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ABSTRACT 

This grounded theory study conducted al two public school campuses researched 

the process of cognili\e changes made by teachers in order to teach a state mandated 

curriculum, specifically the 1 exas Essential Knowledge and Skills (TEKS). The purpose 

of the study w as to determine the process that teachers experienced when changing their 

mental models to adopt a refomi initiative. The data revealed a three step process that 

teachers in this stud\ experienced in cognitively changing to teach the state mandated 

curriculum. Step One was Acquiring Knowledge, Step Two was Experiencing Success, 

and Step Three was .\cknowledging a Paradigm Shift. Teachers did not acknowledge a 

paradigm shift until the second year of working on the mandated change. 

There were five accelerating factors that helped teachers change their minds: (1) 

knowledge, (2) teacher efficacy, (3) accountability, (4) leadership, and (5) collegiality. 

Each of these factors influenced the teachers' cognitive change to help teachers teach the 

mandated curriculum, and, therefore, their students achieve greater success on the state 

mandated accountability assessments. Three impeding factors were also found. They 

were (1) lack of time, (2) lack of resources, and (3) reluctance to change. These factors 

increased the amount of time it took for teachers to feel comfortable in teaching the 

TEKS. Data revealed that teachers experienced an Acquire Knowledge-Experience 

Success cycle, wherein as each teacher's students experienced success on the Texas 

Assessment of Knowledge and Skills (TAKS) or local benchmarks, the teacher was 

IX 
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moti\ ated to acquire more know ledge about the TEKS so that more success would be 

c\idenced. 

Tw0 >cars was the most iiequently mentioned time frame for this group of 

teachers to acknow ledge a paradigm shift. The data revealed that teachers did not feel 

that valuing social justice influenced them to teach the state mandated standards-based 

cuiriculuni. Teachers in this study w ere already motivated to teach all students. Teacher 

and principals spoke of ha\ ing high expectations of all students which were shared by the 

community. .\ theoretical model of teachers' cognitive changes made to teach a state 

mandated curriculum w as developed. 
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CHAPTliR 1 

INTRODUCTION 

For man\' \'cars school reform has been mandated by legislators, courts, local 

school boards, the business community, curriculum experts, special interest groups, 

researchers, and ps\chologists. Yet all the lefomis, the policies, the curriculum guides, 

the site-based management and decentrali/ed planning, the accountability and assessment 

measures ha\ e not institutionalized many lasting school reforms. Schools have proven to 

be seemingly resilient to change. They are the same in many aspects as they were before 

refomis began in earnest about fifty years ago (Fullan, 1999; Sergiovanni, 1996; Tyack & 

Cuban, 1995; Owens, 2001; Cohen, 2002). 

Almost a half-century's worth of unsuccessful efforts to reform schools have 

resulted in educators and researchers questioning whether schools can be changed in 

meaningftil ways. In 1979, Edmonds wrote, "We can, whenever and wherever we 

choose, successfully teach all children whose schooling is of interest to us; we already 

know more than we need to do that" (p. 23). Yet, the schools are not being successftil 

teaching all children. The question then remains: "What do we do differently?" If 

reform efforts begun in earnest after the Russian launch of Sputnik in 1957 and the 

heightened federal reform efforts following the National Commission on Education 

publishing their report, A Nation at Risk: The Imperative for Educational Reform, in 1983 

have not been successfiil, what will enable schools to change, to teach all children equally 

well, and to have equity in schools? 



Currenth', reform elTorts have melamoiphcd from strictly being top down, the 

first wa\e of reform, to lecogni/ing professional educators, teachers and principals, as 

being the necessary instigators and propagators of meaningful, lasting reform. If 

involving teachers in reform can infliiencc positively the success rate of school reform, 

they should be more in\olved (Fullan, 1999; Tyack & Cuban, 1995; Newmann & 

Wehlage. 1995; Prawat, 1990; Murphy ĉ  Hallinger, 1993). 

In Texas, schools ha\e been the focus of intense statewide reform since 1985 with 

the passage of House Bill 72. These refomis were spearheaded jointly by the business 

community and the legislature. Governor Mark White appointed Ross Perot, Chief 

Executive Officer (CEO) of Electronic Data Systems (EDS) and a candidate for president 

of the United States in 1992, as spokesperson for the newly created legislation which 

invohed strict mles on students passing all of their academic subjects in order to be 

involved in extracurricular activities (White, 1985). A second round of revisions to these 

reform efforts came in 1995 when the Texas legislature enacted Senate Bill 1, making 

even more major changes in the Texas Education Code (TEC). 

The current legal systemic plan for public schools in Texas is far reaching and 

involves a statewide standards-based curriculum known as the Texas Essential 

Knowledge and Skills (TEKS); an assessment component named the Texas Assessment 

of Knowledge and Skills (TAKS); a provision for evaluation of teachers and principals, 

the Professional Development and Appraisal System (PDAS); a public report card of 

campus and school district performance known as the Academic Excellence Indicator 

System (AEIS); and a requirement for site based decision making on each campus and for 

every district (TEC, 2003). Through these state policy initiatives, the legislature ensured 
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that districts, superintendents, principals, and teachers are held accountable for student 

success. ConsequentlN, academic success in Texas is now measured by "outputs" 

(student success) rather than by "inputs" (money spent on new programs, consultants, 

computers, lihr;u-y books, etc.). The federal No Child Left Behind Act of 2001 is 

mandating nationally accountability measures that arc similar to those in the Texas 

SN stemic plan that has been in place for almost a decade (NCLB, 2002). 

Of all of the reform initiati\ es in Texas put forth by Senate Bill 1 in 1995, the 

standards-based curriculum is the strategy that is currently aligned with national reform 

initiati\ es. All fift>' states ha\e standards (National Conference of State Legislatures, 

2003). AdditionalK-, the standards-based movement is often viewed as a vehicle for 

providing social justice for all students. In this context, social justice is broadly defined 

in schools as providing the same high level curriculum and performance expectations for 

all students (Skrla, Scheurich, Johnson, & Koschoreck, 2001a). The educational goals of 

equity and excellence for all are served by a standards-based curriculum as all students, 

irrespective of their neighborhood, ethnicity, gender, or socioeconomic status (SES), are 

accountable for meeting the standards. One of the goals of a standards-based curriculum 

is to promote social justice by ensuring that all children get the same opportunity to learn 

the same standard curriculum (English, 2000). 

Skrla, Scheurich, Johnson, and Koschoreck (2001a) determined in their research 

that a high stakes accountability system worked hand in hand with the standards to hold 

districts accountable for teaching all students the state standards-based curriculum. They 

reported growing evidence in several states including Texas, North Carolina, Kentucky, 

Connecticut, and New York, that statewide accountability systems have improved student 
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performance of all students. Their researcii attributed the accountability measures in the 

fcxas system as changing superintendents' deficient thinking about what students can 

learn and tor leveraging social justice. 

Fullan (1999) submits, "[Ajlmost everyone would agree (although they have 

different view s on w hat or w hom to blame) that previous reform strategies have failed" 

(p. 2). The 1975 Rand Report found reforms produced "no significant difference" in 

schools (Owens, 2001). Chin developed a taxonomy to categorize the different 

approaches to implementing change. He listed three major categories: (1) empirical-

rational, (2) pow er-coerci\e, and (3) normative-reeducative. The first wave of reform 

efforts invoh ed many empirical rational initiatives whereby scientific research was 

created and then handed to schools for utilization. Power-coercive strategies, using 

sanctions such as loss of fiinding in order to obtain compliance from schools, were also 

abundant. In both of these strategies, outside institutions researched reform strategies, 

designed a reform initiative, and then the schools were expected to make them work 

locally. In conclusion, the majority of the first wave of reform efforts centered on the first 

two reform categories, empirical-rational and power-coercive strategies. 

The second wave of reform is predominately centering on the third category, 

normative reeducative (Chin, 1969; Owens, 2001; Fullan, 1994). This reform approach 

addresses the importance of culture, understanding or meaning making, and involving 

teachers as pivotal persons in school reform. The extant research literature addresses 

reculturing, meaning making, creating self-renewing organizations, and the power of 

relationships as important in this second wave of school reform, but it does not have a 

research base to address what cognitive changes teachers go through to adopt a reform 
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initiative. The literature stops short of giving etiucational leaders a theory of how teachers 

change their minds to implement change. 

In order to develop such a theory of the process of cognitive changes teachers 

experience w hen changing their minds to adopt and implement a mandated reform 

initiati\ e, the cun'cnt mandated reform in Texas of standards-based teaching was utilized 

for the research stud\'. Three reasons are paramount for selecting this reform initiative for 

the stud\'. One is that a standards-based curriculum, the Texas Essential Knowledge and 

Skills (TEKS), is included in the Texas systemic plan for school reform and, as such, is a 

new initiative to which teachers are expected to adjust. Secondly, the Texas high stakes 

assessment test, the Texas Assessment of Knowledge and Skills (TAKS) is ahgned with 

the TEKS curriculum. Therefore, teachers who are effectively utilizing the state 

mandated standards-based curriculum are more likely to have students who score well on 

the TAKS test and be rated exemplary (90% passing rate). Finally, since standards are 

currently a national reform initiative, such a study might prove beneficial to educational 

leaders and teachers adopting a standards-based curriculum. 

Statement of the Problem 

A theory on what cognitive changes teachers experience in order to change their 

minds to adopt and implement a mandated reform is needed. As such, this research study 

utilized the reform initiative of standards-based education to develop a theory of the 

process of cognitive changes that teachers experienced when changing their minds to 

adopt and implement a mandated standards-based curriculum. Teachers are the key to 

educational reform (Tyack & Cuban, 1995). Real organizational and curricular change 
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does not occur w ith only the technical changes in structure such as can be mandated by 

the state or a district (Fullan, i^)')9). CMiaiiges that involve deep understanding cannot 

begin with the whole s\stem. They ha\e to begin with the individual and spread from 

there outward through the ssstem (Senge et al., 2()()()). Teachers must construct new 

understandings of the standards in order to teach a standards-based curriculum. If 

educational leaders learn the processes of cognitive change influencing a paradigm shift 

in teachers' thinking, then they could plan for change both more effectively and more 

efficiently. 

Significance of Study 

An understanding of the cognitive changes teachers undergo to adopt a reform 

initiati\ e has the potential to help teachers and educational leaders plan more effectively 

and become better able to manage change. Inos and Quigley (1995) stress leaming to 

manage change in schools as being important for the welfare of students. "Increasing the 

teachers' and schools' capacity for managing change and bringing about continuous 

improvement is imperative because of the need to guide children into productive, 

satisfying and successful participation in the global community" (Inos & Quigley, 1995, 

p. 4). Teaching a state standards-based curriculum to all students regardless of what pre

school experiences the students have experienced, regardless of race, sex and 

socioeconomic status (SES) shows promise in helping to bring both equity and excellence 

to schools (Enghsh, 2001). 

This research examined the cognitive changes teachers experienced when 

changing their minds to teach the state-mandated curriculum, the Texas Essential 
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Know ledge and Skills (TIKS). The research is important for the following reasons. 

First, since the TEKS are a state mandated curriculum, a theory on the process of 

cognitix e changes necessary to leach a state mandated curriculum could provide 

infomiation thai would also apply to teachers' adoption of other mandated reforms. 

Secondly, since standards-based cumcula are currently a national reform in all fifty 

states, the infomiation gained on this particular reform initiative may be useful to a broad 

population of educational leaders and teachers involved in implementing a standards-

based curriculum. 

Research Questions 

The purpose of this study was to understand the process of teachers changing their 

minds to adopt and teach a standards-based curriculum. The primary research question 

was "What was the process of cognitive changes that teachers experienced in order to 

teach a state mandated curriculum?" 

Subsidiary questions are listed below: 

1. Did teachers perceive a change in their own mental models when they started 

teaching the state mandated curriculum? 

2. Did valuing social justice in K-12 schools influence cognitive changes made 

to teach the state mandated curriculum? 

3. What factors were instmmental in accelerating the cognitive changes made to 

teach a state mandated curriculum? 

4. What factors were instmmental in impeding the cognitive changes made to 

teach a state mandated curriculum? 
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Research Design 

This research studied how a purposeful sample of teachers in two education 

ser\ ice center regions changed their minds to teach a state-mandated curriculum. To be 

included in the study the school sites must have achieved an exemplary standard which is 

a 90" 0 passing rate on state assessments for two years and had a combined minority 

student population of at least 35% and a low wealth student population of at least 35%. 

Standards are currently a national reform, and all fifty states are implementing 

standards. This study attempted to gather data on teachers' understandings of the process 

of cogniti\ e changes the\ experienced that enabled them to change their minds and teach 

the TEKS, the state mandated standards-based curriculum of Texas. 

Qualitative Research 

Qualitati\e researchers strive to study phenomena in terms of the meanings 

people bring to them. Qualitative research involves a wide range of practices, each one 

possessing special characteristics to more effectively answer certain kinds of questions. 

The questions posed in this study required a qualitative approach in order to be answered. 

Grounded theory using theoretical sampling; constant comparative analysis; open, axial, 

and selective coding; and memoing was used in this study of the process of cognitive 

changes teachers experienced in order to teach a state mandated curriculum. The 

resulting theory may be usefiil in guiding educational leaders and teachers when dealing 

with cognitive changes in school reform. 



Grounded theory methods are coneerned with significance, theory-observation 

compatibility, confimiability, transferability, and verification. Each of these significant 

characteristics of grounded theory is explained thoroughly in Chapter III. 

Data Collection and Analysis 

.\n inductix e, grounded theory design was utilized for this study. One of the 

defining characteristics of the grounded theory method is the use of systematic coding 

and anah sis. This enables the researcher to develop theory that is integrated, consistent, 

and close to the data. 

The theory grounded in data should have explanatory usefiilness. Theory might 

also represent attempts to develop explanations about reality or ways to classify and 

organize e\'ents, describe events, or even to predict future occurrences of events (Hagan, 

1993). By systematically collecting and analyzing the data using constant comparative 

analysis, the researcher stayed close to the data. Member checks of the analysis were 

used to lessen the chances of researcher bias. A goal of grounded theory studies is for the 

final theory to make sense not only to the researcher but also to the participants. In this 

study, the grounded theory developed gives practitioners an understanding of the process 

of cognitive changes a group of teachers experienced when adapting to teach a state 

mandated curriculum. 

This theory helps fill a gap in the research literature of the process of cognitive 

changes teachers experienced in a specific reform, and as such, may aid educational 

leaders and teachers in implementing future reform measures. 



Definition of Terms 

For the puipose of this study, the following definitions were utilized: 

1. .'Vccountability system: state or district policies related to holding districts, 

schools, and or students responsible for performance. Typically schools/districts 

are rated on student performance and rewards or sanctions are levied based on 

perfomiance or iniproxement o\er time. 

2. .A.chiex'cment gap: the difference between the highest scoring group of students 

and the low est scoring group of students. 

3. Culture: the attitudes, beliefs, and values of an organization. 

4. High stakes test: test that has importance implications such as failure of a grade 

level or not graduating if it is failed. 

5. Innovation: plarmed change that is intended to help the organization achieve new 

goals or achieve existing goals more effectively. 

6. Low socioeconomic status (SES): quahfying for federal free or reduced lunch 

based on income and number of dependents living in the household. 

7. School reform: the process of improving classrooms, schools, and the educational 

system in order to improve the life chances of individuals (Fullan, 1999). 

8. Social justice: people in a society are physically and psychologically safe and 

secure. There is an equitable distribution of resources and educational 

opportunities. Individuals are both self-determining and interdependent (Skrla, 

Scheurich, Johnson, & Koschoreck, 2001a). 

9. Standards: definition of what students should know and be able to do. Subject 

matter benchmarks to measure student's academic achievement. 
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10. Standards-based education: all children, irrespective of socioeconomic level, sex, 

or race, are taught and tested on the same curriculum standards (English, 2000). 

Acronyms 

1. .A,EIS: .\cademic lixcellence Indicator System. School report card in the state of 

Texas for each district and school within that district. Schools are rated on 

student perfomiance disaggregated by subgroups of race, ethnicity, gender, 

socioeconomic status, special education, and English as Second Language 

learners. 

2. ESC: Educational Service Center. The state of Texas is divided into twenty 

regional areas each served by an ESC. 

3. PDAS: Professional Development and Appraisal System. The state recommended 

teacher evaluation system for public school teachers. 

4. SBDM: Site Based Decision Making. Name for committees consisting of 

teachers, administrators, business and community members, and parents that serve 

as an advisory committee. It is mandated by state law that each school and 

district have a SBDM committee. 

5. SBOE: State Board of Education. In Texas this is an elected board that, along 

with other duties, recommends passing rates for statewide assessments. The final 

determination of passing rates is decided by the legislature. 

6. TAKS: Texas Assessment of Knowledge and Skills. Texas's high stakes 

accountability test that is given in the third grade and periodically throughout the 

school grades culminating in an exit level test that must be passed in order to 
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graduate from a Texas high school under a general education plan. All core 

subject areas are tested al specific grade levels. 

7. TF.\: Texas 1-ducation Agency. TEA is the state education agency for Texas with 

responsibilitN for implementing and evaluating compliance with the education 

regulations as decided by the state. 

S. TEC: Texas Education Code. The TEC has statutory provisions which Texas 

public school districts must follow. 

9. TEKS: Texas Essential Knowledge and Skills. The standards-based curriculum 

for the state of Texas. Standards are written for all subject areas, grades 

kindergarten tlirough twelfth. 

Limitations 

B}' researcher design, this grounded theory study was limited to school sites in 

t\\ 0 educational service center regions in Texas. To be included in the study, the schools 

must have achieved an exemplary rating for two years (90% passing rate of subgroups 

including African American, Hispanic, White, and low SES); must have at least a 35% 

minority student population; and have at least a 35% low Socio Economic student 

population. Since the accountability measure used to determine if students were leaming 

the standards-based curriculum was the TAKS test, it was assumed that teachers in 

successfiil schools would have been teaching the subject area or grade level Texas 

Essential Knowledge and Skills (TEKS) over which students were tested on the TAKS 

assessments. 
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The aforementioned limitations Tocuscd the study on only a small purposeful 

sample ot teachers. The reseaicher conducted a research study designed to develop a 

grounded theor>' of the process of cogniti\e changes teachers experienced when teaching 

a state mandated cuiTiculum. The study w as conducted using a qualitative, grounded 

theor> approach. In Chapter 111, strengths of the use of this qualitative approach are 

detailed; howe\ er, there are some limitations to using qualitative methodology. 

Qualitative research methods do not lend themselves to validation by replication with 

other studies. Each site and sample is unique and, as such, the replication of qualitative 

research is hindered (Creswell, 1994). 

Second, the local individual context of the two sites selected was a limitation to 

generalizibilit\- or transferability. The use of a purposive and theoretical sampling 

techniques and a small sample size decreased the transferability of the findings in this 

study also. 

The data collection methods used also have inherent limitations. The interview 

and focus group participants were selected using purposeful sampling techniques which 

harmed the generalizibility of the study but were necessary to build theory. In qualitative 

research, interview questions may be misunderstood by the participants and skew the 

findings of a study. The intersubjectivity of the focus groups should have served to offset 

some of this problem and help people focus their attention on the research questions, but 

interviews, whether individual or in a focus group setting, are always problematic due to 

participant and researcher bias, the chance of misunderstanding of questions by 

participants, and by various other human foibles inherent in any study of human beings. 
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During coding and analysis, inler\ lew data were further open to interpretation by the 

researcher. 

Finall\, the researcher herself in qualitative research is considered a limitation. 

The researcher is often referred to as a tool. As such, a researcher may not conceptualize 

each data item as anoliier researcher might conceptualize il. The explanatory power of 

qualitalixe research is in the indi\idual stories and examples that are researched, yet even 

these are subject to reseaicher bias and interpretation. 

Summary 

In this chapter, the researcher introduced and discussed briefly the history, goals 

and failures of school reform in K-12 schools both nationally and in Texas. 

Standards-based education was described as a means to leverage social justice in the 

schools. First and second waves of reform were also described. Currently, the second 

wave of reform is emphasizing teachers as pivotal stakeholders to sustainable school 

reform. The deficiency in the literature about the cognitive changes that teachers 

experienced to adopt a reform initiative was explained. 

Finally, the relevance of conducting research on the process of cognitive changes 

teachers experienced when changing their minds in order to adopt and teach a state 

mandated reform such as a mandated standards-based curriculum was presented. It was 

discussed that such a study would ftilfill a deficiency in the knowledge base of reform in 

schools and could give direction to educational leaders wanting to implement reform 

initiatives. The need for a qualitative approach and, specifically, grounded theory was 

delineated. Also, in this chapter, limitations were explained. Terms and acronyms were 
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defined, .Vdditionalh, the promising aspect of this research aiding school teachers and 

educational leaders in successfully implementing sustainable rcfonn was discussed. 

Specifically, in Chapter 1, the study was introduced and the deficiency of the 

literature on the process of cognitixe changes teachers experienced when implementing 

mandated refomis was discussed. In Chapter II, the literature review further explains the 

need for stud> to fill this deficiency in the knowledge base on school reform. Chapter III 

describes in detail the research design used for the study. Findings and the data analysis 

from the research is presented in Chapter IV. Finally, in Chapter V, the grounded theory 

and a summar\ of findings and implications for future research are presented. 
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CHAP TER II 

REVIEW OF LITERATURE 

Introduction 

School refomi is a perennial challenge for those concerned with improving the 

education of all students. There is a \ast amount of research on numerous national and 

state lc\el polic\' reform initiati\es driven by a myriad of reports and commissions 

calling for school refomi. Billions of dollars have been expended on reforming schools, 

>et K-12 schools are basically the same as they were before reforms began in earnest 

almost half a century ago (Cohen, 2002; Owens, 2001; Fullan, 1999; Sergiovanni, 1996; 

Tyack & Cuban, 1995; Futrell, 1989). 

To provide a foundation for this research study, the literature review begins with 

a brief history of school reform. Three major categories for change strategies are 

presented: (1) empirical-rational strategies, (2) power-coercive strategies, and 

(3) normative-reeducative strategies. In addition, social justice as a school reform goal, 

both nationally and in Texas, is also discussed. 

Next, the review provides information about the current legal systemic reforms in 

Texas designed to improve education for all students. The systemic plan for reform in 

Texas includes: 

• Texas Essential Knowledge and Skills (TEKS), 

• Texas Assessment of Knowledge and Skills (TAKS), 

• Professional Development and Appraisal System (PDAS), 
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• Academic Excellence Indicator System (AEIS), and 

• Site Based Decision Making (SBDM). 

Since the research study was conducted using a component of the Texas 

systemic refomi plan, the third section of this chapter reviews a specific reform initiative 

currently affecting reform in Texas-the standards-based movement. This reform 

continues to draw nationwide attention as a way to reform schools for academic purposes 

and also to achiexe social justice by providing the same curriculum and high performance 

expectations for all students regardless of the schools that they attend. This point is 

supported by Sarason (1990) in his research on the goals of school reform. He found that 

academic achievement and social justice aims were two of the most frequently expressed 

goals for school improvement. 

The results of reform initiatives as measured by national test data are discussed in 

the fourth section of the literature review. A historical study reveals that reforms have 

been severely lacking in their ability to change schools. The differences between the first 

and second waves of reforms is discussed. A significant amount of research examined 

later in this chapter delineates the engagement of teachers as a pivotal factor for reform in 

schools. Involving teachers, working to change the culture of schools, and changing 

mental models are all presented as promising strategies for reform. Lastly, a brief 

discussion of the need for teachers to cognitively change their beliefs in order to affect 

change is presented. 
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History of School Reform 

During the Great Depression in 193 1, Carpenter, an educator from Missouri, 

posed the question, "Is the educational utopia in sight?" (Tyack & Cuban, 1995). 

Carpenter believed that the answ er to his question was "yes" for he ascribed to two 

widely held opinions among .'\mericans of his time: "that progress was the rule in public 

education and that better schooling would guarantee a better society" (Tyack & Cuban, 

1995). 

.•\ quarter of a century later, in 1957, the Russians launched Sputnik, changing the 

prcN ailing optimistic \ iewpoint of American education. No longer were American 

schools \iewed as the foremnners in education. Suddenly, American schools were 

judged as lacking in educational rigor. This spawned a wave of self-doubt in the 

American educational system and the beginning of many educational reforms (Evans, 

1996; Finleyetal., 1996). 

The subsequent first wave of initial reforms was mandated by legislatures and 

considered primarily top down due to the reforms having been researched and developed 

outside of the organizations and not involving local stakeholders (Fullan, 1999). One of 

the first of these reforms was the National Defense Education Act of 1958. This act 

provided for multiple packaged curriculum changes that were developed to be used by 

schools. Many schools used these in the 1960s. Title IV of the Elementary and 

Secondary Education Act of 1965 mandated ten Educational Research and Development 

Centers throughout the country and twenty regional education laboratories. The federally 

supported Educational Resources Information Center (ERIC) also was created in the 

1960s. To ftarther control the development and implementation of educational research 
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initiatives, the Department of luiucation was made a cabinet level position in 1979 

(Owens, 2001). 

Then, the 1983 National Commission on Excellence in Education report, A Nation 

at Risk, solidified the public call tor school reform. In it, Copperman asserted, "For the 

first time in the histor\ of our country, the educational skills of one generation will not 

surpass, will not equal, w ill not e\ en approach, those of their parents" (National 

Commission on Excellence in Education, 1983, p. 3). Thus, the first wave of education 

refomi w as based on go\ emniental dissatisfaction with educational progress. This first 

wa\ e of refomi did not begin in the schools but from the statehouse. The legislature 

mandated school refomi as evidenced by the National Defense Education Act of 1958 

and the following federal programs: 

• Title rv of the Elementary and Secondary Education Act of 1965, 

• Title ni, Lnnovative Projects, 

• Title Vn, Bilingual Projects, 

• Vocational Education Act, Part D - Exemplary Programs, and 

• Right to Read. 

Later, during what is termed the second wave of school reform, this mass of mandated 

regulations was criticized as making schools "learning-proof by taking away the 

authority of teachers, principals, and parents (Futrell, 1989). 

A few years later, the 1989 Governor's Education Summit set the stage for 

additional important education reforms. In the same year, the Gallup Poll of the Pubhc's 

Attitudes Toward the Public Schools sponsored by Phi Delta Kappan reported that for the 

first time in twenty years, the public wanted a drastic overhaul of the educational system 
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including national education standards and a national curriculum (Elani & Gallup, 1989). 

Later, in documenting continued failure in school reform, the 1995-1996 Third Annual 

Mathematic and Science Study showed that America had not yet reached its 

mathematical and science achie\ement goals (Finley el al., 1996). 

Part of the discontent w ith K-12 schools is due to achievement expectations 

increasing. Public schools used to be able to group students according to the 

proficiencies that students had w hen they enrolled in a school. Now the public and 

legislative expectation is for the schools to develop students' academic skills and talents. 

Schlechty (2001) w rites, "[AJ school judged successful in the past would not meet our 

expectations toda\" (06). 

