivation for this case study was to understand effective science teaching in a high
poverty urban middle school in South Carolina, whose studenisitexhhigh
achievement that was contrary to most research conclusitresguiding questions were
designed to guide the descriptive case study methodology and obtain descriptions of
teacher8philosophies toward students, classroom actions that dentedstinair
philosophies, their related personal and professional experiences, and théschool
environment and leadership. The data revealed answers to the guiding questions and an
extensive description of the teach@nstructional skills.

Implicationsof the studgs findings for preprofessional training involve course
work, seminars, and supervised experiences with poverty conditions; implications for
personnel departments consist of using theepnployment interview time to investigate
prospectivegachergphilosophies toward students living in poverty. Implications for the
development of Cognitiv@erceptual theory are for further research that is validated by
participants, to better understand the effect of their perceptions on their classroom
adions. Finally, the desire of the researcher it to communicate thissstirgings in
order to advance the achievement of a growing segment of students in South Carolina,

which is students living in poverty.
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EPILOGUE

The end of tk data collectioffor this case study coincided with the
administration of the 2011 PASS test to the students at the site school. Following the
scoring of the test, rankings among school in South Carolina were published. For the
second year, the site school ranked sedonide state on the PASS science test. The top
ranked school was a small magnet school with twémniy students; the site school was a
public, nonamagnet school with 144 students. NSt
exclaimed @egory MacDougalla piofessor at the University of South Carolina and an
associate with t he Tletesdarenérsvasshanoredrioomgnedsthe d er s
work of theteachers at the site schpaho continue to prove excellence is possible, even
among students livingiipoverty.

Those who are interested in the school itself should note that Southwood Middle
School as represented in this study does not exist. The school district built a new school,
reorgani zed attendance gui del i nséosheneswnd moyv
school. The percent of students living at the poverty level has decreased at the new
school. Further information can be obtained at the Anderson District 5 office in

Anderson, South Carolina.
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