Todax', at least 85% of Americans above the age of 25 attended four years of high 

school. Reformers lamenting the missing 15% who did not attend four years of high 

school need onh' to study the data to find a dismal 52.2% rate of four-year high school 

attendance in 1970. A 32.8% increase in four-year high school attendance rates is a 

substantial improvement for schools. Also, today, 99% of all adult Americans can 

decode words; however, functional literacy is only at approximately 50%. Therefore, 

fiinctional literacy, the ability to read beyond a basic level, is the new high standard that 

K-12 schools are required to meet (Schlechty, 2001). Texas has documented wide spread 

success with the Texas Student Success Initiative. Ninety-six percent of all third grade 

students passed the rigorous reading exam in 2003 (TEA, 2003). Passing the reading 

TAKS test requires the higher reading standard of functional literacy. 

In the 1950s, high school algebra was a college preparatory course. Today, in 

many states, including Texas, it is a graduation requirement. The National Assessment 
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of Educational Progress report (NAEP) shows steady growth in mathematical 

perfomiances in grades four and eight from 1990 to 2000 (U.S. Department of Education, 

2001), 

Brace) also reports that data on achievement levels must be broken down and 

studied carefully to determine if school refomis like the NCLB Act of 2001 have made a 

difference in schools. While improvement of overall NAEP scores may remain flat, 

disaggregation of scores may document a different level of achievement. For example, 

on the 2002 N.\EP reading test non-Hispanic White 17-year olds demonstrated only a 

small inipro\'enient from 291 points to 295 points. However, Afiican American scores 

increased 26 points and Hispanic scores increased 19 points (Matthew, 2004). 

Brace\' explains this statistical disparity as Simpson's Paradox. A statistician 

named Simpson developed this process of comparing scores half a century ago. 

According to Bracey, Simpson's Paradox occurs when the aggregate group score shows 

one pattern, but subgroups show a different pattern such as with the NAEP reading scores 

as previously discussed. 

K-12 schools are currently operating under federal legislation that holds schools 

accountable for teaching many different ethnic and socioeconomic subgroups of students. 

Negroni in Senge et al. (2000) reports, "Public schools now have a different mission from 

that of the past. They are chartered with effectively educating all the kids. This is new; 

for most of the history of pubHc education, American schools only reached 40 to 50 per 

cent of the smdents" (p. 428). 

Currently, state and national level attention is focusing on excellence and equity 

for all students. Standards-based education and testing accountability provide for and 

21 



demand excellence and equity for all students. President Johnson sought to build the 

"Great Society" and abolish po\erty in the I9()()s through education, but for the most 

part, he only succeeded in getting children of color in the doors of the schoolhouse. Once 

there, the\' did not necessarily recei\ e the education President Johnson envisioned; 

howe\er, this was the beginning of a push for equity for all students. 

Toda\', a good education is still considered the great equalizer of American 

societ), .-Xmericas s\steni of public education, one of the greatest social experiments in 

histoiA', has not \et deli\ ered on its promises of equal educational opportunities for all, 

regardless of famih' circumstances or income (Tyack & Cuban, 1995; Waters, Burger, & 

Burger, 1995). Equal educational opportunity is being proposed as the next great civil 

rights issue (Hunter, 2001). President Bush in his Republican Nomination Acceptance 

Speech stated: 

On education, too many American children are segregated into schools 
w ithout standards, shuffled from grade to grade because of their age, 
regardless of their knowledge. This is discrimination, pure and simple, 
the soft bigotry of low expectations. And our nation should treat it hke 
other forms of discrimination. We should end it. (Bush, 2000, p.l) 

The most recent federal law reauthorizing and amending the Elementary and 

Secondary Education Act (ESEA) is the No Child Left Behind Act (NCLB) of 2001, 

Pubhc Law 107-100. It legislated the most extensive reforms in education since the 

original Elementary and Secondary Education Act of 1965. It expanded the role of the 

federal govemment in setting and enforcing standards in education. NCLB has guiding 

tenets in four major areas: (1) accountability for student achievement, (2) a focus on what 

works (research based), (3) flexibility (opportunities to combine funding sources), and 
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(4) piu-ental in\ olvemenl. The goal is to have all students proficient in reading and 

mathematics by 2014 (No Child Fell Behind Act of 2001). 

.Ml of the reform laws discussed in the literature review to this point would be 

classified by Fullan (1999) as falling in the first wave of school reform. These are 

refomis that are mandated and considered primarily top down - coming from outside of 

the organization or from people not involved in the actual implementation. 

In order to classify reform strategies. Chin posited three major strategic 

orientations for categorizing change efforts: empirical-rational strategies, power-coercive 

strategies, and normati\ e-reeducative strategies (Chin, 1969). All of the first wave of 

refomi efforts are either empirical-rational strategies, aimed at bridging the gap between 

theory and practice, or power-coercive strategies which use mandates or sanctions to 

obtain compliance. An important concept to understand is that the reform efforts to this 

point involved research and development outside of the schools which was then routed to 

the schools for local implementation, often as a mandated change. Schools would not 

receive certain fiinding if programs were not implemented. Research on these types of 

reform efforts is finding that the empirical-rational and power-coercive strategies used in 

the first wave of educational reforms have not instilled lasting changes in the K-12 

schools (Fullan, 1999; Sergiovanni, 1996; Tyack & Cuban, 1995; Owens, 2001). 

Social Justice in Reform 

Besides academics, the second major area that school reform generally addresses 

is social causes. The federal law, NCLB, along with many state policies, is prodding 

schools and districts to maximize the abilities of all children, especially low income and 
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minority children (Christie, 2002). For example. North Carolina has an eleven-point 

strategic plan to close the achie\ enicnt gap that exists between the highest scoring 

students and the low est scoring students. North Carolina's plan includes such 

recommendations as (1) reducing the disproportionate number of minority students 

assigned to special education, (2) encouraging enrollment of minority students to 

advanced courses of study, (3) the updating of teachers' skills and gaining new skills to 

work w ith di\ erse populations, and (4) emphasizing the hiring of teachers who are 

prepared to be successful w ith di\ erse populations. It also includes an equity component 

which recommends that the state board explore setting a universal standard by which to 

measure perfomiance by all socioeconomic groups and racial populations. For instance, 

one standard studied by the committee recommended that 95% of all ethnic and 

socioeconomic groups attain grade level proficiency by the year 2010 (Christie, 2002). 

Lewis (2002) submits that all Americans should get involved and support morally 

and financially higher standards for all children, including low wealth and minority 

students, and to demand accountabihty. Fullan (1999) describes this same aim as "moral 

purpose." 

At the micro level, moral purpose in education means making a difference 
in the life chances of all students - more of a difference for the disadvantaged 

because they have fiirther to go. At the macro level, moral purpose is education's 
contribution to societal development and democracy, (p. 1) 

Sarason's (1990) meta-analysis of the current aims of educational reform lists a social 

justice aim, "to reduce the wide gulf between the educational accomplishments of 

children of different classes and backgrounds," as one of the major changes that 

educational reform seeks to bring about (p. 72). 
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The public is demanding reform and accountability from the educational system 

they are funding. .Annual public education expenditures consume about 40% of most 

state budgets. The federal go\crnment has spent over a billion dollars on educational 

research and de\ elopment during the past two decades and billions more on aid to 

schools and school districts (Ow ens, 2001). Politically and economically, public 

education is \ er\ important. Accountability movements on the state and national level 

have resulted in national and state curriculum standards, increased use of standardized 

testing, and new certification and evaluation requirements for teachers and administrators 

(Skrla, Scheurich, Johnson, & Koschoreck, 2001a). In summary, the dual reform goals of 

excellence and equity are being stressed nationally, and the pubhc is supporting 

accountability measures for teachers, administrators, schools, and school districts. In the 

following sections, standards-based curriculum will be shown to meet both reform goals 

of academic excellence and social equity. The question remains, "How does one 

implement sustainable reform in K-12 schools?" 

Social Justice in Texas 

In 2000, Jerald wrote, "Texas remains the only state to hold schools accountable 

for helping poor and minority students meet the same achievement benchmarks as their 

peers" (p. 2). In doing so, Texas uses a criterion-referenced test which provides a fixed 

target that is the same for all students instead of comparing students' test achievement 

with other stiadents' test achievement as a norm referenced test does. However, due to 

the reauthorization of the ESEA in the form of the No Child Left Behind Act, all states 

receiving Title 1 flmds for schools will also be held accountable for the academic success 
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of ethnic and low SES strata subgroups of students. With the advent of the Texas 

.Assessments of Knowledge and Skills test (TAKS) in 2003, Texas' statewide high stakes 

accountability test was completely aligned with the slate standards-based curriculum, the 

Texas Essential Know ledge and Skills (TEKS). The critcnon referenced TAKS test, with 

the same standard for all students, w as a step forward for social justice in Texas. The 

policy in Texas of disaggregating scores for all student subgroups, including race and low 

socioeconomic status (SES), does not allow schools and districts to hide academic failure 

of an>' group (Skrla et al., 2001a). Hunter, education advisor to President Bush, 

explained this by sa>ing, "This means that you can run, but you can't hide" (Hunter, 

2001). In Texas, schools are held accountable for the success or failure of all students. 

Skrla, Scheurich, Johnson, and Koschoreck (2001a) write that social justice 

exemplified in schools: 

would mean that the children of all people regardless of race would benefit 
academically at uniformly high levels in school environments in which 
they are safe and secure. It would mean that school success would be 
equitable across such differences as socioeconomic status and race. (p. 240) 

The accountability system in Texas includes data on students grouped by ethnicity, 

gender, socioeconomic status, and also with leaming disabilities. Each group must 

perform academically at a certain level for the school and district to receive an exemplary 

(90% passing rate) or recognized (80% passing rate) rating. These categories are 

discussed more fiilly in the next section of the literature review about Texas systemic 

reform. 
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1 exas Systemic Reform 

Texas has been at the forefront of school reform during the 1980s and 1990s and 

continues into the tw enty-first century. To ensure that education is effective for students, 

the Texas legislature has passed many laws and regulations. When rewriting the 

education law s, the Texas legislature allowed many education regulations to expire in 

1995, yet the high stakes accountability test was kept for all schools statewide. Texas' 

legal systemic refomi plan has an interesting mix of state regulations and local control. 

The Texas Education .Agency (TEA) requires that all textbooks must be aligned with the 

state standards; \et actual textbook adoption is left up to the local school boards. 

(Regional Educational Laboratory Network, 2000). The state legislature passed Senate 

Bill 1 and instituted broad changes in the Texas legal systemic reform plan with many 

accountability measures which are discussed in the following sections. 

Senate Bill 1 

Senate Bill 1, passed by the Texas legislature in May 1995, set up a new 

framework for education in Texas (TEA, 2001). The current legal systemic context for 

Texas schools is composed of several laws providing for (1) a statewide curriculum, the 

Texas Essential Knowledge and Skills (TEKS); (2) a statewide assessment of all students 

beginning in the third grade and occurring periodically throughout the public school 

years, culminating in an exit test requirement for graduation, the Texas Assessment of 

Knowledge and Skills (TAKS); (3) an appraisal system for teachers and administrators, 

Professional Development and Appraisal system (PDAS); (4) a requirement for 

professional development and campus planning. Site Based Decision Making (SBDM); 
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and (5) a school and district report card for accountability that is made public, the 

.Academic Excellence Indicator System (AEIS) (TEC, 1997). 

Texas Essential Knowledge and Skills 

The statew ide standards-based curriculum known as the Texas Essential 

Knowledge and Skills (TEKS) was published in 1998. The TEKS addresses grades 

kindergarten through tw elfth grade and encompasses every subject. The TEKS has 

essential know ledge and skill statements and student expectations, and the curriculum is 

aligned \erticall> to meet the state's educational goals of equity and excellence for all 

students. The TEKS gi\e definite guidelines for what students should know and be able 

to do in each subject area at each grade level (TEA, 2003). 

Texas Assessment of Knowledge and Skills 

The statewide assessment for the TEKS is entitled the Texas Assessment of 

Knowledge and Skills (TAKS). This test measures student achievement in reading, 

writing, math, science, and social studies. These core areas are tested in grades three 

through the exit test in the eleventh grade. Reading and math are tested at every level. 

Other core subject areas are only tested in specific grade levels. Prior to alignment with 

the statewide curriculum standards, the test was called the Texas Assessment of 

Academic Skills (TAAS). The Texas Education Agency (TEA), the govemor, the 

commissioner of education, and the politicians wanted education in the state of Texas to 

improve quickly; therefore, the student test came first. The test has since been 

transformed into a high-level problem solving and application test rather than a test that 
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rewards students for memorizing facts. Alignment with the TEKS and higher standards 

w ere phased in gradually and in 2002-2003 the slate curriculum aligned test was 

officially renamed as the T.AKS lest. 

Public policy makers in Texas suggest that if teachers do not change and teach 

the TEKS standards, their students will not be successTul. The overall mission of TEA is 

to build capacity for excellence in the Texas public education system and hold the system 

accountable for pro\ iding all students w ith a quality education that allows them to 

achieve their full potential. Lawmakers believe the high stakes TAKS test will provide 

the accountability check they are seeking (TEA, 2003). In addition to student 

assessments of knowledge, there is also an assessment of teaching that is discussed in the 

next section. 

Professional Development and Appraisal System 

The legal systemic reform laws in Texas also provide for an appraisal system for 

teachers. The appraisal system for teachers has eight domains: 

• classroom management, 

• student success in learner-centered instmction, 

• evaluation and feedback on student progress, 

• professional communication, 

• professional development, 

• compliance with policies, operating procedures, and requirements, 

• improvement of academic performance of all students based on indicators 

measured in the Academic Excellence Indicator System(AEIS), and 
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• individual teacher accountability for the TAKS lest. 

Each of these domains works together to provide for student academic success. If 

students in all subgroups are successful then the school is rated higher and each teacher 

gamers the school's AEIS rating on her appraisal. There is a wide range of teaching 

strategies and classroom management strategies that may be employed as long as students 

are successful in leaming. Teachers are to teach all students in every subgroup as 

measured on the .AEIS. Teachers are also expected to be professional in communicating 

with students, parents, and colleagues. 

The eighth domain focuses on teacher accountability on the TAKS test and is 

more of an "awareness" domain than straight accountability, as an individual teacher's 

student scores are not factored in. The rating scores for the whole campus are entered on 

each teacher's appraisal. To score Proficient in Domain Eight, a teacher has to have 

disaggregated student TAKS data for the campus (Professional Development and 

Appraisal Manual, TEA, 2000). 

Academic Excellence Indicator System 

The principal appraisals are tied directly to their school's Academic Excellence 

Indicator System (AEIS) report. The appraisal has a rating that evaluates student TAKS 

scores for the school and disaggregated scores according to groups of low wealth 

students, ethnicity, gender and leaming disabilities. The principal appraisal system also 

tracks Texas Leaming hidicator Average (TLI) growth and compares current scores with 

the previous year's scores in order to show gains or losses in each of these areas (TEC, 
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2003). Each school district has their own policy as to whether future principal 

employmenl is tied to the campus AlilS report. 

The .Academic TExcellencc Indicator System reports are mailed to each district 

and school in the frill tbllow ing a spring testing of students. This report gives the district 

and each individual school w ithin the district a rating. A score of exemplary, recognized, 

acceptable, or not acceptable may be earned. For an exemplary score, 90% of students in 

all subgroups must pass all sections of the TAKS. Recognized has an 80% passing rate 

for all subgroups. .Acceptable has a 70% passing rate for all subgroups. Not acceptable 

has scores below 70" o. Each school or district is also rated on their dropout rate which 

must be less than one per cent for an exemplary rating (TEA, 2003). 

Site Based Decision Making 

The campus planning committee is statutorily directed by the Texas Education 

Code (TEC) to be involved in budgeting, district planning, program evaluation, 

curriculum, staff development, staffing and communication. The professional 

development component of the Texas systemic framework and campus planning are tied 

together in that professional development has to be approved by the site based committee. 

The District Site Based Decision Making Committee is also charged with monitoring the 

district plan and looks at the same components. 

Summary 

Each of these components of Texas's legal systemic plan works systematically for 

K-12 school reform. The high stakes TAKS test provides strict accountability for 
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teaching the statewide standards-based curriculum. Each school's accountability rating is 

based on student performance on this test along with drop out rates. Teachers' and 

principals' professional evaluations are tied to TAKS achievement as rated on the AEIS 

reports w hich are public documents. Site based planning is a campus responsibility and 

also a district responsibility. The legal systemic plan for school reform in Texas ensures 

that teachers and principals at each school and district are involved in reform. 

Texas's legal s> stemic plan for refonn includes a standards-based curriculum, the 

TEKS. which pro\ides standards for all subject areas from kindergarten through twelfth 

grade. .AdditionalK', all 50 states currently have standards (National Conference of State 

Legislatures, 2003). 

Standards-Based Curriculum 

Many educators believe that the 1983 National Commission on Excellence in 

Education report, A Nation at Risk, started the modem standards movement. The 

following dire assessment of the education of America's students from the report called 

for refonn: "The educational foundations of our society are presenfly being eroded by a 

rising tide of mediocrity that threatens our very fiiture as a nation and as a people.... We 

have, in effect been committing an act of unthinking, unilateral educational disarmament" 

(National Commission on Excellence in Education, 1983, p. 5). 

Standards-based education has the premise that all children irrespective of 

socioeconomic level, sex, or race can attain success as defined by the standards. No one 

is excluded or excused from having to obtain those outcomes. A standards-based 
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curriculum is a balanced, coherent articulation for student leaming in all subjects at each 

grade le\ el delineating w hat students should know and be able to do (English, 2000). 

Today, all states ha\e adopted standards (National Conference of State 

Legislatures, 2003). State standards for all students help to assure that all children, 

regardless of race, gender, or socioeconomic status receive their rightful opportunity to 

leam. In 1998, Texas adopted the state standards previously discussed named the Texas 

Essential Knowledge and Skills (TEKS). The decision of what to teach is no longer a 

classroom, school, or district decision in Texas. It became a state level decision with the 

adoption of the state standards-based curriculum under Senate Bill 1 (TEC, 1985). 

Proponents of academic standards believe that clear, well-written standards can 

help to guarantee that all children regardless of ethnicity, gender, or socioeconomic status 

are taught a rigorous curriculum. English (2000) asserts that writing curriculum is a 

political act. By deciding what to include and what to exclude, curriculum writers are 

fundamentally deciding who benefits from the curriculum and who is excluded or 

diminished by exclusion. It is important to put standards in practice at all levels of 

schooling in order to make a significant difference for children (Carr & Harris, 2001). 

Without a statewide standards-based curriculum in place such as the TEKS, 

individual districts, schools, or teachers make their own decisions about what to teach 

and what to ignore. State standards dictate what must be taught in a curriculum. 

Standards beg the question to be asked, "What are we teaching that we don't need to be 

teaching?" (English, 2001). In a standards-based environment, it is up to the individual 

teacher how the curriculum is taught in their classroom. Ideally, standards promote the 

best practices of the best teachers. 
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In a standards-based curriculum system, effectiveness is measured in terms of 

gains in student achie\ ement. Hxcellencc and /or equity goals may be met. Student gains 

in excellence are gains for all students. Student gains in equity narrow the gaps in 

achie\ement differences among students. SkHa's et al. (2001b) research on accountability 

and educational equity in four large school districts in Texas shows that accountability 

SN'stems can promote and actually leverage important changes in educational social 

justice. The researchers stress that school accountability issues and educational equity 

are both complicated, complex issues. No single reform will work in all schools or 

districts in all situations. Context is extremely important. 

If educational equity is to be achieved, academic achievement must increase and 

academic gaps must close across a wide range of measures besides just state 

accountability tests. There should also be an increase in the percentage of minority and 

low SES students taking and passing Advanced Placement (AP) exams, enrollment in 

college preparatory classes, and attainment of college degrees (Skrla et al., 2001b). 

There is a large body of empirical evidence recording the data that children of low 

economic status and children of color achieve significantly below their white peers 

academically (Skrla & Scheurich, 2001; Skrla, Scheurich, Johnson, & Koschoreck, 

2001a; Lewis et al., 1999; Banks, 1997; Edmonds, 1979). " The educational experiences 

of more than 17 million children of colour [sic] in U. S. pubhc schools, their fixtures, and 

their very lives are what is at stake in this study" (Skrla, Scheurich, Johnson, & 

Koschoreck, 2001a). Past educational reform has failed both in the area of academics 

and social justice. By adopting standards, states are attempting to reform schools and 
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impioxe life chances of all students. The following section will review some of the areas 

in which restructuring efforts ha\ c Tailed to implement lasting refomis. 

Results of Reform Movements 

.A re\ iew of .American educational reform literature shows that through the years 

mail) movements have attempted to reform the educational process in America with little 

lasting success (Hall ĉ  Hord, 1987; Fullan & Stiegelbauer, 1991; Tyack & Cuban, 1995; 

Fullan ^: Hargreaves. 1996; Sergiovanni, 1996; Fullan, 1999; Owens, 2001). Fullan 

(1999) writes, " [.Ajlmost e\eryone would agree (although they have different views on 

w hat or whom to blame) that previous reform strategies have failed" (p. 29). Louis and 

King (1993) likened educational reform to the Greek mythology character Sisyphus 

whose daily task was to push a boulder up a mountain. Every time he reached the top, 

the boulder rolled dowoi again. He would then begin pushing it up the mountain again. 

Educational reformers have found themselves in the same position as they have 

persevered and tried over and over again to enact meaningful reform in schools. 

In 1975, the Rand Study of Federal Programs Supporting Educational Change 

Report documented the billions of dollars that the federal govemment had spent on 

research and development of educational problems. The report deemed the problems 

"intractable" and found reforms producing "no significant differences" (Owens, 2001). 

There are multiple cases of widely adopted state and national reform initiatives 

that schools adopted in desperation searching for ways to improve student leaming that 

have ultimately not fulfilled their promises. For example, Slavin's Success for All 

reading program, though providing an initial boost in nationally normed reading scores, 
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produces a 2.4 year deficit in reading below the national average for fifth grade students. 

After the tirst grade success w ith this program, students progressively lose ground as 

measured b\ nationally nonned tests (Venezky, 2003). 

The Third International Math and Science Study (TIMSS) documents American 

students placed 19th out of 21 nations in math and 16th out of 21 nations in science. 

-Also, ten million Americans from 1983 to 1995 reached the 12'" grade not reading at a 

basic le\cl. Futhemiore, in 1996, 13% of all blacks, aged 16 to 24 were not in school and 

did not hold a diploma. Sixteen percent of first generation Hispanics dropped out of high 

school (Center for Education Reform, 1998). 

In Facing the Challenges of Whole School Reform: New American Schools After 

a Decade, Berends, Bodilly, and Kirby (2002) report that universal implementation of 

reforms and the individual school and district contexts therein led to failure of reform 

initiati\ es. They add that because of the wide variation in implementation and the variety 

of school contexts, it may have been too early to expect robust outcomes (Berends, 

Bodilly, & Kirby, 2002). Similarly, Stecher, Chun, Barron, and Ross (2001) found only a 

minority of students achieved the rigorous performance standards in Washington state. 

The Rand Report on Reading Comprehension discusses the fragmentation of current 

research based reform strategies and calls for expanded initiatives beyond the third grade 

and for reliable and valid testing instmments aligned with the curriculum in order to tmly 

reform the teaching of reading (Snow, 2002). The literature shows that the many state and 

national reform measures, collectively and individually, whether by state or individual 

school district, have been unevenly implemented, not comprehensive enough, or not 
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sustainable w ith the results of the reforms not producing the promised improvements in 

teaching and leaming. 

Restructuring and rcfomiing of schools is perplexing for several reasons. The 

changes actual 1\ required for reform to take place are difficult for many people. Fullan 

(1999) writes that conflict is essential to any successful change effort. Bolman and Deal 

(1991) add to this discussion, writing that change not only affects people's roles and 

skills, but also changes power relationships, existing agreements, and intmdes upon 

deepl)' held s)mbolic agreements and behaviors. Meister (2000) writes that change must 

be a negotiated process. He submits that typically reform movements begin strong but 

die before true change has occurred due to neglecting the people involved in the change. 

Meister belie\es reformers must pay attention to the personal views of the people being 

asked to change. Bogdan and Bilken (1992) write, "Change is complicated because 

beliefs, lifestyles, and behavior come into conflict" (p. 200). In conclusion, if reformers 

expect change to endure, they must consider stakeholders' beliefs, relationships, 

symbolic agreements and personal views. They must also be cognizant of the fact that 

change is difficult for many people and that there will be conflict in any successfiil 

change effort. Change must be negotiated. When power relationships and symbolic 

agreements and behaviors are changed, people are uncomfortable and feel a sense of 

disequilibria (Bowman & Deal, 1991; Bogdan & Bilken, 1992). 

Taxonomy of Change 

Chin and others have researched change processes to leam about plaiming, 

managing, and controlling change. Three research groups. Chin, Katz and Kahn, and 
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Havelock. all dc\ eloped similar taxonomies of change processes. Chin best expressed 

these categories by naming three major strategic orientations in which to classify change 

strategies: 

• empirical-rational strategies (scientific knowledge production and 

utilization aiming to bridge the gap between theory and practice), 

• power-coerci\ e strategies (use of sanctions in order to obtain compliance 

from adopters), and 

nomiati\ e-reeducative strategies (organizational self-renewal). (Chin, 

1969). 

Both empirical-rational strategies and power-coercive strategies operate from the 

premise that good ideas are developed outside of the organization and then imposed upon 

the organization. These strategies do work in certain contexts, but consistently 

educational organizations have shown resilience in resisting external forces for change by 

maintaining stability over time. Schools are basically the same now as they were before 

the modem day reform movement began (Owens, 2001). 

Organizational self-renewal is classified in Chin's third category, normative-

reeducative strategies. Organizational self-renewal seems to hold the most hope for 

effective reform in schools. Organizational self-renewal "supports the view that much of 

the knowledge needed to plan and carry out change in schools is possessed by people in 

the schools themselves" (Owens, 2001, p. 199). This idea is supported by other 

educational researchers who designate teachers as the main hope for renewal, reform and 

change in public schools. Fullan and Hargreaves (1996) assert, "Education reform has 

failed time and time again. We believe that this is because reform has either ignored 
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teachers or o\ ersiniplified w hat leaching is about" (p. xiii). Legislators and policy 

makers often mandate reform initiatives that disregard the concerns of teachers who have 

to implement the changes (Hord ĉ  Hall, 1987). Teachers and campus stakeholders need 

to be im oh ed for lasting reforms to take hold in schools. 

First and Second Waves of Reform 

Currenll), school refomi is in what has been termed by researchers in the field as 

the second wave of school refomi. The first wave started by the 1983 study, A Nation at 

Risk, produced a plethora of regulatory mandates imposed on schools by the states. The 

problems of this t)pe of reform are compounded by the "quick fix" behavior pattern in 

America. Education reformers try one program after another, often seemingly believing 

that the answer to a problem is a program (Owens, 2001). On the other hand, the second 

w a\e of reform recognizes the professional role of the teacher, which supports giving 

teachers the autonomy and resources to diagnose and solve problems in their own 

classrooms and schools. This second wave of reform falls in Chin's category of 

normative-reeducative strategies wherein there is organizational self renewal and teachers 

are recognized as having the knowledge needed to plan and carry out change (Owens, 

2001). 

Teachers and Reform 

Tyack and Cuban (1995) submit in Tinkering Toward Utopia: A Century of 

Public School Reform that adults almost always respond to questions about recalling their 

best school experiences with teacher stories. The story could be about a challenging 

39 



teacher who shared a genuine connection lo a particular subject, or il could be a story 

about a teacher w ho reached them personally when they needed a mentor. On the other 

hand, teachers say their main rewards are in seeing their students be successful 

academicall) and mature as persons. Tyack and Cuban (1995) propose, "[T]he central 

purpose of refonn... is to make such encounters between teachers and students more 

common" (p. 136). 

Similari)', Tomlinson (2001) reports that the only three way love affair she has 

e\ er seen w ork is the one in the schoolhouse, wherein a teacher is so in love with her 

subject that she cannot w ait to bring it to life for her students; and she cannot quit 

thinking about her students over the weekend because she is still thinking in her mind 

how to make a difference with her class or with a particular child. Then, of course, the 

third side of the love triangle is the teacher herself in the eyes of the student. Cohen 

(2002) reiterates this point, "Good teaching (as any good teacher will tell you) is not only 

about content and curriculum. It is also about the intersection of that content with the 

individual who is presenting i f (p. 534). Teachers are as much a part of the curriculum 

in a classroom as the written curriculum itself 

Teachers Pivotal 

The research of Lieberman and Miller (1986) showed that the most promising 

school reform strategies centered on teachers, their classrooms, and the pattems of 

interactions among teachers and administrators. Similarly, Newmann and Wehlage 

(1995) determined from their research that teachers are the key. They see teacher led 

reform through a professional leaming community as a powerfiil change agent because: 
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• feachers pursue a clear purpose for all students' leaming. 

• Teachers engage in collaborative activity to achieve the purpose. 

• Teachers lake collaborali\ e responsibility for student learning. 

• School w ide leacher professional community affected the level of classroom 

authentic pedagogy, w hich in turn affected student performance. 

• School wide teacher professional community affected the level of social support 

for student learning, w hich in turn affected student performance. (Newmann & 

Wehlage, 1995, pp. 30-32) 

The researchers acknowledged such basics as leadership, staff development, and 

standards as needing to be in place before teacher efficacy and teacher led reforms could 

be implemented, but they stressed teachers were the most critical stakeholders in school 

reform. 

This idea of reform from the "inside out," from the individual perspective of the 

teacher, rather than top down, as seen in many of the first wave of reforms, or the reverse, 

bottom-up, as recommended in decentralized or site-based plarming reforms, seems to 

have much merit. Tyack and Cuban (1995) write, "[UJnless practitioners are also 

enlisted in defining problems and devising solutions adapted to their own varied 

circumstances and local knowledge, lasting improvements will probably not occur in 

classrooms" (p. 137). There will still be fragmented educational reform with the results 

being status quo and overload for all involved. Teachers are able to remedy this 

fragmentation in schools by collaboratively pursuing a clear purpose for students' 

leaming and by making meaningfiil suggestions (Newman & Wehlage, 1995). 
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School change and reform is a complex process. Fullan and Stiegelbauer (1991) 

reiterate this b) reporting that complex school change took five years or more to be 

implemented. Consequently, many researchers list teachers as a critical component for 

complex school change to occur: 

• The 1986 report of the Carnegie Task Force considered teachers to be the 

chief agents of change (Prawat, 1990). 

• Teachers are the most important factor in the school system (Supranovich, 1980). 

• It is \ er)' important to focus school reform on improving what students leam -

and on the critical importance of teachers (Tyack & Cuban, 1995). 

• The teacher's role in school must be addressed in order for any change to be 

sustainable (Glickman, 1990). 

• Much of the research literature stresses participant ownership as essential to 

reform measures being implemented (Senge, 1990; Fullan, 1993). 

• "As they establish greater expectations and standards, policy makers must 

know that none of this can be accomplished without supporting local forces 

to mobilize the will and skill of teachers" (Fullan, 1999, p. 83). 

• The way an innovation ultimately affects children depends on how teachers 

translate it into classroom practice (Murphy & Hallinger, 1993). 

• "[W]e can never underestimate the importance of the teacher in the 

development of effective schools" (Houlihan, 1988, p. 57). 

• "[Rjeformers realized classrooms [teachers] 'are where it's at'" (Lewis, 1997). 

• "We have a long way to go on the evolutionary chain, but teachers with 

moral purpose will always be key players in any progress we make" (Fullan, 
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1999, p. 84). 

• Little w ill happen in the classroom as the result of a new mandate, new testing 

procedures, and a new curriculum despite pressure for higher expectations 

brought about by a large number of studies, commission reports, and state 

plans unless icachers and principals are on board (Liberman & Miller, 1986). 

[Italics added to bulleted statements] 

Teachers are pi\otal to school refomi. Fullan's (1999) call to mobilize "the will and skill 

of teachers" was echoed by many outstanding educational researchers. Teachers must be 

included for change to be sustainable. 

Reculturing 

Fullan (1994) states the need for "re-culturing" to achieve "re-stmcturing" and 

changes that stick. Many of the reforms like site-based decision making strategies, 

quality designs, etc., are more the results of the changing of a school culture than the 

means of change. Sergiovarmi (1996) writes, "The heart and soul of school culture is 

what people believe, the assumptions they make about how schools work, and what they 

consider to be tme and real.... Underneath every school culture is a theory, and every 

school culture is driven by its theory" (p. 3). Reculturing is termed organizational self-

renewal and as such falls into Chin's normative reeducative category of change. It is a 

reform strategy that also falls into the second wave of school reforms that seem to hold 

the most promise of affecting lasting reforms. Senge (1990), Director of the Systems 

Thinking and Organizational Leaming Program at MIT's Sloan School of Management, 

submits that established mental models can keep people from adopting changes due to 
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deeply held belief systems. In order to change a culture as Fullan (1994) suggested is 

necessary for reform, there has to be a prerequisite change in mental models. 

Mental Models 

Mental models, mindscapcs, or paradigms are the practical theories that people 

hold in their minds. "Mental models are deeply ingrained assumptions, generalizations, or 

even pictures or images that influence how we understand the world and how we take 

action" (Senge, 1990, p. 174). Mental models influence "what we see, how we think, 

w hat we come to beliexe to be tme, what we say, and how we behave (Sergiovanni, 1996, 

p. 3). Senge writes, "New insights fail to get put into practice because they conflict with 

deepl)' held intemal images of how the world works, images that hmit us to familiar ways 

of thinking and acting. That is why the discipline of managing mental models-surfacing, 

testing, and empowering our intemal pictures of how the world works-promises to be a 

major breakthrough for building leaming organizations" (Senge, 1990, p. 174). 

Mental models are usually made up of tacit knowledge that exists below the level 

of awareness. Even though mental models are used in everyday life continuously, they 

are generally untested and invisible to the owners until they look for them. An example 

of this is apparent when two people observe an accident and give different reports to the 

police. The reason being they are paying attention to different details. Senge et al. 

(2000) write, "[0]ur mental models determine what we see. In any new experience, most 

people are drawn to take in and remember only the information that reinforces their 

existing mental models" (p. 67). 
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To change mental models, Senge et al. (2000) submit that two things must 

happen: (1) "renection (slowing down our thinking processes to become aware of how 

we (bmi our metal models)" and (2) "inquiry (holding conversations where we openly 

share view s and de\ elop knowledge about each other's assumptions)" (p. 68). Schein 

(1996) also emphasizes the importance of inquiry. 'The most basic mechanism of 

acquiring new infomiation that leads to cognitive restructuring is to discover in a 

conversational process that the interpretation that someone else puts on a concept is 

ditlerent from one's own" (p. 31). Similariy, Fullan and Stiegelbauer (1991) delineate a 

major cause of teachers not adopting to change is a lack of time to develop their own 

understandings of innovations. Wheatley's work in organizational management 

emphasizes the same deep need for meaning making. Senge's et al. (2000) process of 

reflection and inquiry necessary to change mental models would fulfill this need of 

meaning making. Dixon (1997) and Barrett et al. (1995) write that everyday 

conversations with peers serve as one of the most powerful change interventions. 

Wheatley (1999) broadened Senge's concept of mental models to an 

organizational level and termed behef systems or mental models as morphic fields. 

These belief systems according to Wheatley permeate the cultural environment of 

organizations and affect individual and collective action. They actually influence how 

people think. 

Do mental models or morphic fields affect school change? Several studies have 

shown that they do. Once teachers have a positive mental model of a reform or change, 

they are well on their way to implementation. Tyack and Cuban (1995) found that if 

teachers embraced ideas and practices that they saw as usefiil, they almost 
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unconscientiously incoiporated them into their daily routines. The adaptations might be a 

hybrid of the original refomi, but the researchers found that the "hybrids were often well 

adapted to the local terrain" (Tyack ^i Cuban, 1995, p. 137). Sergiovanni (1996) writes 

that until we consider the possibility that our mental models may be wrong, change will 

remain "a \ exmg issue" (p. 158). Mental models, belief systems, must change before any 

restmcturing or refomi can take place, 

T)ack and Cuban's idea of teachers incorporating useful and interesting ideas and 

practices into their daily routines is an example of teachers utilizing their own creativity 

and professional expertise to teach the curriculum. No one is dictating, "Do it this way." 

The process is left up to the teachers. Teachers determine the "how" in stmcturing their 

lesson plans. By hybridizing ideas, the teacher makes them his own, and yet the ideas are 

still self-similar and easily recognizable as being aUgned with the curriculum. In this 

way teacher professional efficacy is not compromised. If teachers were teaching a 

standards-based curriculum, they would still be teaching the state standards, teaching it in 

their own hybridized ways-in ways connected to and appropriate for their students and 

produce similar resuhs. Wheatley (1999) termed this hybridizing of ideas "self-

reference" in her book on leadership and organizational change, Leadership and the New 

Science. 

Key Agents in Reform 

Wheatley (1999) discovered in her research that in today's turbulent times, people 

need to feel connected to their schools or organizations, have self efficacy, and have 

meaningful work in order to be content and feel successfiil. This follows a theme found 

46 



in beha\ ioral and organizational research done by Sergiovanni (1990), Burns (1998), and 

Fullan (1991). For an\ lasting school reforms to take place at the very important core 

le\ el. teachers must be iin olved. Their first hand perspectives should not be discounted. 

McGhan (2002) writes, "While real change is generally slow to take root, school reform 

migrates from fad to fad simply because the wrong people are in charge." In the first 

w a\e of refomis, teachers were ne\'er considered (p. 538). 

T)'ack and Cuban (1995) believe that it is important to "enlist the support and 

skills of teachers as key actors in refomi" (p. 36). McGhan (2002) makes similar points 

but realizes that "[e]\'en reformers who are willing to put teachers at the center of the 

reforms w ill chafe at the additional time it takes to win teacher's hearts rather than simply 

to force changes on them" (p. 539). Yet, this seems to be time well spent. Cohen (2002) 

continues in this same theme listing teachers as "the one critical player in the school who 

makes the biggest difference" (p. 532). San Antonio I.S.D. echoes this theme by listing 

teachers as their curriculum (San Antonio, 2002). 

Teachers are known for resisting change. Will submits, "Habits, especially 

mtellectual ones, die hard" (Abilene Reporter News, 2002, p. 3AA). Teachers know from 

experience that meaningful change doesn't come from the top down or bottom up 

changes, but rather it has to come from inside out. "It has to do with how an individual 

teacher feels about his or her work" (Cohen, 2002, p. 533). 

Organizational theories in the last five years support this inside out philosophy of 

change. Pfeiffer, a professor of organizational behavior at Stanford University, vmtes "a 

loyal, intelligent work force is the key factor in corporate competitiveness-more critical 

than technology or protected or regulated markets" (Cohen, 2002, p. 553). Wheatiey 
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(1999) stresses the relational aspects of elTective change. She writes that change is 

alwa)s possible through meaning making or understanding and the ability to develop 

relationships w ith people anywhere in the system. She writes that the most powerful 

force of attraction for indi\'iduals in an organization is meaning. Similariy, Cohen (2002) 

believes teachers are the cuiTiculum and that the relationship they develop with their 

classes has a more pow erful impact on student learning than any pedagogical strategies 

and techniques they may use. If teachers do not make a difference in the lives of children 

and insure that all are taught the same high-level curriculum, who will? 

English (2000) writes about the three most common forms of curriculum: written, 

taught, and tested, with the "taught" being the most variable, at least in states with high 

stakes accountability testing and a state curriculum such as the TEKS. In such a high 

stakes accountability environment, teachers control what is actually taught. The state or 

local curriculum departments write the curriculum. The state creates and an assessment 

to test the curriculum, but it is ultimately up to the teachers to decide what is actually 

taught in their classroom on a daily basis. 

Change of Beliefs 

For teachers to make a change or implement a state mandated reform such as 

teaching a standards-based curriculum, they have to change their minds or mental 

models. Once teachers change their mental models and categorize a particular mandated 

reform as desirable, they begin to make changes in their actions. Stacey (as quoted in 

Fullan, 1999, p. 68) writes, "People who begin to think differently will almost certainly 

begin to act differently." It is the teachers who day in and day out franslate ideas into 
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action (Tyack X: Cuban, 199S). |t is people who change systems. Fullan's (1996) 

research finds two sets of strategies as being necessary for successful reform: networking 

imd reculturing w hich refers to the process of developing new values, beliefs, and norms. 

In order for mandated change to be implemented, there must be a paradigm shift at the 

classroom level; teachers must change their beliefs about what is beneficial for their 

students and classrooms. 

Meaning of Change 

Teachers must have the understanding or meaning of change for it to successfully 

be implemented. Fullan and Stiegelbauer (1991) found a major reason for the failure of 

change initiati\es was "the decision makers went through a process of acquiring their 

meaning of the new curriculum. But when it was presented to the teachers there was no 

provision for allowing them to work out the meaning of the change for themselves" 

(p. 112) [Italics added]. Fullan and Stiegelbauer (1991) also write that for tme change to 

occur in the class room, there must be a change in what "people do and think." There 

have to be changes in three major dimensions: in behefs, teaching approaches, and 

materials (Fullan & Stiegelbauer, 1991, p. 43). 

Inos and Quigley (1995) reiterate this same idea by writing, "Educational change 

depends on what teachers think and do" (p. 1). They write that teachers play a critical 

role in the success or failure of educational change. When teachers change their beliefs 

and practices, change will occur. A change of beliefs is both a personal and contextual 

process (Inos & Quigley, 1995). Sarason in his book. The Culture of the School and the 

Problem of Change, summarizes the problems of change as difficuh because it involves 
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changes in conceptions and in role behavior, which are two very complex areas to 

change. Because of the new ly created zones of uncertainty that change spawns, there 

seem to he innate impulses to reject change (Schon, 1971; Marris, 1975). 

Schein w rites, "1 ha\ e found over and over again that the acceptance of a new 

point of \ iew .. .has much less to do with the validity of that point of view than with 

(one's) readiness to consider any altematives whatsoever" (as quoted in Evans, 1996, 

p. 90). E\ ans (1996) w rites that people vary in the responsiveness to change and that 

resistance ma) be the nomial human reaction to most change (p. 91). Therefore, it 

behooves polic)' makers and educational leaders to pay attention to teachers and how they 

experience a change initiative because they, the teachers, are ultimately in charge of 

accomplishing the change (Fullan & Stiegelbauer, 1991; Evans, 1996; Fullan, 1999). 

Innovation depends to a large extent on the attitudes of teachers. "[N]o innovation can 

succeed unless it attends to the realities of people and place" (Evans, 1996, p. 92). 

Overlooking and underestimation of the human component of change consistently leads 

to failure of reform initiatives (Fullan & Stiegelbauer, 1991; hios & Quigley, 1995; 

Evans, 1996). 

Factors Facilitating Leaming about a Massachusetts's Mandated Reform 

The next two sections report on two research studies dealing with aspects of 

change that are pertinent to this literature review, the first study, a 2001 dissertation by 

Fuller, researched how change agents overcame teacher reluctance to implement 

education reform. Fuller also determined the initial factors that attracted teachers in 

Massachusetts to be interested in leaming about a specific state mandated change, the 
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Massachusetts's Partnerships Advancing the Learning of Math and Science (PALMS). 

Fuller disclosed the factors that moved teachers from non-utilization to routine utilization 

and detemiincd how mandated educational reform affected teaching and leaming in the 

classroom. Her research delineated the following factors as being significant in teachers 

being interested in leaming about PALMS: 

• training, 

• the approach fitting with the philosophy of the teacher, 

• the approach being utilized in teacher editions of their textbooks, 

• the approach being mandated by the state and their school system, 

" teachers receiving pay to attend training sessions or given free materials 

for attending, 

• a colleague or friend was utilizing the approach, and 

• their class participated in an event using this approach. 

These factors that attracted teachers in Massachusetts to be interested in leaming about 

the state mandated PALMS program were found to be the first step in involving teachers 

in local reform in their classrooms and schools. Teachers were expected to leam about 

the new math and science curriculum and teach it in new and innovative ways. Factors 

that change agents use in overcoming teacher resistance to change was the main emphasis 

for this research. 

Process of Changing Minds for CEOs 

The second research study that is pertinent to this literature review is Glidewell's 

(1993) study of chief executive officers and how they changed their minds. Glidewell 

51 



(1993) researched how sixty-nine chief executive officers (CEOs) changed their minds to 

adapt to necessary business changes. I le found four general steps that they experienced 

in order to change: 

• Recognizing cogiiiti\ e models, 

• Encountering discrepant experiences, 

• Pressure to explain discrepancies, and 

• De\ elopment of a new mental model. 

Each of the CEOs in this study was faced with a need to change their minds about some 

aspect of their company in order to stay competitive in the worid markets. Glidewell's 

research showed these four steps in the cognitive change process. First, they started with 

the status quo, what they were comfortable with and had been successfully implementing 

in order to meet company goals. As the world and markets changed, they experienced 

failures which were compartmentalized as discrepant experiences. These experiences did 

not fit into the established models of business for their company. As they experienced 

more and more of these repeated discrepant experiences, the original mental model was 

changed or modified to form a new cognitive model. Essentially, the CEOs changed their 

minds in order to succeed and make a profit. 

There were no research studies found in the literature explaining the process of 

cognitive changes teachers experience when adapting to teach a state mandated 

curriculum. 
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Summary 

Chapter 11 presents a review and synthesis of related literature and research in 

school refonn. The literature review provided a brief history of school reform in the 

United States, Both refomis for academic purposes and for social justice were discussed. 

Next, the Texas legal systemic reform framework was presented. The Texas reform 

framework w hich includes the standards-based TEKS, the state assessment component-

the TAKS, PDAS, the public accountability report, the AEIS, and provisions for site 

based decision making w ere discussed. Then, standards-based curricula as a refonn 

initiati\ e for excellence and equity for all students was discussed. This reform initiative is 

currenth' being used nationally and in Texas. After this nationally popular reform 

initiati\e was presented, a study of the repeated failure of educational reforms and 

possible causes thereof was discussed. 

The differences in first and second wave reform strategies were discussed along 

with Chin's taxonomy of change. Chin posited three major categories in how change is 

approached and managed. His third category, normative reeducative, using self-renewal 

strategies and recognizing that the people within the organization have the knowledge 

and skills to know how to implement necessary changes within their own organization 

aligns with Fullan and Stiegelbauer (1991), Tyack and Cuban (1995), Evans (1996), hios 

and Quigley (1995), and others in recognizing the importance of including teachers in 

school reform. Next, the necessity of teachers having a pivotal role in reform was 

presented. Finally, the need for teachers to change their minds to adopt and teach a state 

mandated reform for it to be implemented was discussed. 
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The literature re\ iew clearly suggests a need to understand what factors and 

processes cause teachers lo change their minds to enable reform to take place. A gap 

exists in the literature and in educational refonn theory that this study will add to the 

knowledge base of Glidew ell's theory on how CEOs changed their minds will not be 

proved or disproved but will be used to provide a basis of understanding and to develop 

theoretical sensiti\ ity lo the research problem. Since teachers are key agents in 

sustainable refomi, an understanding of how they change their minds to adopt reform 

measures w ill help educational leaders as they strive to reform school practices to prepare 

students for the tw enty-first century. 

This research explored specifically how a select group of teachers in Texas 

changed their minds to adopt and teach a standards-based curriculum. If changing 

teachers' minds has the potential to alter decades of under education, deficient thinking, 

subtractive schooling, and low expectations for all children, especially minority children 

and children of poverty, we must use what works. What is needed, then, is a theory on 

how teachers change their minds to teach a standards-based curriculum. Teachers, who 

are the grassroots level of education, are the primary change agents in teaching any 

curriculum. Therefore, it is extremely important to leam what process of cognitive 

changes are necessary for teachers to change their minds and teach a state mandated 

standards-based curriculum. Once a theory is developed for this question, then it is 

assumed that the theory will be broad enough to be applied to other areas in education 

wherein cognitive changes are necessary in order to implement reform initiatives. 
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CHAPTER III 

METHODOLOGY 

Introduction 

School refomi is said to be everywhere and nowhere in America's K-12 schools. 

Through the )'ears there has been an enormous amount of money and energy expended on 

refomi and )'et, \ er) little empirical data documenting lasting change. After the Russian 

launch of Sputnik in 1957, Americans no longer considered their public schools as the 

foremnners in education (Evan, 1996; Finley et al., 1996). Shortly thereafter, many 

curriculum ideas dexeloped under the National Defense Education Act of 1958 were 

adopted by schools in an effort to improve American education. Then, in 1983, the 

National Commission on Excellence in Education Report, A Nation at Risk: The 

Imperative for Educational Reform, with its dire predictions, solidified the national call 

for school reform: 

If an unfriendly foreign power had attempted to impose on America the 
mediocre educational performance that exists today, we might well have 
viewed it as an act of war.. ..We have, in effect, been committing an act 
of unthinking, unilateral educational disarmament. (National Commission 
on Excellence in Education, 1983, p. 5) 

After this report, Americans expected improvements in their schools. Since then, reform 

initiatives have been mandated by legislators, courts, local school boards, the business 

community, curriculum experts, special interest groups, researchers, and psychologists 

(Owens, 2001; Fullan, 1999; Tyack & Cuban, 1995). Seemingly, there has been no end 

to calls for reform. 
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1 ouis and King (1983) likened educational reform to the Greek mythology 

character. Sis)phus, w hose daily task was lo push a boulder up a mountain. Every time 

he reached the lop. the boulder rolled down again. He would then begin pushing it up the 

mountain again. Educational reformers have found themselves in the same position as 

they ha\e perse\ered and tried o\'er and over again to enact meaningful, sustainable 

change in schools. 

On a state-wide le\ el, Texas has been at the forefront of school reform during the 

1980s and 1990s and continues into the twenty-first century. To ensure that education is 

effecti\ e for students, the Texas legislature has passed many laws and regulations. The 

current, legal systemic context for Texas schools provides for a statewide curriculum and 

a statew ide assessment of all students beginning in the third grade and occurring 

periodically throughout the public school years, culminating in an exit test requirement 

for graduation. In addition, the law provides for an appraisal system for teachers and 

administtators; a requirement for professional development and campus plarming; and a 

public school and district report card for accountability. Is this legal systemic context 

framing tme school renewal and reform in the state of Texas? Is the outcome of the laws, 

smdent success or just more policy to add to the register? Are schools in Texas able to 

have self-renewal in this context? School reform literature delineates teachers as being 

pivotal to school reform (Fullan, 1999; Sergiovanni, 1996; Tyack & Cuban, 1995; Fullan 

& Stiegelbauer, 1991). What does it take for teachers to be involved in reform? What 

cognitive changes do teachers experience in order to adopt and implement state mandated 

reform initiatives? This research focused on the cognitive changes that a selected group 
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of Texas teachers experienced in order lo teach the stale mandated curriculum and 

addressed these questions. 

During this prolonged push lo improve schools, refonn efforts, both on the 

national and slate le\ el, ha\e progressed from being almost totally top-down, empirical-

rational and or pow er coerci\e mandates, to normative reeducative strategies. The first 

w a\ e of refonn. started in eamest after A Nation at Risk was published, has currently 

gi\en wu)' to the second wa\e of refonn which emphasizes involving educators, 

specifically teachers and principals, in the planning and management of change (Owens, 

2001). Imohing stakeholders at individual schools is gaining momentum as a promising 

reform strateg)' that aligns with the ideas of this second wave of refonn. 

hi summary, Tyack and Cuban (1995), Fullan (1999), Senge (1990), and 

Sergiovanni (1996) submit that change must involve the on-site stakeholders in schools, 

namely teachers and principals; must make sense to the people involved; and must 

involve a change of mental models. As such, Tyack and Cuban (1995) write, "[U]nless 

practitioners are also enlisted in defining problems and devising solutions adapted to their 

own varied circumstances and local knowledge, lasting improvements will probably not 

occur in classrooms" (p. 137). Additionally, Fullan (1999) stresses the need for 

understanding or meaning making and reculturing of schools. Senge (1990) stresses the 

need for changing mental models in order to have change: "New insights fail to get put 

into practice because they conflict with deeply held intemal images of how the world 

works, images that limit us to familiar ways of thinking and acting" (p. 174). 

Furthermore, Sergiovanni (1996) submits mental models influence "what we see, how we 

think, what we come to believe to be tme, what we say, and how we behave" (p. 30). 
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Once teachers have a positive mental model of a reform or change initiative, they 

are well on their w ay lo implementation in their own classrooms. Tyack and Cuban 

(1995) found that if teachers embraced ideas and practices that they saw as useful, they 

almost unconsciousl)' incorporated them into their daily routines. Sergiovanni (1996) 

writes that until we consider the possibility that our mental models might be wrong, 

change will remain a "\'exing issue" (p. 158). There has to be a cognitive change, a 

change of mental models, to effect reform. 

The purpose of this study was to understand the process of cognitive changes 

teachers experienced in order to adopt and implement a state mandated reform. This 

study used adopting and teaching a mandated standards-based curriculum, the Texas 

Essential Knowledge and Skills (TEKS), as the research medium. For teachers to want to 

be inx'olved in a reform, they first have to change their minds and invoke a new paradigm 

or mental model. An inductive, grounded theory design using constant comparison of 

data, systematically obtained and analyzed, was utilized for this study, resufting in a 

theory of the process of cognitive changes necessary to teach a state mandated 

curriculum. This theory, although site and context specific, should be broad enough to 

provide a degree of transferability to guide teachers and educational leaders in other 

reform initiatives that involve cognitive changes. 

An understanding of the cognitive changes teachers experienced to adopt a reform 

initiative will help teachers and educational leaders plan more effectively for the 

implementation and management of change. Researching this particular standards 

mandate addresses social justice issues as standards adhere to the same high level of 

expectations for all children. "Increasing the teachers' and schools' capacity for 
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managing change and bringing about continuous improvement is imperative because of 

the need lo guide children into productive, satisfying, and successful participation in the 

global comnuinily" (Inos & Quigley, 1995, p. 4). 

Teaching the slate standards-based curriculum to all students regardless of 

ethnicit), gender, and socioeconomic status (SES) should help achieve both equity and 

excellence in Texas K-12 schools. This research investigated the process of cognitive 

changes teachers experienced when changing their minds to teach the state mandated 

curriculum, the Texas Essential Knowledge and Skills (TEKS). This is an important area 

to research for the follow ing reasons. First, since the adoption and implementation of the 

TESK is a mandated reform, information will be gained on the process of cognitive 

changes that teachers experience to adopt a mandated reform. Teachers did not select 

this reform, but they are responsible for implementing it. Furthermore, since standards 

are a current reform in all fifty states, information about adopting and changing to teach 

this specific reform initiative will be timely and useful for other studies. 

The primary research question, "What was the process of cognitive changes that 

teachers experienced in order to teach a state mandated curriculum?", guided this 

research study. 

Subsidiary questions are listed below: 

1. Did teachers perceive a change in their own mental models when they started 

teaching the mandated standards-based curriculum? 

2. Did valuing social justice in K-12 schools influence cognitive changes made to 

teach the state mandated curriculum? 
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3. What tactors w ere instrumental in accelerating the cognitive changes made to 

teach a stale mandated cuiTiculum? 

4, What factors w ere instrumental in impeding the cognitive changes made to teach 

a stale mandated curriculum? 

Research Design 

Since Texas has recently mandated a standards-based curriculum, the TEKS, with 

an aligned assessment, the Texas Assessment of Knowledge and Skills (TAKS), this 

research focused on how a purposeful sample of teachers in two education service center 

regions in Texas changed their minds to teach a state-mandated curriculum. Standards 

are currently a national reform, and all fifty states are implementing standards in at least 

three of the four core subject areas of reading, mathematics, science, and social studies 

(National Conference of State Legislatures, 2003). This study attempted to gather data 

on teachers' understandings on the process of cognitive changes they experienced that 

enabled them to change their minds and teach the TEKS. 

Qualitative Research 

Qualitative research is profoundly concemed with understanding what other 

human beings are doing in order to avoid, as Eliot wrote (as quoted in Janesick, 2000, 

p. 394), "We had the experience, but missed the meaning." Qualitative research seeks to 

describe, explain, and make understandable everyday life. Through studying phenomena 

in their nattiral settings and creating understanding of phenomena in terms of the 

meanings people bring to them, qualitative research strives to distill the meaning of the 
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experience. Additionally, an overriding precept of qualitative research is that "reality is 

deepl)' affected by the actions of all participants, including [the researcher] himself 

(Berg. 2001. p. 4). 

Qualilati\ e research imolves a wide range of practices, each one possessing 

special characteristics, lo more effectively answer different kinds of questions. Merriam 

(1998) records as many as forty types of qualitative approaches such as: grounded 

theor)', ethnograph)'. phenomenology, naturalistic inquiry, and histology. Qualitative 

methods are used to gain interpretations about phenomena about which little is known 

often making tacit knowledge explicit (Denzin & Lincoln, 2000). In school reform, 

there have been decades of empirical studies on specific reform strategies, whole school 

reform, and top-down or bottom-up reforms (Owen, 2001; Tyack & Cuban, 1995; Fullan, 

1999; Sergio\anni, 1996). Yet, there is little known about how key stakeholders change 

their minds to implement reform strategies. This is an area in which extant theory and 

practice have not adequately explained reality; therefore, "[q]ualitative research was 

needed for exploration" (Marshall & Rossman, 1989, p. 115). 

A quantitative approach could not effectively answer a question dealing with changes 

in beliefs, attimdes, and actions. Quantitative methods yield percentage of variable 

occurrences, while qualitative strategies focus on issues and theories grounded in the data 

(Berg, 2001). "Also, qualitative methods can give the intricate details that are difficuh to 

portray with quantitative methods" (Strauss & Corbin, 1990, p. 19). Marshall and 

Rossman (1989) recommend qualitative research methods as a means for better 

understanding of complex social phenomenon. As such they delineate the following 

tenets inherent in qualitative studies: (1) valuing the participant's perspectives on their 
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worlds and seeking to understand them, (2) findings that are primarily descriptive or 

exploratoi), and (3) relying on participant's words as the primary data source. Marshall 

and Rossman (19S9) write, "One puipose of qualitative methods is to discover important 

questions, processes, and relationships, not to test them" (p. 43). 

Strauss and Corbin (1990) list four necessary skills for conducting qualitative 

research: 

• Step back and critically analyze situations, 

• Recognize and avoid bias, 

• Obtain \'alid and reliable data, and 

• Think abstractly. (Strauss & Corbin, 1990, p. 18) 

In order to do this, a researcher must have good interpersonal skills, theoretical and social 

sensitivity, an ability to maintain analytical distance, excellent interpretive skills, and 

astute powers of observation (Strauss & Corbin, 1990; Denzin & Lincoln, 2000). 

There are many respected methods for conducting qualitative research. The 

methods selected impose certain perspectives on the reality studied as does the researcher 

herself (Denzin, 1978). Fine and Weis (1996) stress that the choice of methods 

differently reveals different data. For example, two different researchers could study the 

same phenomenon with different methods and because of the differing methods selected 

obtain significantly different data and, therefore, different understandings. Grounded 

theory, as discussed more fully in the next section, addresses this troublesome validity 

issue of quahtative research. 

It is the responsibility of the researcher to select the methods that will most 

clearly answer the research question posed. Once a research problem is defined, the 

62 



researcher must decide w hich methods would facilitate a broad understanding and use 

them. .According lo Janesick (2000), good qualitative research design requires rigorous 

yet open-ended procedures that bring understanding to the complexity of the 

phenomenon being studied. It should examine experiences from the standpoint of those 

who li\e them, always keeping in mind that all research is interpretive. Again, there are 

multiple melhods suitable for different kinds of understanding. The qualitative methods 

chosen should assiduously give voice to the participants (Janesick, 2000). In summary, 

no matter what approach is selected, Denzin and Lincoln (2000) submit that there is one 

defining characteristic of qualitative research: "the avowed humanistic commitment to 

study the social world from the perspective of the interacting individual" (p. xvi). 

The major research question in this study: "What was the process of cognitive 

changes that teachers experienced in order to adapt to teach a state-mandated 

curriculum'?", required a qualitative approach. The research goal was to develop a theory 

that answers the research question and provides practical guidance for educators facing 

change in the fUmre. 

Grounded Theory 

The qualitative method of grounded theory using purposeful, theoretical 

sampling, constant comparative analysis, open, axial, and selective coding, and memoing 

was used in this study. Grounded theory is considered a scientific, qualitative method 

(Charmaz, 2000; Denzin & Lincoln, 2000). It is a method used to inductively build a 

theory through systematic coding and analysis with theoretical sampling. Therefore, the 

theory developed will be integrated, consistent, and close to the data. Grounded theory 
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procedures are coneerned with significance, theory-observation compatibility, 

contimiabihty, transferability, precision, rigor, and credibility. Grounded theorists must 

aptly name categories and compare concepts in the data. Creativity is also stressed in 

developing an effecli\ e theory that is validated by the data. The flexibility of the 

grounded theory method aids in the creative generation of theory (Chamiaz, 2000; 

Strauss & Corbin. 1990/1998; Glasser ĉ  Strauss, 1967). Grounded theory is "discovered, 

de\ eloped, and pro\ isionally \ erified through systematic data collection and analysis of 

data pertaining to that phenomenon" (Corbin & Strauss, 1990, p. 23). 

.A w ell constmcted grounded theory meets the criteria of fit, understanding, 

generalit)', and conttol (Strauss & Corbin, 1990, p. 23). Theory fit refers to the 

applicability of the theory to the substantive area for which it was developed. The theory 

should make sense both to the subjects who were studied and to practitioners in the field. 

Responding to the criteria of generality Strauss and Corbin (1990) write, "If the data 

upon which it is based are comprehensive and the interpretations conceptual and broad, 

then the theory should be abstract enough and include sufficient variation to make it 

applicable to a variety of contexts related to that phenomenon" (p. 23). This aspect of 

generality addresses the canons of good theory concerning applicability and usefiilness 

(Glaser, 1992; Creswell, 1994). Gertz (1998) notes that the central task of theory is to 

make sense out of phenomenon-to understand phenomenon about which little is knovm. 

Marshall and Rossman (1989) add, "One purpose of qualitative methods is to discover 

important questions, processes, and relationships, not to test them" (p. 43). Lastly, the 

theory should provide control with regard to phenomenological action. The theory is 

only developed in regard to one phenomenon. The conditions for which it applies should 
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be clear and controlled by the emerging categories as data are systematically and 

continuously gathered and analyzed, Hagan (as quoted in Berg, 2001) writes, "Theory 

might also represent attempts lo develop explanations about reality or ways to classify 

and organize events, describe events, or even lo predict future occurrences of events" 

(p. 15). Grounded theory is most often used for creating substantive, mid-range theory 

that has explanatory usefulness (Strauss & Corbin, 1990). 

Grounded theory utilizes a specific set of steps "that are closely aligned with the 

canons of 'good science' " (Denzin & Lincoln, 2000, p. 374). Chamiaz (2000) hsts the 

following strategies for conducting solid grounded theory research: 

• Simuhaneous collection and analysis of data, 

• A two-step coding process, 

• Comparative methods, 

• Memo writing aimed at the constmction of conceptual analyses, 

• Sampling to refine the researcher's emerging theoretical ideas, and 

• Integration ofthe theoretical framework, (p. 510) 

In grounded theory, data are first coded into categories using the actual participants' 

words in the data and then into broader concepts by the researcher's interpretation ofthe 

data. Terms such as rigorous, systematic, constmctivist, emergent, flexible, conceptual 

density, good science, and data and analyses driven are continually used by researchers to 

describe grounded theory (Berg, 2001; Chamiaz, 2000; Denzin & Lincoln, 1994/2000; 

Glasser & Strauss, 1967; Strauss & Corbin, 1990/1998). Charmaz (2000) submits, "The 

rigor of grounded theory approaches offers qualitative researchers a set of clear 
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guidelines from w Inch lo build explanatory frameworks thai specify relationships among 

concepts" (p. 510). 

Defining characteristics of grounded theory such as theoretical sampling, 

constant comparative analysis, specific ways of coding, and memoing are discussed in the 

data collection and analysis sections of this chapter. Finally, in summary, grounded 

theoiA' must w ork. It must be conceptually dense to provide phenomenological 

understanding. It should make sense to the participants and to the researcher. It should 

be applicable to the researched phenomenon and to others closely related in order to meet 

the standard of generality, and it should be constmcted from the collected data (Strauss & 

Corbin, 1990). 

Context ofthe Study 

At every stage, qualitative researchers must draw upon their own experiences to 

define the problem, to select an appropriate research site and sample, and to create a 

research design with the methods predicted to best illuminate understanding and facilitate 

analyses of data. The particular qualitative lens chosen by the researcher influences the 

results and resulting interpretations ofthe findings (Denzin & Lincoln, 2000). As 

illustrated by the previous discussion on qualitative research, the researcher herself is a 

tool in qualitative approaches (Berg, 2001). Interpretive research requires that one 

interpret what the participants are actually experiencing. Furthermore, understanding, the 

focus ofthe qualitative inquiry method, is brought about by the researcher's own 

interpretations (Schwardt, 2000). 
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The French w ord "bricoleur" is often used when writing or discussing qualitative 

studies, .A bncoteur is defined as a maker of quilts. As such, an interpretive bricoleur or 

qualitati\ e researcher is alw ays cognizant that research is an interactive process shaped 

by the personal experiences of both the researcher and her subject (Denzin & Lincoln, 

2000). Before the research e\'er commences, the researcher must make several important 

decisions that w ill alTccl the whole study. The researcher must select the most 

appropriate site and sample and the most appropriate data collection and data analysis 

methods in order to design the study. Every aspect ofthe research affects and is affected 

b)' the other parts. The bricoleur must plan for the finished product with the selection of 

the \ery first quih scrap. 

Flick (1998) writes that the research question itself determines the appropriate site 

or population sample. Similarly, Strauss and Corbin (1990) note that the research 

problem and accompanying researcher developed questions, when framed, lead the 

researcher to examine a specific site or informants to interview. The research question of 

this study: "What was the process of cognitive changes that teachers experienced in 

order to teach a state-mandated curriculum?", delineated teachers as the informants 

needed to answer the research question. 

Glesne (1999) recommends qualitative researchers use their own imagination and 

judgment to careflilly and thoughtfiilly select sites and participants which can provide 

understanding, illumination, and interpretation ofthe phenomenon being studied. Patton 

(1990) concurs, writing that the choice of a sampling strategy will lead the researcher to 

particular sites and people. This grounded theory study was designed to take place in two 
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regional ser\ice center areas serving West Texas. The school sites involved needed to 

achieve the follow ing criteria: 

1. an Exemplary level on the state Academic Excellence Indicator System 

for the past two years, 2001-2001 and 2002-2003; 

2. 35"0 or more low socioeconomic strata students; and 

3. 35% or more combined minority student population. 

Due to no schools in the original two service center areas meeting the above criteria the 

study was expanded outward into other regions. Once schools were found that met the 

criteria, contact was made with the school district offices to ascertain if the schools would 

participate in the study. 

Purposive and Theoretical Sampling 

Two sites were selected and an original purposive sample of five teachers at each 

site was interviewed. It was assumed that teachers in schools whose students had 

garnered this rate of success (90% passing rate) were most likely teaching the state 

standards-based curriculum to all students as each subgroup met the 90% passing rate. 

Furthermore, it was assumed that the teachers selected would have experienced cognitive 

changes in adapting to teaching the TEKS since their students were highly successfiil on 

the high stakes TAKS assessment. 

The researcher interviewed active teachers in their normal environment (Berg, 

2001). Unlike quantitative research design, wherein large numbers of people are 

aggregated without communicating face to face, qualitative researchers meet with the 

68 



participants and ask appropriate questions lo build theory, interpret an event, or describe 

the participant's \ iewpoint (Janesick, 1994). 

There are many nonprobability sampling techniques for qualitative researchers to 

use. E\ en in larger collecli\'e case studies, sample sizes are too small to utilize random 

selection. Instead, a purposive sample that provides opportunities for intensive study is 

selected for qualitati\ e fieldwork. Slake (2000) writes that the opportunity to leam is of 

utmost importance in qualitative research. Duemer et al. (2002) add, "Small [sample] 

sets alw ays put scholars at heavy burden to justify their conclusions and show that 

worthwhile infomiation has been obtained from their efforts" (p. 3). Therefore, the 

sampling techniques and methodology were thoroughly explained at each step ofthe 

research in this study. The fit between sending and receiving contexts as stressed in 

Lincoln and Cuba's (1985) work and theoretical saturation (Glasser & Strauss, 1967) are 

considered more important than the size ofthe sample set (Duemer et al., 2002). 

Firestone (1993) recommends that qualitative researchers strive for balance and variety 

rather than large numbers of cases in their research studies. Theoretical saturation in 

order to develop the theory of cognitive changes was also utihzed. 

A purposive sample was used in this study. Berg (2001) defines a purposive 

sample as one in which the researcher uses special knowledge ofthe field to select 

participants that possess certain attributes of interest to the study. According to Patton 

(1990), the logic of purposive sampling is in selecting information-rich sites and 

participants [emphasis author's]. Information-rich cases are more likely to provide the 

thick description and density necessary for building theory. 
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Although theoretical sampling is a sampling technique, the need for it arises 

during anaUsis. As grounded theorists find gaps in their data and holes in their theory 

through constant comparati\ e analysis, they return to the field and seek out a smaller 

purjtosiN'c sample know n as a theoretical sample to fill the conceptual gaps. The 

theoretical sample is selected for the likelihood of producing rich, thick data for 

conceptual density (Denzin & Lincoln, 2000). This theoretical sample is used to refine 

ideas, not to increase sample size (Charmaz, 2000). 

Theoretical sampling is considered necessary in developing theory. The overall 

goal of theory building in a grounded theory study is to have explanatory power across a 

substanti\'e area. It takes thick description to develop this (Charmaz, 2000; Strauss & 

Corbin. 1990/1998). One-shot interviewing in a single data collection phase will not 

produce solid grounded theory. Researchers need to retum to the field and gather more 

data. Using a theoretical sampling technique serves to gradually delineate the data by 

carefully focusing the research; therefore, the process of data collection is confroUed by 

the emerging theory (Denzin & Lincoln, 2000; Charmaz, 2000; Strauss & Corbin, 

1990/1998; Glasser, 1967). 

By doing constant comparative analysis, collecting data and analyzing data 

simultaneously, beginning shortly after the first interview, the researcher developed 

sensitivity for the gaps in data hindering the theory building, hi summary, creating a 

thick description that probed and interpreted situations, meanings, motives, and processes 

of action was the goal ofthe researcher as she sought to understand the process of 

cognitive changes teachers actually experienced. 
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The research study allowed for prolonged engagement. The researcher's 

tiuniliarity with teaching and the principalship due to recent positions in those areas 

allow ed her lo easily de\ clop rapport with the study participants, ft is important to 

establish rapport and trust between participants and the researcher. This rapport allows 

for a better understanding ofthe meanings ofthe phenomenon according to the 

participants' points of view (Glesne, 1999; Lincoln & Denzin, 2000; Creswell, 1994). 

Procedures and Data Collection 

The research design procedures and data collection methods in either qualitative 

or quantitati\ e research determine the type of data obtained. Since the goal of this study 

was to disco\'er a theory to explain the cognitive changes that teachers experienced when 

adapting to teach a state mandated initiative, specifically a standards-based curriculum -

the TEKS, interviewing of teachers was the method that produced data suitable for 

building theory. Like other qualitative approaches, grounded theory is an emergent 

process that inductively develops as the research progresses. By utilizing constant 

comparative analysis, wherein the researcher moves back and forth between data and the 

coding process of analysis, the researcher stayed close to the data. As new categories 

were developed, the researcher asked more interview questions to test those concepts. 

The coding and constant comparative analyses are discussed more fully in the section on 

analysis, but some explanatory comments were needed in this section ofthe study. 
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Data Collection Instruments 

The tollowing data collection instruments were used in this grounded theory 

research: inter\ lews, focus groups, archival documents, and field notes. 

Interviews 

Before conducting interviews for this research, confidentiality assurances were 

provided to the teachers and consent fonns were signed. The interview protocol was also 

field tested in a pilot study in order to refine the protocol and activate the theoretical 

sensiti\'ity ofthe researcher (Denzin & Lincoln, 2000; Glesne, 1999; Strauss & Corbin, 

1990/1998). The pilot study involved interviewing three teachers from one ofthe two 

regions selected for the study. Their responses were transcribed and then the participants 

w ere asked to conduct member checks ofthe interview transcripts to discover 

discrepancies in interpretations and to make recommendations for changes to the 

interview guide. 

As mentioned previously, teachers' experiences were the main source of 

applicable data for this study. First, to obtain teachers' ideas about their experiences, the 

researcher scheduled semi-stmctured, open ended interviews with the purposefiil sample 

of teachers at each site. The best way to get the teachers' explanation ofthe process of 

cognitive changes was by asking them (Glesne, 1999). This was done by interviews. 

When interviewing, it is important to start with safe, nonthreatening questions to 

establish rapport and provide an opportunity for follow up questions, giving the 

interviewee a chance to talk about their experience (Berg, 2001; Fontana & Frey, 2000). 

The interviewer sets the agenda and remains in control of information gathered by: (1) 
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selecting the theme and the topic, (2) the ordering ofthe questions, and (3) wording the 

questions in his or her language (HoUoway & Jefferson, 2000; Patton, 1990). However, 

the researcher must keep in mind that the questions must be worded in language that is 

rele\ ant to the respondents (Berg, 2001). The way a question is worded govems to a large 

extent how a participant responds. The challenge is to create questions which 

participants w ill consider worthwhile and which will provide the researcher with rich data 

(Glesne, 1999; Patton. 1990). To be a successful interviewer, one must be able to 

establish rapport, be able to plan aliead for each interview situation, be aware of status 

differences, be able to adapt and generate follow up questions or probing questions 

during the inteniew, and show proper gratitude for the participants' time and help (Berg, 

2001; Glesne, 1999). 

The intersiew method was chosen for this study for several reasons. Tantamount 

among them is the fact that "interviews permit the exploration of issues that may be too 

complex to investigate through quantitative means" (Banister, Burman, Parker, Taylor, & 

Tindall, 1994, p. 3.) Interviewing allows for descriptions that go beyond just surface 

information (thin description). They allow the researcher to probe views and values that 

serve to provide thick description from which theory can be buih (Charmaz, 2000). 

Today, the interview method is being recognized not as a neutral data gathering 

instmment but as an active interaction between researcher and participant(s), leading to 

contexttially based resuhs (Schwandt, 1997; Fontana & Frey, 2000; Denzin & Lincoln, 

2000). Qualitative researchers generally agree on the following interview guidelines: 

• Look for the meaning and perspective ofthe participants in the study. 
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• Look for relationships regarding the stmcture, occurrence, and 

distributions of events over time. 

• Look for points of tension: What does not fit? What are the conflicting 

points of evidence in the case? (Janesick, 1994, p. 213) 

.As the research study progressed, interview transcripts went through member 

checks b) ha\ ing participants read through the interview transcripts (Janesick, 2000). 

Focus Groups 

.At each reseaich site after the initial individual interviews, the researcher 

conducted focus group interviews ofthe sample of teachers and their principal. Focus 

groups )'ield another source of data. Focus groups may be either directive or 

nondirecti\e. Nondirective focus groups, which permit digression and variation from the 

agenda, are more likely to establish the widest range of meaning and interpretation by 

tapping into intersubjective meanings of all participants for added depth and diversity 

(Fontana & Frey, 2000). A focus group is often stimulating for the participants and aids 

in participant recall. Since interactions between group members replace to a great extent 

the researcher participant interactions, the participant's viewpoints gain in significance 

(Denzin & Lincoln, 1994/2000). The focus groups helped provide sustained involvement 

with research participants by allowing for a second interview situation which also 

allowed for deeper reflection on the part ofthe participants (Charmaz, 2000). 

The same interviewer skills that are required to do individual interviews are 

needed in focus group interviews: flexibility, objectiveness, empathy, persuasion, and 

listening ability. A moderator's guide containing focus group norms and semi-stmctured 
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interx iew questions was used. Denzin and Lincoln (1994) specified three problems with 

tocus group inler\ iew ing: (1) the intei-yiewer must keep one person from dominating the 

group, (2) the inler\ iew er must encourage all members lo participate, and (3) the 

inteiN iew er must make sure to get responses from all members in order to gather the 

fullest, richest data. The inlersubjectivity of participants and chance for greater recall, 

plus the added benefit of triangulating the data sources, made focus groups at each site an 

important method for this study (Denzin & Lincoln, 1994/2000; Fontana & Frey, 2000; 

Berg, 2001). 

Archival Documents 

The third data gathering method used in this study was the collection of school 

and teacher archival data. Archival documents may be classified as either public records 

or private archival records (Denzin, 1978). Public records such as birth certificates are 

generally prepared for large audiences; whereas, private archival records are intended for 

none or a very limited audience (Berg, 2001; Hodder, 2000; Lincoln & Guba, 1985). 

The archival records for this study included Academic Excellence Indicator 

System (AEIS) reports, teacher made lesson plans, tests, and other resources that showed 

a TEKS-based focus. Since the purposeful sample consisted of teachers were teaching 

the state standards-based curriculum, these documents provided archival proof of a 

TEKS-based focus. In qualitative research archival documents serve to corroborate 

observations and interviews. They also foster a theoretical sensitivity that helps shape 

new categories and concepts in the data as well as deepen tacit knowledge ofthe 

phenomenon (Lincoln & Guba, 1985; Glesne, 1999; Hodder, 2000). Documents add a 

75 



conceptual depth to the inter\'iew tlala, I loddcr (2000) submits that although documents 

may not be able to "speak back," the interpretive data gained from them can lead to 

conceptual density and serve as a source of triangulation of data sources. 

Field Notes 

The fourth and final data collection method was producing a field log. Field logs 

are used by qualitatix e researchers to record descriptions of people, places, events, 

activities, and also for researcher ideas and reflections. In grounded theory studies, the 

field notes are a place to reflect on emerging categories and also to make notes about data 

deficiencies that must be filled in order to obtain thick description for theory building 

(Berg, 2001). 

The actual method of recording field notes may vary from jotting down mental 

notes after an interaction in the research setting to very detailed descriptions taken while 

making an observation. Researcher opinions and feelings may also be recorded in field 

notes. Berg (2001) presents very specific guidelines to follow when recording field 

notes: 

1. Record key words and phrases while in the field. 

2. Make notes about the sequence of events. 

3. Limit the time that you remain in the setting. 

4. Write the fiall notes immediately after exiting the field. 

5. Get notes written before sharing them with others, (pp. 160-161) 

76 



Berg (2001) also w anis about reducing notes excessively thus losing the meaning ofthe 

e\ ent. As pre\ iously discussed, thick, rich description is necessary to build theory 

(Denzin. 19S8). The field notes in this study aided in theory building. 

Data Collection Steps 

Once the selection ofthe sites was determined using the established sampling 

criteria: 

1. an Exemplary level on the state Academic Excellence Indicator System for 

the past two years, 2001-2002 and 2002-2003; 

2. 35% or more low socioeconomic strata students; and 

3. 3 5" 0 or more combined minority student population. 

The district superintendent or superintendent over research and then the principal ofthe 

school were contacted by telephone. A formal letter of introduction and a detailed 

description ofthe proposed study followed. Drawing on their special knowledge of their 

owoi campus personnel, principals at each site selected the original purposive sample to 

be interviewed (Berg, 2001; Patton, 1990). After entry approval was gained, initial 

interviews were scheduled with a purposive sample of teachers at each site. Audio 

recordings ofthe interviews were transcribed soon after the first interviews, and coding 

using the aforementioned procedures began. Archival documents and field notes were 

carefully analyzed to provide a deeper understanding ofthe process of cognitive changes 

the teachers experienced. 

Follow-up interviews with focus groups at each site were conducted to help fill in 

the gaps with dense data. Coding using open, axial, and selected coding methods along 
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w 1th constant coniparati\ e analysis was the next step in this research. These analyses 

methods are described thoroughly in the following section on data analysis. 

Data Analysis 

Open Coding 

Data analysis in grounded theory begins after the first interview so it is concurrent 

w ith the data collection stage ofthe research. The data collection methods of grounded 

theory are not specified, but there are specific analytic strategies to use with a grounded 

theory study. Coding is the first step of analysis. Open coding wherein categories are 

developed during interpretations ofthe data started the coding process of this research. 

Strauss and Corbin (1990) define open coding as "the process of breaking down, 

examining, comparing, conceptualizing, and comparing data" (p. 61). This coding helped 

to form a new perspective ofthe data and to focus future data collection (Charmaz, 2000; 

Strauss & Corbin, 1990/1998). 

Qualitative researchers always question the accuracy of suggested pattems. By 

usmg constant comparison analysis, the researcher stayed close to the data during the 

emerging theory development which worked to counter these questions. In the constant 

comparison of data, the researcher went back and forth between data and analysis. 

Axial Coding 

Axial coding is the process of making connections between a category and its 

subcategories, hi this process the data are put back together in new ways. The goal of 

axial coding is to still develop categories but to can-y the development to a new level 

78 



beyond just the properties and dimensions of categories. The researcher asks questions of 

the data concerning conditions, context, action and interaction strategies and consequence 

all of which forces him lo think in terms of a more complicated model (Chamiaz, 2000; 

Strauss ĉ  Corbin. 1990/1998). 

The data conditions in axial coding refer to the events leading up to the 

phenomenon being studied, in this case the process of teachers' cognitive changes. The 

action interaction aspect of axial coding illuminates the change over time and seeks to 

explain reasons and responses of actions. The responses are then coded as consequences. 

All of these steps of axial coding help to link and further develop categories in grounded 

theory (Stt-auss & Corbin, 1990). 

Selective Coding 

Selective coding is the next step in the analysis process that was used. Selective 

coding involves selecting core categories from the categories delineated in the open and 

axial coding processes and "relating it to other categories, validating those relationships, 

and filling in the categories that need fiirther refinement and development" (Strauss & 

Corbin, 1998, p. 116). It serves to integrate the categories and concepts. Flexibility and 

creativity are needed in this stage in order to integrate the data for the nascent theory. 

Selective coding is a more integrated, abstract form of analysis used to form a 

grounded theory. It is not very different from axial coding but is done at a higher level of 

abstraction. For example, at the selective coding level, the researcher systematically 

develops the data into a view of reality that is conceptual and comprehensible. The 

analysis moves from description to conceptualization. By validating the data against the 

79 



data the theory becomes gmunded (Strauss & Corbin, 1990). Memos are used for this 

aspect of analysis in grounded theory. 

Memo Writing 

Memoing is a step between the coding process and the writing ofthe analysis. 

Memo w riling annotates thinking about the data and expands the codes by detailing the 

properties of action codes in memos, by making comparisons, by analyzing properties of 

categories, and b)' defining pattems. Memo writing helps researchers: 

• to grapple with ideas about the data, 

• to set an analytic course , 

• to refine categories, 

• to define the relationships among various categories, and 

• to gain a sense of confidence and competence in their ability to analyze 

data. (Chamiaz, 2000, p. 517) 

Memoing shows gaps in the data which calls for the researcher to use theoretical 

sampling. 

Although theoretical sampling is a sampling technique, the need for it arises 

during analysis. As grounded theorists find gaps in their data and holes in their theory 

through constant comparative analysis, they retum to the field and seek out a purposeful 

sample known as a theoretical sample to fill the conceptual gaps. The theoretical sample 

is selected for the likelihood of producing rich, thick data for conceptual density (Denzin 

& Lincoln, 2000). Theoretical sampling is considered necessary in developing theory. 

The overall goal of theory building in a grounded theory study is to have explanatory 

80 



power across a substaiili\ e area. It takes thick description to develop this (Chamiaz, 

2000; Strauss ĉ  Corbin, 1990/1998). One-shot interviewing in a single data collection 

phase w ill not produce solid grounded theory. Researchers need to retum to the field and 

gather more data. Using a theoretical sampling technique serves to gradually delineate the 

data b)' carefully focusing the research. The process of data collection is controlled by 

the emerging theor)'. 

Validating the Theoretical Scheme 

Saturating the data, wherein no new information seems to emerge during coding, 

using theoretical samples along with the constant comparison of data to data and data to 

analysis leads to a solid grounded theory. Memoing fiirthers this systematic approach 

and the researcher is able to move from categories to broad concepts and build a theory 

grounded in the data (Sttauss & Corbin, 1990/1998). Lastly, the memoing was refined 

and written in an expanded analytical form to portray empirical descriptions. At this stage 

of analysis it is important to check for congmency between the abstract theoretical 

explanations and the raw data. It is also important to determine if salient information was 

omitted from the theoretical explanation. Member checking ofthe nascent theory was 

used to validate the theoretical scheme. The systematic application of grounded theory 

strategies used in this research fills the need for reliability and validity as the detailed 

specification of procedures permits qualitative reproducibility as defined in the next 

section of this chapter (Charmaz, 2000; Strauss & Corbin, 1990/1998). The resulting 

grounded theory explains teachers' realities which emerged from the data. 
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Validity 

As discussed pre\ iously, ihe specifying of procedures permits confirmability 

(Channaz, 2000; Strauss ĉ  Corbin, 1990/1998). Theories dealing with a psychological 

phenomenon are not actually transferable as social conditions can never be matched 

exactly; how e\ er, another researcher following all ofthe previously ouflined data 

gathering and anahsis procedures with similar conditions, should arrive at the same 

theoretical explanation (Strauss & Corbin, 1990/1998; Channaz, 2000). Lincoln and 

Guba (1985) use the qualitative term of confirmability rather than reproducibility or 

\alidit) when discussing qualitative research. They write that good research findings will 

be able to be confirmed by another researcher. Effectively, they place evaluation of 

\ alidit)' back on the data themselves. They believe given the same settings, sampling 

techniques, and research protocol that the same data would be produced if a study is 

confirmable. If this occurs, then Lincoln and Guba (1985) state the confirmability ofthe 

study makes it valid. 

Triangulation, using multiple data collection techniques and relating each 

technique to counteract the weakness inherent in each method, leads to stronger findings, 

analyses, and understandings (Berg, 2001; Fielding & Fielding, 1986). The con-oboration 

ofthe data from multiple sources and techniques such as interviews, focus groups, and 

archival data added to the validity of this study. 

Transferability 

Qualitative researchers work to produce findings that are fransferable across 

similar sittiations. For example, in educational research, all stakeholders immediately 
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recognize the inherent sameness of schools and individual classrooms within them. They 

are generally the same with student desks, a leacher desk, leaming resources about the 

room and on the w alls, and most likely a chalkboard or white board; and yet, all are 

extremel)' different on a micro le\ el depending on the people who use them. This 

illustrates the transferability aspect of qualitative research. No theory will fit exactly any 

other context other than the one it was developed for, but it should be broad enough to 

have some applicabilit)' and, therefore, transferability to other similar situations. 

Similarly, Berg (2001) writes that "few human behaviors are unique, idiosyncratic, and 

spontaneous" (p. 232). As humans, we are more alike than dissimilar in our behaviors. 

Due to specific data collection and analysis steps undertaken in this study, which 

ma)' be followed with a similar sample elsewhere, this study is confirmable, and 

therefore, the results have a degree of transferability for other similar situations. "If the 

data upon which it is based are comprehensive and the interpretations conceptual and 

broad, then the theory should be abstract enough and include sufficient variation to make 

it applicable to a variety of contexts related to that phenomenon" (Strauss & Corbin, 

1990, p. 23). The results have to make sense both to those being studied and to those 

practicing in the area (Lincoln & Guba, 1985; Marshall & Rossman, 1987). 

Credibility and Dependability 

Lincoln and Guba (1985) judge the tmstworthiness of qualitative research by 

checks on vahdity and transferability as previously discussed and also by the level of 

credibility and dependability ofthe study. Credibility refers to ensuring that the subject 

was accurately identified and described. The research must be "credible to the 
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constrtictors ofthe original multiple realities" (Lincoln & Guba, 1985, p. 296). The 

setting, population, and theoretical framework must be correctly and adequately 

explained for a study lo obtain credibility. Member checks of data in all phases ofthe 

research from the first inter\ iew and Tocus group to the reading of analyses will serve as a 

check for credibilil)' in this research and lessen the chance of researcher bias. 

Dependability, Lincoln and Cuba's (1985) fourth criteria of qualitative research, 

is retained w hen the researcher accounts for changing phenomenological conditions and 

changes in the research design as refined understandings ofthe study are gleaned from 

the data collection. B)' following a grounded theory methodology, there are built in 

checks for dependability. Beginning with data analysis after the first interview is 

conducted and the resuhing refinement of questions, along with the use of a theoretical 

sampling technique which targets a more refined sample for theory building, grounded 

theory methods encourage being responsive to the phenomenon being studied. Grounded 

theorists refine interview questions and go back to the site to interview a theoretical 

sample as needed to gather thick, rich data necessary for building theory (Strauss & 

Corbin, 1990/1998; Charmaz, 2000). 

Summary 

In this chapter, qualitative methods were outlined as the most efficacious means 

to answer the research question, "What was the process of cognitive changes that teachers 

experienced in order to teach a state mandated cun-iculum?". Grounded theory was 

selected as the qualitative method that was used to develop a theory on this process. The 

qualitative data collection methods of interviewing, focus groups, archival document 
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study, and field notes w ere described. Specific grounded theory analysis methods were 

delineated. Open, axial, and selective coding, memo writing, and the use of theoretical 

sampling techniques to generate rich data suitable for building theory were described in 

detail. A desire to understand the process of how teachers changed their beliefs to teach a 

state mandated cuiTiculum called for a qualitative process and specifically for a grounded 

theor) research methodology. Issues of validity, transferability, credibility, and 

dependabilit)' w ere all discussed and applicable safeguards presented as appropriate. 

There have been decades of failure in implementing sustainable educational 

refomi in K-12 schools. This research helps to fulfill a deficiency in education theory 

that could possibly help in future reform efforts. Even during this time of second wave 

reforms which emphasize involving teachers and principals, there are still many 

mandated reforms coming from national and state legislatures. For example, standards 

are currently a reform being mandated in all fifty states. Since this research is studying 

how teachers adapted to a mandated change and, specifically, how they cognitively 

changed to teach a standards-based curriculum, this is a current and timely project with 

promising probability to make a measurable difference in the field of education. 
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CHAPTER IV 

DATA PRESENTATION AND ANAYLSIS 

Introduction 

The successes and failures of K-12 schools throughout the nation continue to 

foster calls for school refomis. If schools have improved, educational practitioners, 

legislati\ e bodies, and the business community want to know "How?" "What was the 

process?" On the other hand, if the schools in question need to improve, the same 

questions are at the forefront. "How did the schools improve?" "What was the process?" 

There are man)' theories, programs, and plans for improvement. The school reform 

initiatives discussed in chapters I and II have emphasized many different approaches to 

implementing change. School reform was shown to be predominately centering on 

normative reeducative approaches (Owens, 2001; Fullan, 1994). In the reeducative 

reform approach, teachers, culture, and developing understanding are considered 

necessary for successful change. The difficulty of achieving lasting reform in schools has 

caused reformers to focus on reculturing, meaning making, and creating self-renewing 

organizations; however, the actual cognitive changes that teachers experienced when 

adopting a reform initiative was not found to have been thoroughly researched. 

The purpose of this study was to discover and understand the process of cognitive 

changes that teachers experienced in order to change their minds and teach a state 

mandated curriculum. If educational leaders understand this process of change for a 

select group of teachers in teaching a state mandated curriculum, they might better 

understand other refomi changes involving teachers. 
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The selection ofthe district schools to include in the study was based on schools 

meeting the follow ing criteria: 

1, an Exemplary level on the stale Academic Excellence Indicator System for 

the past two years, 2001-2002 and 2002-2003; 

2, 35" 0 or more low socio-economic strata students; and 

3, ?'5% or more combined minority student population. 

One primary research question and four subsidiary questions served as a guide 

for this study. The presentation of data and analysis in response to these questions is 

discussed in this chapter and is divided into three sections: (a) school and individual 

participant sampling, (b) a profile ofthe schools studied, and (c) presentation and 

analysis ofthe data for each research question used in the study. While the two schools 

have been gi\'en the fictitious names of West Elementary and East Elementary, the tme 

identities ofthe schools, districts, and ofthe participants in this study are not used. 

Numerical codes were used to provide anonymity for the participants and to provide an 

audit trail; however, the quotations from the participants are the actual statements taken 

from the transcripts ofthe interviews conducted as part ofthe study. 

Using state accountability measures of an Exemplary level of student performance 

on state assessments for the past two years, 2001-2002 and 2002-2003; having 35% or 

more combined minority student population; and having at least 35% or more low socio 

economic strata students narrowed the field of participant schools which fiilfilled the 

smdy criteria. There were no schools found in the originally proposed two West Texas 

regions that met all three criteria. Therefore, the study was expanded outward from the 
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two West Texas regions in order to find participant schools. By expanding to other 

regions in the state, school sites were found which did meet the criteria. 

Primar)' data sources that were used were open ended interviews with both 

teachers and the principals of two schools selected, focus groups ofthe interviewed 

teachers and principals, and archival data consisting of lesson plans, district and campus 

scope and sequence charts, benchmark tests, examples of student work, daily schedules, 

and the Academic Indicator Excellence System (AEIS) reports produced by the state 

education agency. These archival documents served to corroborate field observations and 

interview s. They also fostered a theoretical sensitivity that helped shape new categories 

and concepts in the data as well as deepen tacit knowledge ofthe phenomenon (Lincoln 

& Guba, 1985; Glesne, 1999). Use ofthe archival documents added a conceptual density 

that enriched the final analysis and served as a source of triangulation of data sources 

(Berg, 2001; Glesne, 1999; Creswell, 1994). 

An inductive, grounded theory design was utilized for this study. Grounded 

theory is an emergent process that inductively develops as the research progresses. 

Questions were asked, broadened, and clarified at each stage ofthe interview process in 

order to achieve theoretical saturation (Glasser & Strauss, 1967; Stmass & Corbin, 1990). 

Using grounded theory methods when analyzing the interviews, the researcher attempted 

to distill the meaning ofthe teachers' experiences in making a paradigm shift in order to 

teach the state mandated cuniculum, the TEKS. Grounded theory methods were used to 

inductively build a mid-range theory specific to this phenomenon through systematic 

coding and analysis (Charmaz, 2000). Memoing, field notes, and member checking were 
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also utilized during, and after the interviews lo check for accuracy of interpretation 

(Strauss & Corbin, 1990/1998). 

Alter the inter\ iews were transcribed, data were coded into categories using the 

actual participant's words in the data and then into broader concepts by the researcher's 

interpretation ofthe data. Constant comparative analysis, wherein the researcher moved 

back and forth between the data and the coding process of analysis, was utilized in order 

to keep the researcher close to the data. Axial coding allowed the researcher to 

conceptualize and classify e\'ents by abstracting, reducing, and relating data (Strauss & 

Corbin, 1998). This systematic use of analytic techniques helped to develop analytic 

distance. Strauss & Corbin (1998) refer to this process as close listening to data. 

School and Individual Sampling Criteria 

School Sampling Criteria 

The schools selected for this study met the sampling criteria established for the 

study except for location. Specifically, West and East elementaries met the Exemplary 

standard (90% passing rate of all Afiican American, White, Hispanic, and low SES 

subgroups) on the Texas Education Agency's (TEA) AEIS report for the past two years, 

2001-2002 and 2002-2003; had 35% or more low socioeconomic strata students; and had 

35% or more combined student minority population. As stated previously, the study was 

expanded outward from the original planned two West Texas regions in order to find 

schools that met the three qualifications ofthe sampling criteria. No schools were found 

in the two West Texas regions that met the sampling criteria of Exemplary standards for 
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the past two years along with at least a 35% low socioeconomic strata student population 

and at least a 35" o combined minority population. 

Table 4,1 below provides a tabulation ofthe TAAS/TAKS scores of West 

Elemental)' for the testing cycles 2001-2002 and 2002-2003. 

Table 4.1 
TAAS 
Reading 
Math 
TAKS 
Reading 
Math 

I. West El 
Campus 
94.4"/o 
98.6% 
Campus 
98.8% 
98.8% 

ementary Academic Excellence Indicator System 
A.A. 

* 

* 

A.A. 
* 
* 

Hispanic 
93.8% 
98.0% 
Hispanic 
97.9% 
100.0% 

White 
95.8% 
100.0% 
White 
100.0% 
100.0% 

Eco. Dis. 
92.9% 
100.0% 
Eco. Dis. 
98.0% 
100.0% 

LEP 
* 

* 

LEP 
94.7% 
100.0% 

* indicates small student group 

Table 4.2 below presents 2002-3003 West Elementary Student Information. 

Table 4.2. West Elementary 
Student hiformation 2002-2003 

Ethnic Distribution: 

Afiican American 
Hispanic 
White 
Asian/Pacific Islander 
Economically Disadvantaged 
Limited English Proficient 

0.9% 
61.4% 
37.2% 

0.5% 
67.6% 
23.7% 
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Table 4.3 below provides a tabulation ofthe TAAS/TAKS scores of East 

Elementary for the testing cycles 2001-2001 and 2002-2003. 

Table 4.: 
TAAS 
Reading 
Math 
TAKS 
Reading 
Math 

.̂ East Elementary Academic Excellence Indicator System 
Campus 
96.9" 0 
90.2" 0 

Campus 
98.3"o 
100.0% 

A.A. 
95.5% 
91.9% 
A.A. 
95.7% 
100.0% 

Hispanic 
93.3% 
92.9% 
Hispanic 
100.0% 
100.0% 

White 
100.0% 
100.0% 
White 
100.0% 
100.0% 

Eco. Dis. 
* 

94.1% 
Eco. Dis. 
95.7% 
100.0% 

LEP 
* 

* 

LEP 
* 

* 

* indicates small student group 

Table 4.4 below presents 2002-3003 East Elementary Student Information. 

Table 4.4. East Elementary 
Student hiformation 2002-2003 

Ethnic Distribution: 

Afiican American 
Hispanic 
White 
Asian/Pacific Islander 
Economically Disadvantaged 
Limited English Proficient 

36.8% 
24.1% 
37.4% 

1.8% 
39.1% 

6.5% 

Tables 4.1 through 4.4 give AEIS and student achievement and population data 

from the Texas Education Agency. Both schools reached Exemplary status according to 
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TEA AEIS reports for 2001-2002 and reached the Exemplary level (90% passing rate) for 

2002-2003 according to a search of individual campus scores. 

Due to introducing the more stringent TAKS test in 2002-2003, schools did not 

rccei\ e a school and district rating by TEA as Exemplary, Recognized, Academically 

Acceptable or Not Acceptable as had been done in 2001-2002 and in previous years. 

Schools and districts in the state of Texas were given a one year grace period to adjust to 

the new testing protocol (TEA, 2003). Therefore, the researcher used individual school 

data in order to detemiine if each school had achieved the Exemplary passing standard of 

90% passing for 2002-2003 including a 90% passing rate for Afiican American, White, 

Hispanic, and low SES students. This was done by first using the state records of 

Exemplary schools for 2001-2002 and then checking each individual school's AEIS 

student test results for 2002-2003 on the TEA website to determine if a 90% passing rate 

had been achieved for the second year (TEA, 2003). 

The low socioeconomic student percentage of West Elementary was 67.6% for 

2002-2003. For East Elementary, the low socioeconomic percentage of students was 

39.1% for the same year. The combined minority percentage for West Elementary for 

2002-2003 was 62.8% with the majority ofthe minority students being Hispanic (61.4%). 

At East Elementary, the combined minority population was 62.7% with a more evenly 

distributed minority population of 24.1% Hispanic students and 36.8% Afiican American 

students. 
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Individual Participant Criteria 

The iiidn idual participant sampling criteria were met for this study. Specifically, 

the original sampling criteria established in Chapter III called for interviews with five 

teachers and the principal at each ofthe two school sites. The researcher contacted the 

superintendent or superintendent for research at each district and sent a letter and 

infomiation about the study to the district offices for approval to conduct research in the 

district w ith a school that met the sampling criteria. The superintendent for research 

selected the school if more than one school in the district met the sampling criteria. 

After appro\al was given, the researcher contacted by phone the principal at each 

campus site. The principals were informed about the study by the phone conversation 

with the researcher and also with an informational letter that was mailed to them. 

Principals were instmcted to select a purposefiil sample of five teachers on their faculty 

to be interviewed that were teaching the TEKS and could help answer the primary 

research question, "What was the process of cognitive change that teachers experienced 

in order to teach a state mandated curriculum?" The purposefiil sample of teachers was 

selected specifically for their ability to add to the understanding ofthe research question. 

The teacher and principals at each school site were assigned numerical codes in order to 

preserve their identities and provide an audit trail. 

The principal at West Elementary was in his first year as an administrator but had 

been a teacher for 27 years with the last 15 years at West Elementary. The teachers 

interviewed at West Elementary had teaching experience levels from seven years to 

twenty-six years and had been on the faculty at West Elementary for seven to twenty-

three years. Four teachers had taught at West more than fifteen years, and the one teacher 
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that had taught there se\'en years had previously worked as an aide in the school for 

fifteen years. The West elementary principal and one teacher participant had master's 

degrees. On teacher participant had a bilingual endorsement along with her bachelor's 

degree. The remaining three leacher participants had eamed bachelor level degrees, one 

of which was double major. 

The principal at East Elementary had been a principal for five years and was an 

assistant principal for two years before that. She had also served three years as an 

instmctional specialist in a neighboring school district. The teachers at East Elementary 

had teaching experience levels from six years to twenty-seven years and had been a part 

ofthe East Elementary faculty from two to twenty-four years. Three teachers in the study 

had taught at East for more than 15 years. One other teacher had five years of tenure 

while the fifth teacher had only two years of tenure at East Elementary. The principal 

and two teacher participants had master's degrees. One teacher had Reading Recovery 

ttaining and a gifted and talented endorsement. The remaining two teacher participants 

had bachelor's degrees. 

Ten teachers and two principals were interviewed from two different regional 

educational service centers in the state of Texas. Both teacher/principal sets were in 

schools that had (1) achieved Exemplary status on the state AEIS standards for the past 

two years, 2001-2002 and 2002-2003; (2) had a 35% or more low socioeconomic strata 

student population; and (3) had a 35% or more combined minority population. These 

participants were selected to add to the understanding ofthe question, "What was the 

process of cognitive changes that teachers experienced in order to teach a state mandated 

curriculum?" The teachers and principals interviewed at each school later met as a focus 
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group and were inlerxicwed again. Denzin and Lincoln (2000) stress the importance of 

focus groups in qualitative research as the niultivocality ofthe participants limits the 

control ot the researcher over the research process. This process was successful because 

during the focus groups there were many exchanges from participant to participant 

w ithout intrusion by the researcher. The focus groups served to produce dense data as 

concepts and categories were discussed further by the whole group. 

School Profiles 

Qualitati\ e researchers study phenomena in their natural settings, attempting to 

interpret them in terms ofthe meanings people constmct (Denzin & Lincoln, 2000). 

Understanding the setting in which a research study takes place helps one understand the 

research. Therefore, it is appropriate that the school's context and profiles be presented 

first to enhance the understanding from subsequent data analysis. Each school site's 

profile is presented next. In order to preserve the anonymity of all sites and participants 

in the study, pseudonyms or numerical tags were used in reporting data. 

West Elementary 

West Elementary is in a mral town, population 4000. It is an oil field town first 

settled in 1939 when an oil pool was discovered. Through the years the town has 

remained an important oil field supply point and also a retail center for area ranchers. 

Today, gas plants, cotton refineries, and cattle feedlots are the main industries, ft is 77 

miles from the closest city with a population over 50,000. West hidependent School 

District is considered a wealthy school district, hi Texas, such districts are referred to as 
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Chapter 41 school districts. Yet, the TEA (2003) records reflect that over 67% ofthe 

West student population is identified as economically disadvantaged. The population of 

the town is almost equally White and Hispanic with a median household income of 

$29,418 which is below the state average. The ethnic make-up ofthe student population 

is 61.4" 0 Hispanic, 37.2% White, 0.9% African American, and 0.5% Asian/Pacific 

Islander. The total campus population for the 2002-2003 school year was 438. The 

teachers at West Elementary are very experienced with 63.4% of them having more than 

11 years of experience. Seventy-two percent ofthe teaching faculty is White with 20.8% 

percent being Hispanic. 

East Elementary 

East Elementary is situated in a fast growing metropolitan area. Settlement began 

in 1845. In 1880 the railroad reached the area, and in 1883 telegraph poles and lines 

were erected. By the late 1880s, the first school, a dry goods store, a pharmacy, and a 

domino parlor existed in the township of East. Today, the population is 36, 000, but East 

borders or is within 20 miles of cities with populations over 200,000. There are over 774 

businesses primarily located along two major highways. The median household income 

of $51,654 is above the state average. Fifty-six percent ofthe population is White, 24.8% 

African American, and 15.3% Hispanic. The minority population of East Elementary has 

grown by 10% each ofthe last four years. The campus population for the 2002-2003 

school year was 321 students. 

East Elementary is a low wealth or Chapter 42 school district according to TEA 

standards. TEA records reflect that over 39% ofthe East Elementary student population 

96 



is identified as economically disadvantaged (TEA, 2003). The teachers of East 

Elementary are experienced with 56% of them having more than 11 years of experience; 

howcNcr, 32% ha\'e from one to five years of experience. Four percent ofthe East 

Elementary teachers are Hispanic, 4% are African American, and 92% are White. 

Both East and West elementaries have high minority student populations. 

Although West Elementary is a wealthy school district due to the oil business centered 

there, the students themselves attending West Elementary are 67% of low socioeconomic 

strata. East Elementary has 39% low socioeconomic strata student population and is less 

w ealthy as a school district but is surrounded by a large metropolitan area which enables 

the town to hâ •e an above average median household income level. Both research sites 

have experienced teaching faculties. At both schools more than 55% ofthe teachers have 

been teaching more than 11 years. In conclusion, the school profiles provide some 

insight into the smdent, teacher, school, and community demographics. This information 

provides a frame of reference for understanding the context of where the teachers and 

principals participating in this study work on a daily basis. 

Research Questions 

One primary research question, "What was the process of cognitive changes that 

teachers experienced in order to teach a state mandated curriculum?", and four subsidiary 

questions guided this study. It was through the perspectives ofthe teachers and 

principals interviewed at the two research sites and the archival data analyzed that the 

researcher discovered answers to the research questions. 
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Primary Research Question 

What was the process of cognitive changes thai teachers experienced in order to teach a 

state mandated curriculum? 

School rcfonn is peiplexing for several reasons. First of all, the changes actually 

required for refomi to take place are difficult for many people. Numerous researchers 

ha\e documented this difficulty emphasizing the connection between conflict, stmggle, 

anxiety, complexity, and change (Fullan, 1999). 

• "Change is complicated because behefs, lifestyles, and behavior come into 

conflicf (Bogdan & Bilken, 1992, p. 200). 

• School improvement will require schools to change many pattems and 

practices" (Lezotte & Jocoby, 1992, p. 23). 

• "All change involves loss, anxiety, and stmggle" (Fullan, 1991, p. 31). 

• "It [change] is complex because it requires time and effort; it is a process 

of unlearning as much as leaming and is dependent upon changes in 

people's beliefs, attitudes, and behaviors" (Lezotte & Jacoby, 1992, p. 27). 

Considering the abundant change forces in education, Fullan (1999) wrote, "It is easy to 

experience overload, fragmentation and incoherence" (p. 27). Understanding the process 

of teachers-vital stake holders in school reform-changing their minds to adopt and teach 

a state mandated curriculum may lead to a greater understanding of how school refomis 

could be successfully implemented. To answer this primary question, the presentation 

and analysis of data are discussed next. 
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Acquire Knowledge 

Analyzing the TEKS 

The first theme that emerged from the data was the need for teachers to Acquire 

Knowledge about the slate mandated cun-iculum. One math teacher felt that moving 

from the Essential Elements to the TEKS was not difficult. She expressed this view by 

stating. "In math there is not that big of a difference except for adding in higher ordered 

thinking skills. The challenge was analyzing them and making sure that we didn't have 

any holes across our grade level" (02). Another teacher echoed this same thought by 

saying, "My first thought, for me personally, was that I was going to have to analyze 

them. I'd ha\e to find out what was different" (04). A kindergarten teacher first feh 

confiision, "The TEKS? What in the worid are they talking about?" (08). She said, 

"When we finally got the TEKS, when they put them in our hands, we thought, 'Well, 

we're doing this and this, and our job was to figure out when we were doing each TEK''' 

(08). She fiirther explained: 

We started breaking it [TEKS] down and looking at what we taught. After 
we got the big picture. Then, we went back and worked strictly with 
kindergarten. We tied in all the vocabulary. We looked at the big picture 
K-3 just for introduction, trying to see that they [TEKS] were introduced. We 
looked at all of that, and then we looked at those TEKS and tried to put them 
into all the units we taught. (08) 

Additionally, a colleague of hers said that she became familiar with the TEKS in the 

same way. "Well, I first of all looked to see how they translated to what we already had" 

(09). 

A teacher remembered when she first became aware ofthe TEKS by recalling: 

The whole grade level was new. I was oblivious. I was freaking out. I 
thought, 'Oh, my gosh!' I didn't know what fourth graders were supposed 
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to know so I studied the TEKS. That was my guide. That was my map. 
They just ga\'e me a bunch of textbooks. I thought, 'I'm not going to 
teach the textbook.' 1 was al work everyday until 8 o'clock, and then the 
next year it became so much easier." (10) 

A special education teacher described "really looking at them [TEKS]" because she was 

frying to compare w here her special education students fit in with their peers (12). 

Analyzation ofthe TEKS, the state mandated curriculum, also changed the ways 

teachers approached thinking about teaching. First grade teachers at West Elementary 

now teach reading strictly from literature rather than a traditional basal reader. A first 

grade teacher described this teaching practice: 

We are thinking first TEKS. You think TEKS first, and then you think 
how to teach, rather than thinking textbook first, and then does this textbook 
meet the needs ofthe TEKS. There is a reversal of what you think first. 
And, it was, at one point, 'Does this textbook meet our needs?' rather than 
'What are our needs?' And then, "Does this textbook take care of it?' (06) 

Standards, such as the TEKS, represent a base of knowledge and skills that all students 

are expected to master. By analyzing the TEKS and asking, "What are our [student] 

needs?" the first grade teachers were teaching from a TEKS-based focus. Another 

participant reflected similarly saying: 

It was hard, ft was very hard. I had those certain things that I thought 
needed to be taught, but really [according to the grade level TEKS] didn't 
need to be taught at that level. So, yeah, we each had our own curriculum 
that we thought needed to be taught. And it was a very sincere feeling, a 
feeling of this being important, and it needed to be done and done now. (06) 

As stated by another teacher, "The challenge was analyzing them [TEKS] and making 

sure that we didn't have any holes across our grade level" (04). 
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Seeing the Big Picture 

Teachers also acquired knowledge by working on TEKS vertical alignment teams 

both at their ow n campuses and at the district level. A teacher from East Elementary 

explained: 

It has only been the last two years. They pulled us together and each grade 
le\ el across the district. They had curriculum writing teams. One teacher 
from each grade level from each school across the district. Each one of us 
was supposed to have a specialty - science, math, reading, etc. Our job - it 
was o\ei-whelming at first. We said, 'Oh, my gosh,' but then we started breaking 
it down and looking at what we taught. So the seven of us had to come together 
and decide how are we going to take all of these TEKS and tie them back to what 
we were already teaching. 'Okay, well, when do you teach weather?' 'We teach 
weather e\eryday.' 'So, what do you teach in math and when to do you teach it?' 
So, instead of trying to reinvent the wheel we tried to tweak as much as we could 
into what we were already doing. It wasn't broken. We kept saying, 'We are 
doing a good job.' Everything we heard from the first grade teachers. They liked 
what we were doing. They said we were right on track compared to what they 
were getting from kids coming out of [larger district] and other districts. (08) 

When asked about talking to colleagues in other grade levels, the teacher responded: 

That is the first thing we did. We got together all of those teachers that 
were supposed to be there for math. We talked about vocabulary. 'What 
do we want these kids to know?' It interested me to know that the things 
that I was saying in kindergarten, they were teaching in high school. Then we 
looked at the big picture K-3 just for introduction - trying to see that they were 
introduced. Trying to introduce those TEKS two years before they were 
going to be assessed. Looking to see what we could help them with. Not 
trying to bring it down -just to do more, but to throw it out there to expose 
them. (08) 

This process was fiirther elaborated on by her principal: 

So it is like we have our own scope and sequence now. There are the TEKS 
you pull up, but you also have some that are added that probably came from 
other grade levels because they are back loaded, but let's take front loading. 
There are so many kids that bombed the eight grade social studies test. The 
reason is that teachers were just teaching their TEKS and the kids were being 
tested on so many more area. When you have so many kids that are transient, 
you don't know that they got Texas history. You don't know what they've 
had so you put it back in and not just teach your grade level TEKS. So we 
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back loaded and front loaded them and then we did six week objectives so 
you can co\ er all of them [TEKS] by the end ofthe year." (13) 

The principal further explained that high stakes TEKS, ones that had been previously 

tested on the TAKS assessments were moved down, front loaded, and introduced at least 

tw o years before the grade level in which they were eligible to be tested. Other TEKS 

were back loaded, reviewed and retaught in the grade level in which they were most 

likely to be tested according to past TAKS tests. 

A West Elementary teacher described the vertical alignment process in her 

district. They met in a large K-12 meeting. She reported working together, starting 

small, and discovering "what was what. Pretty soon we just kind of picked up and started 

off and when we got used to it, we thought, 'Yeh, we can do this,' and we picked up a 

little bit more" (04). One of her colleagues at West added that vertical alignment was 

important "so you kind of know where the kids are when you get them and where you are 

going to take them and leave them" (02). Another West Elementary teacher explained, 

"Of course, if you really get yourself aligned vertically, by the time they [students] get to 

that test, of that particular grade anyway, they are supposed to have had that skill. That is 

what is very important about being vertically aligned" (06). Still another teacher 

reflected, "I think they [TEKS] are usefiil for students. If it is all aligned appropriately. 

It is that vehicle to get these kids where we want them to be" (08). Yet another teacher 

participant added, "TEKS are usefiil to students because you move them up the ladder, 

and you can keep the skills aligned from grade level to grade level" (02). 

Another aspect of alignment that teachers mentioned was student motivation: 

The students could become easily frustrated except we start preparing 
them several years in advance. This helps kids that move from school 

102 



to school in our district. All third grade teachers are teaching this, this, this, 
and this. It doesn't matter how it is taught just that it is. (12) 

A teacher at West Elementary staled, "We have alignment. We've covered those 

gaps that we were worried about' (03). Another teacher felt that alignment was what 

made her interested in the TEKS. When asked what sparked her initial interest in using 

the TEKS she replied, "Probably that it was aligned. You would know from grade level 

to grade le\el what students should leam" (02). 

The curriculum alignment vertical teams seemed to provide teachers with a 

chance (a) to see the conceptual strand for their subject/grade level, (b) to be validated in 

much of their current teaching not only by their colleagues in other grades but also 

personally, and (c) to confirm the importance of each teacher's contribution for students' 

successfiil individual joumeys to graduation. The experienced East Elementary 

kindergarten teacher who had taught 27 years best summed this up by stating 

emphatically: 

It gave me the chills just thinking about that I was the first one to open up 
this world for a lot of these kids. It was really awesome to see the big picmre. 
I have never really seen it as long as I've taught. I've never seen from 
where I am to the high school. (08) 

Teachers at both elementary school sites had heard that they were already teaching such 

things as basic algebraic concepts in their classes, but until they met with teachers in the 

K-12 vertical teams, they didn't really understand the magnitude of algebraic conceptual 

knowledge and other concepts that they were teaching and building foundation for. The 

data revealed that participating in the vertical teams served teachers as an important 

source to gain knowledge about the state mandated curriculum. 
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Making Curriculum Connections 

Teachers at both of research sites mentioned working as a team as instmmental in 

acquiring knowledge. A West Elementary teacher explained, "Everyday in my grade 

lexel we share materials; we share ideas; we share kids. We do, you know, it does not 

bother us at all to say, 'What ai-e you doing right there because it looks good?' " (04). 

As mentioned previously, an East Elementary kindergarten teacher reported checking 

student progress with the next grade level. She said, "Everything we heard from the first 

grade teachers. They liked what we were doing. They said we were right on track" (08). 

At West Elementary, further evidence showing teachers working in teams to 

build their knowledge emerged when a second grade teacher told ofthe third grade 

teachers coming and telling her grade level, "You could really help us out if you could 

introduce this [concept]. No, it is not listed in your TEKS per se, but if you could do this 

for us it would really help us out" (04). The teacher then recalled doing the same thing 

with the first grade teachers. "We told first grade, 'You know this would really help us 

out. Just introduce it .. .to get that concept'" (04). 

A bilingual teacher at West Elementary also reported teachers working as teams at 

her school by saying, "I used real literature in my classroom with my kids, and I could 

see the results. I shared all these things with my colleagues, and they are having flin, and 

their smdents are leaming also" (03). Data revealed teachers actively helped each other 

scaffold student leaming and understand the connections between different grade level 

TEKS. A fourth grade teacher at West Elementary summarized the teachers' views of 

teamwork simply and concisely when she shared, "We help each other" (01). 
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Creating Professional Capacity 

Professional dexelopnient was the fourth theme that interview data revealed as 

helping in acquiring knowledge to teach the state mandated curriculum. Professional 

de\ elopment was provided by the districts, campuses, and the regional service centers 

and also acquired through individualized, personal study. A fifth grade teacher at West 

Elementary said, "We have several district K-12 math team meetings during the year. 

Some are half day; some have been full day; and some are after school" (02). A fourth 

grade teacher gave credit for professional development to her principal, "I had a really 

good principal that taught me so much about curriculum. She had so much faith in me" 

(10). Others gave credit to their principal for staff development by adding, "You know 

we were always encouraged. They were aware [ofthe TEKS]. They were always really 

good about sending us to workshops at the service center to leam more about them 

[TEKS]" (01). 

An East Elementary teacher credited her peers, "A lot of our teachers do the staff 

development. Sometimes, I think it is more beneficial to leam from someone you know 

than someone you don't. They understand" (10). Other teachers confirmed the 

importance of their peers being involved in the professional development. "The district 

vertical teams for curriculum writing really helped. They let us have a lot of input, and, I 

think, when teachers have more input -guided input from someone else [teacher 

facilitators], they take ownership of i f (10). 

Several teachers commented on letting go of favorite units in order to teach all the 

necessary parts ofthe mandated curriculum. The realization ofthe need to do this often 

came from individualized study. A first grade teacher shared: 
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Well, for me, I read a lot of professional material. I would also hang out in 
teacher chat rooms and eavesdrop. Anybody who does that - has time to 
respond w ith ideas, I think, has to be an exceptional teacher. One teacher 
finally said it Tor me, 'Some units do not have any academic value.' I 
thought, 'Oh, my goodness. That's me!' So it was through professional 
development and searching on my own. A quest for leaming. Constanfly 
e\olving. 1 still have 'Ah, ha moments.' (03) 

She further explained. "For me, it was throwing out those units that were "cutzie," if you 

will, those units that weren't going anywhere. And although I still do some fun units, I 

look at my TEKS first and ask, 'What value is this going to have for my children 

academically?' " (03). An East Elementary teacher reflected similarly saying, "The "foo 

foo" stuff is out the window. You have to get rid of some of it" (11). Additionally, the 

West Elementary principal attributed some of his school's success on the state 

assessments to teachers taking the TEKS, deciding what was expected, and determining 

with coworkers how to cover all of their grade level TEKS. 

In summary, building capacity through professional development whether 

instigated on a district, campus, or individual level helped teachers acquire the knowledge 

base to enable them to make the necessary cognitive changes to teach a state mandated 

curriculum. 

Focusing on the Data 

Schools are currently operating in a climate of accountability, hi Texas, 

Academic Excellence Indicator (AEIS) reports, listing school and district ratings on state 

assessments along with other data, are provided to each school district yearly. The 

districts are then required to have public meetings to disseminate the information to their 

community (TEA, 2003). As such, the school sites interviewed are becoming more 
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proficient in using data to drive their academic decisions. Focusing on the Data emerged 

as the fifth theme that helped teachers acquire knowledge to enable them to make 

cogniti\'e changes in order to teach the TEKS, the state mandated cumculum. 

A West Elementary teacher explained how her grade level used data: 

We plan \ery carefully. We plan, plan, plan, plan, plan. We took all ofthe 
TEKS and we divided them up with what's best for our kids for each six 
w eeks. I have a classroom checklist so I can monitor the whole [class] and 
plan for w hole class instruction. And then we have a benchmark test, ft is 
\ery specific so we know exactly what we are working on. And I will tell 
you that we made this second grade test from a third grade TAAS test so it 
is not easy, ft is not easy. We give a weekly test also, and then we have 
tutorials. We keep a checklist, and daily we know where our kids are, and 
what they need, and where the weaknesses are so that we can start at the 
\'ery begirming ofthe year not only in the classroom, but also with parents 
so that we can say where they are, and what we have to do to master the 
TEKS. (04) 

A colleague of hers added: 

We would test, and then if children did not pass an objective we had a 
working recess time. If kids were doing okay, then they went out and 
played, and if they weren't, we grouped them by [TAKS] objective. We 
were all teaching different objectives and really trying to make sure that 
they understood those things that they weren't successfiil in. (05) 

An East Elementary fourth grade teacher explained how she used benchmark data 

in her classroom: 

I'm real competitive. I know the first year we had benchmarks I got my 
scores back and I was devastated. I thought, 'Oh, my gosh. These kids 
are so low! What am I going to do?' so I made a gains chart and, you 
know, said how much I think this child can go up by the next benchmark. 
I would make a goal for myself, and when I reached it I just kept setting 
my goals higher and higher each time I reached it. (10) 

Her principal gave the example ofthe school using reading inventories to have data to 

place students in guided reading groups which were flexible, changing each six weeks 
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according lo student progress. 1 eachers at West Elementary used the Texas Primary 

Reading ln\ entory (TPRl) to group children in reading groups and also to talk to parents. 

A second grade teacher explained, "We call parents to come in [and we tell them], 'This 

is how the results came out, and this is where we are going. This is the bottom line.' 

We've got \olunteers to work with the kids in whatever instructional ways we need them 

to be worked with" (04). Data such as guided reading mnning records were used at East 

Elementary to present a clear picture for parents of their child's reading skills. The 

principal said, "That is the only way I know to let the parents know where their child is 

on reading. In our school, first grade needs to be on a level 18, second grade on a level 

22" (13). The East Elementary principal reported that as teachers gathered student 

performance data on classroom tests and inventories, district benchmarks, and state 

assessments, they changed their teaching ofthe state mandated curriculum to "Teach the 

way you test. Test the way you teach" (13). 

There was consistent evidence from the data that the teachers in this study 

believed Acquiring Knowledge was the first step in the process of cognitive changes that 

they experienced when changing their minds to teach the state mandated curriculum. The 

interview data showed that teachers first analyzed the TEKS and then worked on 

alignment with vertical teams and their building colleagues. They took part in 

professional development to build capacity and used data driven decision making to 

fiarther not only their knowledge but also that ofthe parents of their students. 
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Experience Success 

Data analysis revealed Experiencing Success as the second theme in the process 

of cognitn e changes teachers experienced order to teach a state mandated curriculum. 

TAAS Accountability 

The West Elementary principal recalled that there was success very quickly with 

the fourth and fifth grade. He said that he did not have to convince that group of teachers 

because they understood the TEKS and how to teach them effectively for the students to 

achie\'e success on the TAKS assessments. The primary grades ofthe school soon were 

equally as successful, and the school has maintained an Exemplary rating for two years 

(06). 

Additional evidence of success was reported by a second grade teacher at East 

Elementary: 

I think seeing the success that the third graders had when they have taken 
the test helped to reinforce what we are doing. After the scores 
[TASS] came in. We had tutored some third graders. We taught 
most of them the year before. So we are asking, 'Okay, how did this kid 
do? How did that kid do?' So, it [success] really reinforced what we are 
doing. (09) 

An East Elementary third grade teacher who has taught in three different districts 

confirmed the importance of success in her cognitive change, "I've just seen success. 

This is the first district that I have been in that solely relies on the TEKS, and across the 

board, we have a high rate of success. Of course, we still have students who stmggle, but 

there is a high rate of success" (12). Interview data revealed student and school success 

on the state assessments as confirming changes in curriculum and teaching strategies. 
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Teachers and their principals seemed to think that experiencing success made their 

cognitiN'c changes to teach the state mandated curriculum easier. 

Acquire More Know ledge 

The e\ idence from this study showed that once teachers experienced success they 

set about acquiring more knowledge and skills in order to have more success. "When 

the)' saw the first real success, when they did very well on the scores, then I think that 

made them exen more interested in the TEKS. ft was a positive experience that said, 

'Hey, this works!' "(06). When asked, "What influenced the changes in how you 

thought about the state mandated curriculum?" the West Elementary principal answered: 

The success and the accountability. I think it is the success, and it has 
become a thought process now. 'We have been successful. What do we 
haN'c to do to continue being successfiil?' It [success] feels very good, and 
there is starting to be a culture about the school of not just passing it 
[TAKS test] but going to the next level. (06) 
An East elementary second grade teacher, who claimed to be particularly adverse 

to change, said that changing to teach reading in a more standards-based manner garnered 

results with her students and gave her stamp of approval by saying, "I like it" (14). 

Another teacher stated, "I think it [teaching the TEKS] has become a positive thing. I 

think we didn't realize it until we had seen success, and I think it is because of that-of all 

of us working together. But I am not so sure that we realized that in the beginning" (05). 

The West Elementary fourth grade writing teacher said that the TAKS test was 

her motivation. She explained, "I want to be successful, and I want my kids to be 

successful for themselves. If below us [the grade levels] they are feeling success, as the 

test gets harder at the exit level they have that confidence behind them" (01). When 
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asked lo elaborate further she added, "The bottom line is we all see kids being successfiil 

and that we want these kids to be successful" (01). When asked what influenced the 

changes in how she thought about the TEKS, an East Elementary second grade teacher 

replied. "Basically the success I saw with the students" (09). Later, in the focus group at 

East Elementary, success was personalized. "Until you see it yourself You can see it in a 

workshop, ^'ou can have some big guru come in and tell you, but until you see it with 

your own e)'es, you don't believe it" (14). 

Knowledge-Success Cycle 

Additional e\ idence reported by both teachers and principals in interviews 

showed educators in this study in an "Acquire Knowledge-Experience Success" cycle of 

acquiring more knowledge in order to keep being successful with increasingly diverse 

populations and tougher accountability measures. The teachers kept seeking out 

knowledge, and as they experienced success, they shared results with their colleagues. 

The principal at East Elementary shared, "Each year we change our thinking somewhat" 

(13). She gave an example of trying new teaching assignments. One year when classes 

were grouped by TAKS objective for remediation or reteach as it is called at East 

Elementary, the teachers worked with the on-level students and the aides worked with 

small groups that needed remediation. These groups changed each six weeks as students 

progressed in their leaming. After evaluating their staffing and skills for the reteach time, 

the faculty and principal came to the conclusion that the certified teachers should be 

teaching the lower level students as they had more training and skills (13). The principal 

also had conversations with her staff about what needed to be changed to ensure sttident 
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success. Then they looked at how to change instruction. The point was made that "If 

you are doing the same things over and over again, you are not making progress" (13). 

There was further evidence of teachers seeking out more knowledge and using a 

TEKS-based teaching focus. A fourth grade West Elementary teacher said, "If I were 

still using the textbook, I know for a fact that my students would not be successful. I 

don't think the textbook is as hard as it needs to be. I don't think it is as interesting" (01). 

A colleague of hers added in answer to the question, "What might have happened if you 

hadn't changed how or what you teach?" "Our school probably wouldn't be as 

successful" (02). Teachers at East Elementary talked about not allowing any students to 

stay in a hovering pattem. 

A first grade teacher at East Elementary talked ofthe benefit of new teaching 

strategies in "Taking the children further. Teaching higher level thinking skills. Not 

smnting their leaming. Continuing to push them" (11). A third grade teacher at West 

Elementary found planning and organization enhanced her utilization ofthe TEKS. "I 

think planning your curriculum. I think looking at your TEKS and writing them down. 

But that's the kind of person I am. I have to see it. Getting more organized. There are so 

many [TEKS], but so many of them go together really well" (05). 

Responses expressed by teachers showed that they did not feel that they would 

ever completely stop leaming the state mandated curriculum. An East Elementary fourth 

grade teacher shared, "I think you never really know them [TEKS] all the way" (10). 
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Acknowledge Paradigm Shift 

Teachers and the schools in this study had experienced success on the state 

assessments as the testing standards were progressively raised and the tests became more 

difficult. The 2002-2003 TAKS test was the first year that the state claimed complete 

alignment between the state mandated curriculum and the state mandated assessments. 

The school sites invohed in this study were selected because they had reached the 

Exemplary standard for two years in the testing cycles of 2001-2002 and 2002-2003. As 

mentioned previously, the research study had to be expanded outward from the originally 

projected West Texas regional service centers in order to find sites that met the criteria of 

(1) meeting the Exemplary standard on the AEIS for the past two year, 2001-2002 and 

2002-2003; (2) having 35% or more low socioeconomic strata students; and (3) having a 

35% or more combined minority student population. 

Two-year Time Frame 

The evidence both from interviews and from analysis of archival documents 

confirmed that the teachers at these school sites had changed to a TEKS-based focus. 

The archival data, particularly lesson plans and benchmark assessments, and the 

accountability success on AEIS reports showed that the teachers were teaching from a 

TEKS-based focus; however, teachers did not acknowledge a paradigm shift until the 

second year. When asked questions such as, "Did you realize that you had changed your 

mind when you started teaching the TEKS?" or "How long did it take to change from 

teaching the textbook to teaching from the TEKS?" two years was the most frequent 

answer. 
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• "Oh, it took me a while, I'd say, well, since I have worked on this curriculum 

w riling team the last two summers I have really bought into that." (08) 

• "It took iM'o years for everybody to know what they are doing." (10) 

• "It took me about two years to change to a TEKS-based focus." (03) 

• It just came to me this year. This is my second year in a grade level. 
When 1 taught in [another district] I wasn't able to fully expand and grow 
after teaching it one year. This is my year where I can expand on it and 
improve. The more experience you have in a grade level, the more 
experience you ha\'e with the TEKS, the more you are able to bring it into 
the classroom and expand upon it. Two years. That first year is basically 
survix ing. 1 feel so much more at ease this year and I feel that I can be more 
creative. (12) 

• "I think it personally took me possibly two years at least. Two years working on it 

and reviewing." (04) 

Acknowledging a paradigm shift to teach a state mandated standards based 

curriculum was not seen as a quick process for any ofthe participants in this study. One 

teacher reported that it took her four years to change to a TEKS-based focus (05). 

Changing was viewed as an evolving process rather than an event. One East Elementary 

teacher reflected, "It has been a work in progress. It has taken a year and it is still 

continuous. We are still working to revise and get everything in. Time and frustration 

was a huge factor" (11). Another teacher also described a process viewpoint, "WeU, we 

have started settling in. Now I feel like we are going in and kind of taking the changes 

we've made and the things we need to teach and making them better," (05). Her fourth 

grade colleague also described continuous change by saying, "Every year you change 

something to do better" (01). A second grade teacher who described herself as a person 

reluctant to change said, "I didn't really realize that I had [changed]. I'm one of those 
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that kind of go with the flow. You tell me what to do and I will do it. ft's like an 

ongoing process. Em not through yet" (09). 

A focus group at East Elementary agreed that it took a long time to make the 

change. The first year was spent analyzing the new state standards and discovering the 

difference in what teachers used to teach and the new state mandated curriculum. 

Teachers looked for gaps in their new curriculum. By the second year, the teachers 

acknowledged a paradigm shift and felt that they had changed their teaching. They also 

felt more comfortable with what they were teaching in their classrooms on a daily basis 

(14). An experienced kindergarten teacher at East Elementary reflected further on the 

two-year time frame. She added to the conversation: 

I think it was more of I knew why I was teaching it. Sometimes we teach 
things and we really don't realize the importance of it. You are teaching all 
of these things, and you don't reahze it until someone says, 'When are you 
teaching this?' And ft's really neat. You might be teaching one lesson and 
teaching the TEKS, and you don't even realize it until you sit down and break 
it down and look at it. That was more of an eye opener for me. (08) 

Her colleague in the third grade stated emphatically, "You have to make a change. If you 

fight it your smdents aren't going to grow, and you are not going to grow as a teacher. 

So basically, you have to have the mindset that 'Change is good' "(12). 

Behef in TEKS 

There is consistent evidence from the data that teachers and their principals 

believed teaching from a TEKS-based focus was important both for student academic 

progress and for student success on state assessments. "If you come to the realization, if 
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you finall) conclude that for us to be successful and pass the TAKS, if the TAKS is 

11-KS based, then you Inn e lo leach the TEKS, That is the line of thought" (06). 

A teacher explained that in her opinion leaching from the textbook was no challenge. It 

w as too low, and she and her students w ere bored (01). Even the East Elementary teacher 

who labeled herself as a reluclant to change person said she and her peers considered 

TEKS-based teaching as the besl approach to teaching. She added that in the eady years 

of her teaching no one would ha\ e said that because "everyone wanted to do their own 

thing" (09). .Another teacher said. "We are really focused in that direction [TEKS-based 

teaching], and we help each other' (01). Yet, another teacher said, "Knowing what's 

ahead of us, 1 would sa) the)' [her peers] agree that they [TEKS] are important," (12). 

The East Elementary fourth grade teacher added, "ft's pretty much the Bible and 

we just do it. A West Elementary teacher echoed this theme: 

We'\ e just accepted that this is part ofthe game. There is not much 
discussion of that. Let's take ft and mn. We do discuss the TEKS, but we 
dont question them. 'It's part ofthe game. Let's get ft done.' And then 
when we plan, we have the TEKS right there with us. (04) 

The West Elementary fourth grade writing teacher expressed a belief in the state 

mandated curriculum, the Texas Essential Knowledge and Skills, most convincingly. She 

said: 

No one made me put it [TEKS] in my lesson plans. I believe in what they 
are, 1 guess, is the best way to put it. I think we teach good skills. When I 
look at the TEKS writing skills, yes, some of them are hard, and some of 
them don't click with my fourth graders until semester, but it is what they 
need to know in life. And that's what I teach them too, 'You will not just use 
this this year. This goes with you.' (01) 

Even though she expressed a belief that teaching the state mandated cuniculum 
was beneficial for students, the East Elementary kindergarten teacher who was well 
respected by her peers, felt it important to add the following caveat: 
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I t in they 1 f.KS] arc useful foi .sUulent.s if it is all aligned property, ft 

'̂ 1 ? d " V 7 ' ' r " ' " ^ ^^'"" ^̂ " ̂ ^̂ "̂ ' "^-^ «̂ ̂ e an^ like I'aid 
.arlKr.h only thing I am really worried about is they need to go back and 
clK. k Is th.ii 11-K age appropnate for the children al each level?' (08) 

Subsidiar) Research Question 1 

Dul teacher., pcrccnc a change in their own mental models when they started teaching 

the suae mandated curriculum.' 

Paradigm Shift 

When teachers in this study w ere asked to name the steps they or possibly a 

colleague went through to change in order to teach the TEKS only one teacher named as 

the first step ""Make a mental change." Other teachers spoke ofthe following: "Evaluate 

curriculum used to see what TEKS were being taught," "Find out more," "Let go of 

'cutzie' lessons with no academic value," "Become informed," "One on one, when the 

chance comes, get aw ay from the textbook and teach what works for TEKS," 

"Understand guidelines expected," "Evaluate what we are already doing," "Make a plan 

to implement the TEKS," and "Leam the TEKS, become familiar with each area." 

Senge et al. (2000) write, "In any new experience, most people are drawn to take 

in and remember only the infomiation that reinforces their existing mental models. 

Mental models thus limit people's ability to change" (p. 67). Senge et al. (2000) submft 

that changing mental models requires (1) "reflection (slowing down our thinking 

processes to become aware of how we fonn our mental models)" and (2) "inquiry 

(holding conversations where we openly share views and develop knowledge about each 
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other's assumptions" (p, 68). Schein (1996) also emphasizes the importance of inquiry 

with others in the process of cognitix e changes. 

As discussed m the pre\ lous section, the teachers in this study felt that it was two 

)ears before the) had changed and acknow ledged a paradigm shift. The stages they 

inmied as the first step to changing to leach the TEKS showed a search for knowledge as 

they compared. anaKzed, and e\aluatcd the stale mandated curriculum and what they 

w ere currently teaching, 

TEKS-Based Teaching Focus 

The archi\al documents, both teacher made and district produced along with state 

.AEIS reports, confimied that the teachers had changed to a TEKS-based teaching focus. 

Lesson plans listed Texas Essential Knowledge and Skills' student expectations that were 

taught in each lesson. The lesson plans often showed integration of several TEKS from 

different subject areas taught in one lesson. This data revealed an advanced knowledge 

ofthe TEKS in order to be able to combine many student expectations into one lesson. 

Teachers were using benchmark tests specifically dealing with mastery of TEKS 

sttident expectations and TAKS objectives. Data revealed that grade levels were using 

checklists for skills during each six week grading period. There was evidence of higher 

order thinking skills addressed in both lessons and tests. West Elementary teachers used 

a district curriculum organizer that recorded checks on TEKS' student expectations, 

Texas Assessment of Knowledge and Skills' objectives, horizontal and vertical 

ahgmnent, and Bloom's Taxonomy of Leaming with emphasis on higher order thinking 
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skills, l-'^'l^'^^n'^-ntary used digital methods of aligning their curriculum, benchmarks, 

;ind sequences Toi each six weeks. 

The success on stale Al IS reports also revealed a TEKS-based focus as the 

majonl) of schools in the regional ser\ ice ecnler did not show the rate of success with 

iradilionall) hard lo leach sludenls as the reseaich sites had produced. The archival data 

re\ealed evidence of a change in teachers' teaching, yet the teachers acknowledged a 

paradigm shift onh' after tw o > ears of first working on leaching the TEKS. hi answer to 

the research question. "Did teachers perceive a change in their own mental models when 

the) started teaching the slate mandated curriculum?", the evidence from the data reveals 

that the teachers did not percei\ e a change in their own mental models when they started 

teaching the TEKS e\ en though archival evidence used for triangulation definitely 

show ed a change in their teaching in the first year. 

Subsidiary Research Question 2 

Did valuing social justice in K-12 schools influence cognitive changes made to teach the 

state mandated curriculum':' 

Culture of School 

The pnncipal of West Elementary believed that the culttire ofthe school set the 

stage for all of his students to excel. He explained: 

Speaking administratively, you have to set the culture first, ft has to 
become something m the way you model and you do. ft is a part of your 
everyday habits as much as anything. The first thing is going to be one of 
helpTng of collegiality - one of 'all of us are m this together. mean, those 
a r e S n g s that you camiot give up on. You can be extremely demanding 
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and ncN er sas the word 'demanding,' ^'ou can have high expectations and 
never u.se the words 'high expectations.' Come in and say, 'Every child can 
learn. 1 hat s eas) and an)iine can do il, but until il becomes the very 
cullurc ot the building [it will not happen]. I really think before you get to 
that 90-100"., in ain thing )ou ha\e to be colorblind. I am taking it that 
all educators are colorblind because that is the only way we have ever 
operated. (00) 

An East Elcmcntar) teacher expressed a belief in the importance ofthe whole school 

culture to teach students successtiiUy at her school by saying: 

If w e ha\ e low SliS and minority kids in our system that have been here at 
least two )ears. the) may come in the first year and stmggle because they 
have not been exposed to what our kids have been exposed to since 
kindergarten. .After the) ha\ e been here for at least one year, the 
knowledge the) have gained in one year and other remediation they 
have gained along w ith that, it pulls them up. (12) 

It w as e\ ident from the voices ofthe study participants that the whole school culture of 

success made a difference not only for the total school but for individual students within 

the schools. 

High Expectations for All 

Teachers and principals alike at both sttidy sites expressed the behef that all 

sttidents, in-egardless of income level or ethnicity, were held accountable to the same 

high standards. A special education teacher said: 

I don't see my children as being from a low income family or free and 
reduced lunch or black or white. They just come as kids. I don't look at 
their skin color. I expect them all to do well. I tell my special educafion 
students, 'You are coming into my classroom. I expect you to do well.' (12) 

The principal agreed, "As an educator, I have always felt like we are colorblind and we 

don't see color m the classroom. That is never even a consideration. I really beheve we 
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are colorblind in the classroom I believe ilv,t ,M, . r.i 
Ml. 1 (KiK\ L thai one ofthe reasons for success here is the 

Tact that we are a colorblind eommunily" (Oo). A West lilementary fourth grade writing 

teacher shared. "When 1 look al ms really, really lower kids I expect them to do what 

evcNone else in the classroom is domg. We may have lo use a simpler vocabulary, but 

the Teehngs and emotions [of writing] slill come in," (01) A bilingual teacher 

personah/ed the source tor her high expectations by sharing her own story of enrolling in 

school coming from a Spanish speaking home and the difficulties that were inherent in 

her schooling. She emphalicalK stated, "1 know the importance of a good, sound 

education for ihem [English as a second language (ESL) students]" (03). Teachers also 

taught students to ha\e high expectations for themselves. "So, the kids have to strive for 

more too. They ha\e to work harder themselves, but we have also taught them that we 

have high expectations for them" (09). 

The high expectations for all students in the classroom, school, and community 

were also part of extracurricular activities. Teachers and principals spoke of academic 

Uni\ersit) Interscholastic League teams that consisted of 50% or more minority students. 

Another component found in the data that helped all students be successful was quality 

teachers. 

Quality Teachers 

The West Elementary principal stated, "You will have success if you have quahty 

teachers" (06). He attributed much of his school's success with all students to quality 

teachers. For example, one of his teachers had a policy of instilling confidence and tmst 

in her classes in the following way. "I tell them that I promise they will be ready if they 
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w ill hold my hand, and we work together" (04). field notes from the teacher interviews 

at West I'lemenlar) documented two times that teachers broke into tears when describing 

what wonderful, talented teachers the) w ere pri\ ileged to work with there. Teachers 

spoke of gi\ mg students "w hatc\ cr they nci:d" (04), tailoring their teaching "with what 

you know in your heart is the right thing to do and [knowing] it changes every year with 

dilTercnt kids" (OS), and expressing a belief that they have "to work more on students' 

weak areas in small groups" (05). When queslioned about the difficulty of finding time 

to do this for studenls. a West Elementary third grade teacher stated with conviction, 

"You have to find the time [participant emphasis]. There is no way around i f (05). 

DilTerentiated Strategies 

Teachers at both study sites used a variety of teaching strategies to teach their 

smdents, A fourth grade East Elementary teacher told of pulling from all the resources 

that she had and using different activities to address to different leaming styles: 

WTiat I try to do each day is have one activity that caters to each leaming 
style, A lot of my kids were stmggling so I thought, 'How can I help this 
child''' I looked over the leaming styles and thought about ft, and I thought, 
'Well this child likes music so I am going to put something to a rap or chant 
for this child ' Then I would put it on the net television. Make visuals for 
the visual learner. We'd talk ft out. I'd put ft on the overhead. We'd have a 
game for the tactile learners and then finally put it on paper. (10) 

A second grade West Elementary teacher spoke of trying different strategies and even 

"different messengers" to help students: 

A specific example would be, I've had a child that I thought, 'I'm not getting 
across whaHne^d to be getting across.' So I grabbed another co-worker and 
T t n e f We t " e^eryt^^^ we can think of to get the point across to that 
Md because s l e t imes ft may be just the way I am approaching it, and 
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the\ need another messeii'-er Anil .̂̂ . .;r: n 
tnnsliiedinSnm,.i, -7'•^•^^•^''•^'''"y, some oTmy kids need ft 
ii.iiibi.ucu in >panis 1 sî  the\ uni i-ict'in<i ii u.,n ii •'> 

I '"c) uiukisidiid It better than I'm explaining it. (04) 

Another teacher spoke of conlnuiing w nting the cumculum for her class "according to 

what's going on and what kinds of children you have and their needs" (05). She then 

added that working with students one on one, calling them up, and pulling other students 

to work with them helped to accelerate their leaming. She also shared, "That's what you 

haN c to do to rcmed.aie to get these underachieving kids up where they need to be" (05). 

She concluded with a siatement, " fhere are just not enough hours in the day" (05). 

Another teacher from East Elementary explained that trying to select which different 

strategy to use to teach the TEKS was hard. She shared, "We use what we did [before 
TEKS], but we go further" (11). 

Team Work 

Teachers' dependence on their colleagues increased also. It was no longer 

beneficial to be a solitary worker, to go into their rooms, shut the door and teach what 

the) wanted to teach (13). As discussed previously, teachers at these two study sites 

depended on each grade level/subject area to teach their TEKS and also to introduce 

concepts in lower grades before they were actually assessed on the state assessments. 

Teachers depended on their peers to share strategies that worked with students. Teachers 

also valued other teachers stepping into their classrooms and being "a different 

messenger" in order to clarify a concept for a student who was not successfufty leaming 

it (04). 
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A West flemcntarN leacher attnbuled their school's success lo teamwork, "ft's 

not jusl one teacher doing one thing. We are all doing if (11). She went on to say, "We 

have some great teachers in this building. We really have the kids at heart here" (11). 

"HaMiig Ihe kids at heart" was the feeling that two different West Elementary teachers 

expressed as being \ cry imporlanl Tor the success of their school. As discussed 

previousl). field notes documented two teachers breaking into tears when describing their 

fellow teachers and the care and dedication Ihey exhibited everyday when working with 

students and their colleagues. Data revealed that teachers valued their colleagues and 

relied on their professional expertise. 

Subsidiary Research Question 3 

]M)ai factors were instrumental in accelerating the cognitive changes made to teach a 

state mandated curriculum? 

Fi\'e accelerating factors for cognitive change to teach a state mandated 

curriculum, henceforth referred to as celerity factors, emerged from the data. They are 

knowledge, teacher efficacy, accountability, leadership, and collegiality. A discussion of 

the data supporting each of these themes follows. 

Knowledge 

As discussed previously. Acquiring Knowledge was the first step teacher 

participants undertook in the process of changing their minds. When asked, "What 

factors accelerated your cognitive changes to teach the TEKS?" knowledge emerged as 

one of five celerity factors. Teachers analyzed the TEKS, participated in vertical 
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alignment to see the big picture, worked as a team to make curriculum connections, 

presented or p.irtieipaled m proiessional developmenl about the TEKS lo build teaching 

capact). and used data dm en decision making to increase their knowledge about the 

TEKS. A detailed explanation of each of these strategies used to augment teacher 

knowledge can be found in the Primary Research Question section of this chapter. 

Teacher FlTicacy 

The second celcrit) factor w as teacher efficacy. Two related sub themes revealed 

during open coding of the data contributed to teacher efficacy: professional efficacy and 

a sense of mission. 

Professional Expertise 

Teachers in these two sites spoke of wanting to do their jobs well. "That's my 

job and I'm going to lake it serious for my kids' sake. That's my job, and I want them to 

be successful. I try to do whatever it takes to help them to be [successful]" (01). Another 

of her peers said once she understood the TEKS, she realized that she had no time for 

lessons with no academic value, "For me it was throwing out those unfts that were 

'cutzie,' if you w ill, those units that weren't going anywhere" (03). This teacher had 

used individual study to further her understanding of what teaching in a standards-based 

environment meant and then used her professional judgment to eliminate "cutzie units" 

from her classroom curriculum. 

A teacher at East Elementary credited her school's wholehearted reliance on the 

TEKS and the district's scope and sequence as making it easier for individual teachers in 
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the school to say, "Tins is my job. This is what I have to do" (12). She added that she 

and all of her colleagues Tell responsible Tor the students' success at her campus. A 

fourth grade West Elcmcntar) w riling teacher also described this feeling of professional 

responsibility, "My colleagues do take their job seriously" (01). A West Elementary 

second grade teacher spoke of going lo get all the resources she needed to help her be 

successful in her job whether that w as a coworker who could speak Spanish or materials 

to use with students in the classroom (04). 

Teachers spent lime e\ aluating and planning their lessons so students would move 

ahead academically. If lessons did not have academic value or did not produce student 

leaming and success, the) were dropped from the classroom curriculum and new lessons 

w ere planned. 

.Another aspect of professional efficacy that the data analysis revealed was the 

teachers' cognizance ofthe expectations of TEA. An East Elementary second grade 

teacher stated, "We just say they [the TEKS] are there and we have to do them" (09). 

This concept was further elaborated on by a West Elementary teacher, "I guess the state 

putting it out there for us. I guess it is pride. You want to do what's right. I guess, if 

they [the state] tell me I need to do that [teach the state mandated curriculum] then I'm 

gomg to do my best to get it done" (05). Seemingly, accepting that teaching the state 

mandated curriculum was part of their professional responsibilities as teachers in the state 

of Texas helped accelerate these teachers' cognitive changes to teach the TEKS. 

The celerity factor, teacher efficacy, was fiirther elaborated on by the West 

Elementary principal: 

What I see from my viewpoint is the tremendous imier drive. I see in staff 
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the w ant lo. 1 pki) such a small part in this. It is amazing what they do 
just because they know it's what needs to be done. 1 think a lot of this co 
from inner drn e, 1 see a work ethic, 1 get excited when I see it. (06, 07) 

comes 

Sense of Mission 

The second component oT the celenty Taclor oT teacher efficacy that emerged from 

the data w as a sense of mission. Teachers wanted to do "whatever it takes" (04) to ensure 

student learning, and they w anted to do this because they cared about their students and 

thought it w as the right thing lo do. "One ofthe things that helped us [was] that we could 

do belter by kids - a sense of mission" (03, 07). You have a "sense of responsibility to 

the students" (03). .Another teacher added: 

1 put it on a personal level from having kids of my own. I think, 'How would 
I want ni) kids to be taught and to be prepared for the next grade level?' And 
then there are mommies and daddies and grandmothers and aunts and 
uncles that want these kids prepared so I just take ft [teaching students] as 
such a personal, sentimental issue. I get attached to them, and I think, 'I'm 
going to do my best to get them ready.' (04) 

A West Elementary colleague of hers said, "We have some ofthe most dedicated 

teachers. We have some dedicated teachers, but ft's more than a job. We've been around 

a long time [participant emphasis]. We are really family. You just see so many people 

going the extra mile" (03). When asked the question, "What one thing sparked your 

initial interest in using the TEKS?", that same teacher answered, "ft would benefit the 

Sttident. That it was the best thing for the student" (03). Other teachers made such 

comments as, "You have to come up with what you know in your heart is the right thing 

to do. We want the best for our kids" (08). "Everyone is striving in the right direction to 

get the kids where they need to be. We really have the kids at heart here, ft goes back to 

my philosophy of believing you teach children where they are. You don't hold them 
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back. You keep pushing. Keep taking them forwards" (11). And "I am concemed about 

taking them one step higher so ihey w ill be betlcr prepared for next year" (10). The 

prc\ ious quotes re\eal a sense of mission, oTlrying to make sure students leam the 

knowledge and skills that they needed lo learn in order to succeed not only in school but 

also in life. 

•AccountabililN' 

.Accountability was the third celerity factor that helped teachers cognitively 

change to teach the state mandated curriculum. A fourth grade writing teacher succinctly 

made the point for accountability when she responded to the question, "What one thing 

sparked your initial interest in using the TEKS?", with two words - stated emphatically, 

'T/ie test!" (01). Ha\ing state assessments and school and district AEIS reports helped 

teachers belie\e that they needed to teach the state mandated cuniculum if they wanted 

their smdents to do well on the assessments. A first grade bilingual teacher reported, 

"Accountabilitx, We, as teachers, are going to be held accountable, ft's just high stakes. 

The pressure of it. If they don't pass it [TAKS test] in the third grade they wift fail" (03). 

The West principal confirmed this feeling by saying, "You live each year going, 'How 

well are my kids going to do on it [TAKS test]?' " (06). The data revealed that teachers 

at both sites named accountability as an important celerity factor for their cognitive 

change to teach the TEKS. 
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Leadership 

Another celcrit) factor for teachers' cognitive change to teach a state mandated 

cumculum that emerged from the data was leadership. Data revealed that teachers 

attributed leadership fiom campus principals and district superintendents, along with 

cumculum directors, as accelerating their cognitive change. A kindergarten teacher from 

East Elcmcntar) stated. "It still takes a good principal as the leader to get you to where 

you want to go. She has to ha\ e the \ ision of where you are going. Your principal has to 

ha\ e the vision to lake you from Point A to Point B, and the teachers have to buy into 

that. If they don't, )ou won't have any change" (08). Additional evidence reported by 

her colleague follow s, "She w as always available. She met with us in team meetings. 

She helped us know how to incorporate it all together. She did a lot to help us. Give us 

ideas, bu)' us supplemental materials. We wrote grants to get materials" (11). 

When asked the question, "Did any person, group, event, or thing cause you to 

change and teach from a TEKS based focus?", teachers repeatedly responded that their 

administrators were a major influence: "my district leadership" (11); "[the] principal was 

mterested in bringing you along" (10); "[the] principal" (09); "I think that it is your 

leadership saying, 'Here it is. Here is what you need to be doing and just keeping you 

aware' " (01); and "Our superintendent caused me to change and teach from a TEKS 

based focus" (02). A third grade West Elementary teacher attributed her personal change 

to a TEKS-based teaching focus to the leadership from both her previous principal and 

the superintendent stating, "Our principal really worked with us." Her superintendent 

was described in the following mamier, "He always talks about the TEKS, and I think he 

is the one who was responsible for us setting up in our different [vertical team] 
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conimittees Our curiuuluni directors hue win,MX, i,. i i-i - i , • . 
• i^uois na\L actually headed that up, but he is the one who 

got that all started" (05). 

A positiN e leadership cha.acierisiie mentioned by many participants was 

exhibiting a posiliN e m.inncr. lnter\ ieu data consistently revealed how important 

teachers considered this trait in their leaders. "It [change] was all done in a very positive 

W3N It was never negative. It was never, '^ou will do this.' It was, 'We can, we want 

to." We w ant the best for our kids. It still comes from the top down" (08). Her colleague 

confimied the importance of their principal being positive by adding, "She has just 

alw a) s been really supportive. Listening ear or to sound things out. Positive 

atmosphere" (12). .A West Elementary teacher also described this positive atmosphere by 

reporting, ""i'ou know we were always encouraged" (01). A West Elementary bilingual 

teacher further elaborated on how the positive leadership traits of her principals helped 

her school. "The administrators that came in this year have been fabulous. Encouraging, 

supportix e, and positi\ e" (03). She then explained that because ofthe downsizing of 

programs and staff along with the projected higher requirements on the new TAKS test 

that the previous year had been hard on everyone. She attributed the positive leadership 

in her school w ith making the transition work and paving the way for a successful school 

year (03). 

The principals at the research sites attributed people's cognitive changing to a 

TEKS focus to leadership also. The West Elementary principal reported that his 

superintendent had provided this leadership to the distnct: 

[Mr Pepper! when he came in. I can remember him really emphasizing that 
everything we did should be about passing the TAAS test. Now, I think by 
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sa) ing that, he w as s.i)mg, ,n essence, that we had to be TEKS driven. I really 
think he made it clear Irom day one, and it wasn't in a threatening ways, ft was, 
'Ever)lhing >ou do should be coordinated. It should be what your end is. Here 
IS the end. How are we going to gel there'.'' (06) 

An important part of leadership is school reform is a shared vision (Fullan, 1999). 

Teachers must share the same \ ision bcToie they will adopt a new refomi. The East 

Elementary principal stressed the importance of leacher buy-in: 

1 don't think )ou can get an) program going unless you have buy-in. I can't 
walk in and sa). 'This is what we are going to do,' because they wouldn't do 
it. The) 'd sa), Oka), ' because they are very nice, and then, they'd close their 
door and do w hat the)' w anted lo do. They are very polite. (13, 14) 

She said, "You can't make them [teachers] change so selling things [is the way]. You 

do a lot of selling, but until they see success, they are not going to change" (13). 

The importance of educational leaders in the schools in this study was best 

described h) a teacher, who identified herself as a person who was reluctant to change, 

who gave full credit to her principal for causing her to begin her own personal process of 

changing to a TEKS-based teaching focus. She clearly made the point that change was 

not eas) for her. Data in this study revealed five celerity factors that helped teachers 

cogniti\el) change to teach the state mandated cuniculum: (1) knowledge, (2) teacher 

efficacy, (3) accountability, (4) leadership, and (5) collegiality. 

Collegiality 

Collegiality, the fifth celerity factor, was such an emotional issue for the study 

participants that two teachers cned in the interview when talking about their colleagues. 

Field notes revealed a humbleness on the interviewee's part and respect for fellow 

teachers' knowledge and skills. A second grade teacher shared: 
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Well. 1 will say one ofthe things that helped me emotionally was the 
camaraderie that we have had not only with our grade level but all of us 
w ith third grade. And 1 thought, 'Oh man! We've got to help them! I 
just can't imagine having that pressure in thinking I'm doing all of this by 
nnself So. you know, that emotional part of me was [saying], 'We've got 
to help Ihem, We'\e got to help them.' (04) 

Her principal confimied the importance of collegiality in their school's success by 

sa)ing. "The first thing is going lo be of helping, of collegiality-all of us are in this 

together of being supporti\'e" (00), 

Additional e\ idence was documented by the second grade teacher when she 

staled. "Whate\er it takes. Thai's one level. And the next level is we all work together 

with ni) cow orkers in our grade level and the grade above and below. We are all in the 

same boat and we w ork as a team doing whatever it takes to get these kids ready by the 

third grade" (04). 

She also added that teachers met during the summer to plan and make sure that there 

w ere not any curriculum gaps. She said, "Basically we talked about ft [state mandated 

curriculum] with each other" (04). Teachers expressed the behef that their jobs were too 

complex to fail to plan with their colleagues and draw on their colleagues' expertise. 

They also relied on each other for emotional support during the change process. 

One last aspect ofthe climate of collegiality that teachers talked about was the 

element of fiin. The fourth grade writing teacher expressed, "I think we also just have 

fiin. There is a lot of cufting up and teasing in the halls. I think the whole atmosphere of 

the school makes a difference" (02, 07). Teachers seemed to want to be in the schools 

where they were currently teaching. At least one teacher had purposely changed from a 

school with a less collegial enviromnent to find a school where colleagiality was valued.. 
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Subsidiary Research Question 4 

What factors were instrumental in impeding the cognitive changes made to teach a state-

mandated curriculum' 

fhree impeding factors that slow ed down the process of teachers changing their 

minds 10 teach .1 state mandated curriculum emerged from the data. The three impeding 

factors were (1) lack of time, (2) lack of resources, and (3) reluctance to change. 

Lack of Time 

Fullan and Stiegelbauer (1991) report a major cause of teachers not adapting to 

change is a lack of time to de\ elop their own understandings of innovations. Teachers in 

this study o\erwhelmingly reported that teaching from a TEKS-based focus took more of 

their time than utilizing their own units or textbook based teaching. An East Elementary 

teacher reported, "We are still working to revise and get everything in. Time and 

fiiisttation was a huge factor!" (11). Interview data revealed that ft took extra time to 

plan, to anah^ze the TEKS and leam the similarities and differences by comparing the 

TEKS to what they had been teaching, to leam new teaching strategies, and basically, to 

understand what was expected with the new curriculum. All of these things took time 

and, as previously discussed, teachers in this study feft that they had to acquire 

knowledge and expenence success before they feU that they had changed their minds and 

adopted a TEKS-based focus. 

A second grade teacher shared, "We plan, plan, plan, plan, plan, plan. The 

challenge was analyzing them [TEKS] and making sure that we didn't have any holes 

across our grade level and vertically. We just kind of picked up and started off and when 
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we got used lo ,1, we thought. 'Yeh, we can do this,' and we picked up a little bit more. 

It's just not throwing the whole thing al us at one time" (04). 

Lack of Resources 

The second impeding factor Tor cognitive change in this study was a lack of 

resources. The major textbook companies had not yet provided resources that were 

aligned with the state mandated standards so teachers were searching to find resources to 

teach their TEKS, A leacher shared, "It's more difficult [creating lessons that are TEKS 

based]. It is more time consuming planning wise. As textbooks become more aligned, it 

will be a lot easier" (09), 

Teachers felt that their principals were supportive by purchasing resources to 

support TEKS-based teaching. Principals had purchased many resources to help teachers 

teach their new curriculum, but a lack of alignment was still an impeding factor. 

Textbook publishers and free lance curriculum writers reported that their materials were 

aligned with the TEKS, but teachers had not found that to be the case. 

Reluctance to Change 

Reluctance to change was the third impeding factor that emerged from the data. 

One teacher said, "My personality" (09) was an impeding factor in her changing her mind 

to teach the TEKS. Her first response to her principal conceming change was, "We'll do 

it if you want us to" (09). She also spoke of not liking change-any change. She said, 

"You tell me what to do and I will do it, but sometimes you have to twist my arm. Force 

me to change" (09). 
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Four other le.iehcs in the study reported that their first response lo the new state 

mandated curriculum was "Oh, dear!" (07). Two others mentioned "overwhelming" as 

their initial reaction. Another teacher shared, "I was oblivious. I was freaking out. I 

thought. -Oh. m.N gosh' " (10). ,A third grade teacher said, "It is loo much. 1 don't need 

them [Tl KS). 1 can do what 1 need if I teach from the book. They'll get i f (12). 

feachers shared that "We resisted at first. Now that it [state mandated 

curriculum] is in place w e are going, 'This isn't so hard.' Every year we know more, and 

it gets easier" (03). l-Acn though many leacher participants would not have voluntarily 

decided to teach the state mandated curriculum, they had leamed and adjusted to teaching 

it. -Anotlier teacher added, "I think, at one time, we probably didn't know how we felt 

about it[mandated curriculum], but 1 think it has become a positive thing. And I think we 

didn't realize it until we had seen success" (05). 

Summary 

Throughout the course of twelve semi-stmctured on-site interviews and two focus 

group inter\iew sessions, the perceptions of teachers and principals as to the process of 

cognitive changes teachers experienced to change and teach the state mandated 

cuniculum were explored. The interview data revealed the importance of teachers 

acquiring knowledge about the state mandated cuniculum and experiencing success 

before they acknowledged a cognitive paradigm shift. Archival documents used to 

triangulate the study produced further evidence that the teachers had changed and were 

teaching from a TEKS-based focus. Five celenty factors and three impeding factors for 

cognitive change emerged from the data. Data also revealed that the participants m this 
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stud) had high expectations Tor all students including low socioeconomic strata students 

imd minorii) students. Findings and implications from this study are discussed in the 

Chapter \ . 
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CHAPTER V 

SUMMAR^ , FINDINGS, IMPLICATIONS, AND 
RECOMMENDATIONS 

The research findings, implications, and recommendations for practice and future 

research of this study are summarized in this concluding chapter. First, a brief summary 

ofthe research conducted is presented. The next section concentrates on the findings that 

were deri\ ed from this siud). Finally, the last section of this chapter provides 

implications and recommendations for practice and research. 

Summary of Research 

This study examined the process of cognitive changes teachers at two research 

sites experienced in order to teach the state mandated standards-based curriculum, the 

Texas Essential Knowledge and Skills. Numerous studies have been done on different 

stages and processes of reform. There are studies conducted on the time it takes to adopt 

and implement a reform and then to institutionalize ft. This study deaft solely with the 

process of teachers cognitively changing to teach the state mandated curriculum. 

Cunent literature reports teachers as being key players for successful, sustainable school 

refonn (Fullan, 1999; Tyack & Cuban, 1995). 

School reform initiatives have multiplied following the National Commission on 

Education publishing their report, A Nation at Risk: The Imperative for Educational 

Reform, in 1983. There have been some successes but also a great number of failed 

refonn efforts. School refomiers have documented many varied efforts to implement 

changes in schools. Reforai initiatives have moved from being strictly top down to 
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recognizing professional educators, teachers and principals, as being the necessary 

instigators and propagators oTsuslainablc school reTonn. Much ofthe literature on 

school refomi delineates the iin oh ement of teachers as necessary for sustainable school 

refonn (Fullan. 1999; isaek ĉ  Cuban, 1995; Newmann & Wehlage, 1995; Prawat, 1990; 

Murphy ĉ  Hallinger, 1993). 

Cun-entl), in Texas, the legal systemic plan for school reform is comprehensive 

and in\olves the follow ing fi\e components: (1) a statewide standards-based curriculum, 

the Texas Essential Know ledge and Skills (TEKS); (2) an assessment component, the 

Texas .Assessment of Know ledge and Skills (TAKS); (3) a provision for the evaluation of 

teachers and principals; (4) a public report card of campus and school district 

perfomiance known as the Academic Excellence Indicator System (AEIS); and (5) a 

requirement for site based decision making on each campus and for every district (TEC, 

2003). The Texas legislature created these components and accompanying policies to 

ensure that school districts, superintendents, principals, and teachers are held accountable 

for smdent success. The Texas legal systemic plan for refomi seems to recognize the 

importance of teachers and principals as evidenced by the two components ofthe plan 

that hold individual schools accountable for their student and school perfomiance. These 

components are the TAKS assessments and the requirement for site based decision 

making at every campus. 

However, the standards-based cuniculum, the TEKS, along with the aligned 

accountability assessments, the TAKS assessments, are the refomi initiatives most 

closely aligned with cunent national refomi initiatives (National Conference of State 

Legislattires, 2003). Skrla, Scheunch, Johnson, and Koschoreck (2001a) detemiined that 
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high Slakes aecountabilit)', such as the Texas TAKS assessments, worked jointly with 

standards to hold dislncts accountable for teaching all studenls the state standards-based 

cumculum. The) also credited standards-based education as positively influencing social 

justice as all students are pro\ ided and held accountable for the same high level 

cuniculum. 

Since adoption and use of standards-based curricula is cunently a national reform 

effort (National Conference of Stale Legislature, 2003) and since teachers have been 

identified as a necessar) component of successful, sustainable school reform (Fullan, 

1999; Tyack & Cuban, 1995; Newman & Wehlage, 1995; Prawit, 1990; Murphy & 

Hallinger. 1993), the researcher designed a study emphasizing teachers' participation in 

refomi and a standards-based curriculum. 

The significance of this study hes in the value of understanding the process of 

cognitive changes that teachers-as key players in reform (Liberman & Miller, 1986; 

Newmann & Wehlage, 1995; Tyack & Cuban, 1995)-experienced in order to teach the 

state mandated curriculum. Inos and Quigley (1995) stress the importance of increasing 

"teachers' and schools' capacity for managing change and bringing about continuous 

improvemenf (p. 4). Understanding the process of teachers' paradigm shifts to engage 

in change is a potentially helpful step in managing school change. This is a timely study 

because ofthe cunent national emphasis on standards and accountability (National 

Conference of State Legislatures, 2003). Additionally, English (2001) emphasizes the 

importance of standards-based cuniculum for both equity and excellence in schools. 

Therefore, in order to sttidy the process of cognitive changes necessary to teach a 

state mandated cuniculum, one primary question with four subsidiary questions were 

139 



de^ eloped. The primars research question, "What was the process of cognitive changes 

that teachers experienced in order to teach a stale mandated cumculum?", and the four 

subsidiiu-y questions listed below guided this study: 

1. Did teachers pcrceu e a change in their own mental models when they 

started teaching the slate mandated curriculum? 

2. Did N'alumg social justice in K-12 schools influence cognitive changes made 

to teach the slate mandated cumculum? 

3. What factors were instrumental in accelerating the cognitive changes made to 

teach a state mandated cuniculum? 

4. What factors w ere instmmental in impeding the cognitive changes made to 

teach a state mandated curriculum? 

Quantitati\ e methods cannot effectively answer research questions dealing with 

changes in beliefs, attitude, and actions. Therefore, this study used quahtative techniques 

and procedures in order to systematically study the process of teachers' cognitive changes 

that were made in order to teach the state mandated TEKS. Marshall and Rossman 

(1989) recommend qualitative methods as a means for understanding complex social 

phenomenon. As such, they list the following tenets inherent in qualitative studies: (1) 

valuing the participant's perspectives on their worlds and seeking to understand them, (2) 

findings that are pnmarily descriptive or exploratory, and (3) relying on participant's 

words as the primary data source. 

Two research sites were selected to be included in the study by a purposive 

method that was representative of three criteria: 
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1. an Exemplary lc\ el on the slate Academic Excellence Indicator 

S)steni for the past two years, 2001-2002 and 2002-2003; 

2. 3>"„ or more low socioeconomic strata students; and 

3. 35" 0 or more combined minority student population. 

Five teachers to be intcrMcw ed al each site were purposely selected by their principals for 

their ability to add to the understanding ofthe research questions. The primary data 

source for this stud)' w ere tweh e individualized semi-stmctured interviews with the ten 

teachers and tw o principals. Focus group interviews were also conducted at each site to 

provide additional rich, dense data. The following archival documents were used to 

triangulate the stud) and, therefore, increase the validity ofthe findings: (1) lesson plans, 

(2) benchmark tests, (3) six w eek skills checklists, (4) district curriculum organizer, and 

(5) digital scope and sequence vertical alignment charts and TEK lesson plans. The 

inter\iew questions were designed to elicit from participants descriptions ofthe process 

of cognitive changes that teachers experienced when they changed to teach a state 

mandated curriculum. All interviews were audio taped and then transcribed for use in the 

data analysis process. 

Grounded theory was used to analyze the data in this study. First, the data were 

coded into categories using the actual participants' words in the data and then into 

broader concepts using the researcher's interpretation ofthe data. Next axial coding, 

connecting categones and subcategories, was used to put the data back together again in 

new ways. Selective coding was then used to integrate the categories and concepts that 

emerged during open and axial coding. The process of selective coding was used to 

integrate the data for the nascent theory ofthe process of cognitive change that teachers 
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experienced in order lo teach the stale mandated cumculum. Constant comparison of 

data lo data tmd data lo anal) sis led to a theory grounded in the data (Channaz, 2000; 

Strauss ĉ  Corbin, 1990'199S), Member checking was then used to validate the 

theoretical scheme. The resulting grounded theory explains the teachers' realities which 

emerged from the data. 

The s)siematic application of grounded theory strategies helped fulfill parameters 

for reliabilit) and \ alidit) (Chamiaz, 2000). The detailed specification of procedures 

permits qualitative confimiability as defined in Chapter III of this paper. Triangulation of 

data collection techniques also strengthened validity. The conoboration ofthe data from 

multiple sources and techniques used such as semi-stmctured interviews, focus group 

inter\iew s, and archival document study contributed to the vahdity ofthe study. 

Transferabilit)' in qualitative studies is always a concern. Due to specific data 

collection and analysis steps undertaken in this study, which could be followed with a 

similar sample elsewhere, this study is confirmable, and therefore, the results have a 

degree of transferability for other similar sittiations. Strauss and Corbin (1990) write, "If 

the data upon which it [theory] is based are comprehensive and the interpretations 

conceptual and broad, then the theory should be absfract enough and include sufficient 

variation to make it applicable to a variety of contexts related to that phenomenon" (p. 

23). A goal of qualitative research is to anive at results that make sense both to those 

being sttidied and to those practicing in the area (Lincoln & Guba, 1985; Marshaft & 

Rossman, 1987). 

Lincoln and Guba (1985) judge tmstworthiness of qualitative research by checks 

on validity and by the level of credibility and dependability ofthe study. Credibility 
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refers to insuring that the subject w as accurately identified and described. Chapter IV 

explains all sampling criteria for school sites and participants. Infomiation about the 

school selling is also included. Member checks of data in all phases ofthe research from 

the fii-st intcrxiew and focus group lo the reading ofthe data analyses served as a check 

for credibilil) and lessened the chance of researcher bias. 

Dependability was retained b) accounting for changes in research design as they occuned 

(Lincoln ĉ  Guba. 1985), It was documented that this study was expanded outward from 

the original tw o serxice centers designated due to the lack of schools that achieved the 

follow ing criteria: 

1. an Exemplar) ICN el on the state Academic Excellence Indicator System for 

the past two )'ears, 2001-2002 and 2002-2003; 

2. 35" u or more low socioeconomic strata students; and 

3. 35" 0 or more combined minority student population. 

Grounded theory methods encourage being responsive to the phenomenon being studied, 

hi this stud)' the researcher refined questions and used purposeful sampling techniques in 

order to gather thick, rich data necessary for building theory (Strauss & Corbin, 

1990/1998; Channaz, 2000). 

This smdy contnbutes to the school refonn literature by exploring the process of 

cognitive changes that teachers experienced in order to teach a state mandated 

cumculum. Celenty factors and impeding factors that influenced teachers' paradigm 

shift were also included. Specifically, a grounded theory for teachers' cognitive changes 

made to teach a state mandated cumculum was developed. This study has the potential 

to infomi and raise questions about teachers' cognitive changes in other school refomi 
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initiatix es, Theretbre, this study has the potential lo assist educational leaders as they 

work to refonn schools. 

Summary of Findings 

Process of Teachers' Cognitive Change 

The primary research question, "What was the process of cognitive changes that 

teachers experienced in order to teach a state mandated cuniculum?", guided this study. 

Data revealed that teachers experienced a three step cognitive change process: (1) 

.Acquire Knowledge, (2) Experience Success, and (3) Acknowledge a Paradigm Shift. 

Teachers used several means to Acquire Knowledge, the first step in their 

cognitixe change process. They analyzed the TEKS and participated on vertical teams. 

Teachers also worked as a team with their colleagues, leamed from professional 

de\ elopment, and used data driven decision making to leam more about the effectiveness 

of their teaching ofthe mandated state curriculum. 

Step Two for teachers in changing their minds to teach the state mandated 

curriculum w as to Experience Success. Teachers did not follow the same process steps 

as the CEOs changing their minds in Glidewell's study (Glidewell, 1993). hi Ghdeweft's 

sttidy, CEOs experienced failure before they would change their minds and how they 

conducted business. Teachers in this study did not change dependent on the existence of 

failure. Rather, all ofthe participants in this study mentioned success as being important 

for theft cognitive change. This success was by campus, by grade level, in theft own 

classroom and/or with individual students. 
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As le.ichers experienced success, they kept changing and acquiring more 

knowledge. An Acquire Know ledge Expenence Success cycle fomied. When teachers 

found something that worked in their classroom, they used il; shared it with their 

colleagues: and improx ed on il. They then saw student success in mastering the TEKS on 

benchmarks andJor stale assessmenls. The Acquire Knowledge-Experience Success 

c)cle conlmucd as icachers learned more about the state mandated cuniculum. 

Step Three. Acknowledge a Paradigm Shift, did not occur until the second year 

for the majonty of teacher participants in this study. The evidence both from interviews 

and from archi\al documents confirmed that the teachers at these school sites had 

changed to a TEKS-based teaching focus. The archival data, particulariy lesson plans 

and benchmark assessments along with the accountability success on AEIS reports, 

show ed that the teachers most likely were teaching from a TEKS-based focus before the 

second year of implementing the standards-based curriculum. However, teachers did not 

acknowledge a paradigm shift until the second year. The reason for this reluctance to 

acknowledge a paradigm shift could be a lack of confidence, as stated by one ofthe 

teacher participants, "The more experience you have with the TEKS, the more you are 

able to bring it into the classroom and expand upon it. Two years. That first year is 

basically surviving. I feel so much more at ease this year, and I feel that I can be more 

creative" (12). The teachers in this study needed to feel comfortable with teaching the 

TEKS before acknowledging a paradigm shift. The evidence from the data confimied that 

the teachers at these two sites had changed to a TEKS-based focus. 
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Cclerily Facjors 

Five celcrit)' factors that accelerated the teachers' cognitive change emerged from 

the data. The celcrit) factors w ere (I) know ledge, (2) teacher efficacy, (3) 

aecountabilit), (4) leadership, and (5) collegiality. The concept of teachers' acquiring 

knowledge ofthe stale mandated cumculum has been thoroughly discussed in Chapter IV 

as it emerged as Step One in the process of teachers' cognitive change. Knowledge also 

emerged as a celcrit) factor. The more knowledge teachers had about the new initiative, 

the state mandated cumculum, the easier it seemed for teachers to change. Teachers 

anahved TEKS. participated in vertical alignment, worked as a team to leam more, 

presented or participated in professional development about the TEKS, and used data 

dri\ en decision making to increase their knowledge about the TEKS. 

The axial and selective coding processes of grounded theory delineated teacher 

efficacy as the second celerity factor. Teacher efficacy is a broad theme encompassing 

two distinct areas in this smdy: professional expectations and a sense of mission. 

Teachers spoke of wanting to perform their jobs well and taking their positions very 

seriously. At the same time, they spoke of wanting to do what was right for kids and 

feeling a real sense of mission to teach theft students by doing "whatever ft takes" (04). 

"There is much research to confimi the importance of a sense of efficacy-the sense of 

making a meaningfiil difference, of tme accomplishment-in teachers' motivation and 

perfomiance" (Evans, 1996, p. 95). Data revealed that teacher efficacy was a motivating 

celerity factor for teachers in this study. 

The state TAKS tests also served as a celerity factor as teachers realized that their 

Sttidents were being tested on the Texas Essential Knowledge and Skills; therefore, they 
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needed to teach students the mandated standards-based curriculum. As stated by the East 

IMementar) principal, cverNone fell ihey needed lo "Test the way you leach. Teach the 

way you test" (13). The state mandated TAKS tests were nonnegoliable so it was up to 

the icachers to teach what would be tested. Data revealed that teachers felt accountable 

to the state, the school district and community and, most importantly, to their students. If 

changing lo a TFKS-based teaching Tocus would be helpful in student success, teachers 

w ere interested in changing. l-'uUan (1999) writes, "Mandates do matter. They put 

needed pressure on local refomi, and they provide opportunities for legitimizing the 

efforts of local change agents working against the grain" (p. 19). Teachers in this study 

helped their colleagues meet the high accountability expectations for different levels of 

students. The celerity factor of accountabihty accelerated teachers' cognitive changes in 

this stud), 

Leadership, both district and campus, also emerged from the data as accelerating 

teachers' cogniti\ e change. Teachers' interview data document that principals were 

among the first to make teachers aware ofthe TEKS. A teacher from East Elementary 

explained, "Your principal has to have the vision to take you from Point A to Point B and 

the teachers hax e to buy into that. If they don't, you won't have any change" (08). 

Teachers also spoke of appreciating the lack of pressure and posftive attitude exhibited by 

their leaders. Data revealed that leadership was evidenced in gamering school or disttict 

wide acceptance of a shared vision and in providing resources of time, materials, 

persomiel, and staff development. The teachers identified the positive attitude of their 

leaders as an important charactenstic. Teachers feft that they were always encouraged by 
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their leaders, and that this w as an important and effective charactenstic of their school 

leadership. 

Overw helming response from all participants mentioned collegiality as a celerity 

Taclor. Data re\ ealed that teachers depended on their colleagues for emotional support 

and professional help as the) experienced this new change. Teachers were emotional in 

talking about their colleagues and showed deep respect and dependence on them. 

Teachers shared ideas, lesson plans, tests, and even students in an effort to help all 

students succeed. The high slakes accountability was a contributing factor for many of 

the participants in this study prompting teachers to share strategies more than was usual. 

.An East teacher explained, "In the early years of my teaching, everyone wanted to do 

their owm thing. Now the district has an instmctional focus calendar for the whole district 

to make sure that we cover all ofthe TEKS" (09). West Elementary teachers spoke of 

planning together and disaggregating TAKS tests. "When you get your stuff back, you 

actual!)' take it apart and see if your children were all weak in one thing. Then our lower 

grades start looking at what their curriculum could do to work toward that, ft's just been 

a team effort. It really has" (05). 

Impeding Factors 

The evidence from this study revealed three impeding factors that slowed 

teachers' cognitive changes to teach the state mandated cuniculum. The three impeding 

factors were (1) lack of time, (2) lack of resources, and (3) reluctance to change. Fuftan 

and Stiegelbauer (1991) discovered in their research that lack of time is a common 

problem in refomi. They list a lack of time for teachers to develop theft own 
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understandings of ninoN aliens as a major cause of teachers not adapting to change (Fullan 

eVc Stiegelbauer, 199]). The second impeding factor, a lack of resources, was in a large 

piu-t due to textbook companies not producing rcsources that were sufficientiy aligned 

with state standards. Theretbre, teachers fell they had to search to find resources ahgned 

with the TEKS, Teachers also reported that it look longer to plan TEKS-based lessons 

than textbook based lessons. A reluctance to change, the third impeding factor, was 

experienced by many teachers. One teacher admitted to not liking any change. She said, 

"\ou tell me what to do, and 1 w ill do it, but sometimes you have to twist my arm. Force 

me to change" (09). 

E\en though the teachers felt a reluctance to change, they shared that teaching 

from a TEKS-based tocus w as easier with experience. "We resisted at first. Now that it 

[state mandated curriculum] is in place we are going, 'This isn't so hard.' Every year we 

know more and il gets easier" (03). Data revealed that student success helped teachers 

consider the change to a state mandated curriculum as "a positive thing" (05). 

Theoretical Model 

There w ere three common steps discovered in the experiences ofthe research 

participants in changing their minds to teach the state mandated cuniculum. First, the 

teachers acquired knowledge about the TEKS. Next, they experienced success, and then, 

in the second year, the teacher participants acknowledged a paradigm shift. There were 

five celerity factors revealed in the teachers' process of cognitive change to teach the 

TEKS. These factors (1) knowledge, (2) teacher efficacy, (3) accountability, (4) 

leadership, and (5) collegiality accelerated teachers' cognitive changes. Three impeding 
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Tactors: (1) lack of time, (2) lack of resources, and (3) a reluctance to change delayed 

teachers' cognili\ e changing to teach the slate mandated curriculum. A Theoretical 

Model oT the Process of leacher Cognitive Changes for Teaching a State Mandated 

Cuniculum is depicted in Figure 5,1. 
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Figure 5.1. A Theoretical Model of Teachers' Cognitive Change 
for Teaching State Mandated Curriculum 
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Implications and Recommendations for Practice 

The findings from this study ha\ e se\ eral implications for the practice of 

educational leadership. The follow ing section contains a discussion of these implications 

in the categories of (1) leadership, (2) culture, and (3) mandates. There are implications 

tor campus and district leaders in leading school faculties through educational reform, for 

educational leadership preparation programs, and for aftaining equity and social justice in 

K-12 schools. 

Leadership 

In proN'iding etTecti\'e leadership for school refonn, principals and superintendents 

must rel)' on man)' and \'aned skills. Leaders need to select and apply appropriate 

leadership theones and strategies for their particular context, estabhsh a leaming 

organization w ithin a culture of collegiality, and skiftftilly use legal mandates to 

accomplish their goals. Among the first leadership themes that emerged from this sttidy 

was the importance of pnncipals and distnct administrators having a vision for the 

school. Pnncipals and teachers alike spoke ofthe importance ofthe campus leadership 

knowing where they wanted the school to go and aptly communicating this vision to the 

faculty. 

After .he vision was understood, .he oreation of a feeling of ownership was 

foremos. ,n ,mpor.ance. Teachers needed .0 beheve ,n d.e imponanee of ,he ehange, h, 

.u camp rnmnus with different techniques for 
this Sttidy, leaders created buy-in on the same campus wim 

i«rr,Pnfpd the Standards-based cuniculum due to 
different teachers. Some teachers implemented the stana 
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acquinng knowledge about the change and due to their studenls experiencing success on 

state assessments; some because of a sense of mission for their students; some because of 

aecountabilit); some because oTlheir colleagues; and some because of a relationship with 

the pnncipal. An liasl F lemenlary teacher confirmed the importance of teacher 

ownership b) slating, "The teachers luu e lo buy into that [vision]. If they don't you 

w on't ha\ e any change" (08). These principals used many techniques at their disposal to 

create ownership. 

Leaders also used their personal enthusiasm for the reform initiative to keep theft 

faculties focused on implementing and leaming more about the initiative. They leavened 

their enthusiasm with restraint so that teachers did not feel too much pressure. Any 

change is pressure, but many teachers in this study mentioned that it was the teachers 

themseh es not the leadership - putting pressure on them. Leaders also were lauded for 

tteating teachers as professionals. A teacher spoke ofthe leaders "not pounding" us on 

our curriculum but providing time to develop new strategies to effectively teach and test 

the TEKS, 

The impeding factors to cognitive change found in this study: lack of time, lack 

of resources, and a reluctance to change could also be addressed by administrators. 

Administrators could utilize their resources in order to schedule time for planning and 

leaming more about an initiative during the school day. Fullan and Stiegelbauer (1991) 

found that a major reason for the failure of change initiatives was that "the decision 

makers went through a process of acquinng their [itahcs added] meaning ofthe new 
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cumculum. But w hen il w as presented to the teachers there was no provision for 

allowing Ihem to work out the meaning ofthe change for themselves" (p. 112). 

To alTccl school reform, leaders need lo skillfully utilize leadership strategies to 

create a shared vision and a learning culture, accomplish faculty ownership, and temper 

that change w ilh enthusiasm, balanced pressure, and a respect for teachers as 

professionals. Administrators ma) help teachers adjust to change by allowing teachers 

lime to undci-stand and dc\ elop their own meaning ofthe reforms and also by 

acknowledging that change is difficult. 

To support future leaders in these endeavors, educational leadership preparation 

programs need to strengthen courses in leadership theory that discuss reform. University 

programs should expose students to a wide range of philosophy and research on school 

reform as the uniqueness of each setting is critical in any reform. What works in one 

school context ma) not work in another (Fullan, 1991). 

Culture 

Senge et al. (2000) emphasize the importance of successfiil organizations 

becoming leaming organizations. Additionally, Negroni advances the necessity of 

creating a leaming community in order to sustain school reforai. He states that if just the 

leaders are leaming and changing then refonn will not last. All levels need to be 

involved. The culture of leaming has to be systemic, encompassing all levels ofthe 

organization from classroom teachers to cumculum directors and superintendents, to 

create a leaming orgamzation (Senge et al., 2000). The very culture of learning prevalent 
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in the two research sites supported teachers and pnncipals acquiring knowledge and 

infomiation about the mandated reform. 

The West lilemenlar) principal allrtbuled his schools success to having an 

inclusiN c school culture and community that Imly believed "All kids can leam" (06). 

East Elementary exhibited the same philosophy and had high expectations for all 

studenls, Sarasons (1990) meta-analysis ofthe cunent aims of educational refomi 

reports reducing "the wide gulf between the educational accomplishments of children of 

different classes and backgrounds" as one ofthe major changes that school reform seeks 

to bring about (p. 72). Social justice was accomplished in these two schools because of 

the culture of leaming and caring for all students from every ethnic and economic group. 

Teachers in the study did not feel that valuing social justice influenced their cognitive 

changes made to teach the TEKS. They felt a sense of mission and a professional 

responsibilit)' to teach all children. Principals and teachers spoke of being "color blind" 

and bu)-ing into the belief that education was for all students with the traditionally 

disadvantaged smdents sometimes needing more individualized help, a different 

messenger, and or extra time to leam the material. Teachers expressed a willingness to 

do "whatever it takes" to teach all children. 

Data from the West principal interview also documented the importance of school 

culture. He said: 

Speaking administratively, you have to set the culture first. Obviously, 
you do that through a variety of means. You don't just come m and say 
'Well we are going to have this type of culture.' You don t do that ft has 
to be Something in the way that you model, ft is part of your everyday 
habits and actions as much as anything. [You can] come m and say, Every 
child can leam.' That's easy and anyone can do it-but until ft becomes 
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the vci) culture ofthe building [student success will not happen]. (06) 

Change to teach a mandated stale curnculum was supported by a leaming 

organization school culture as recommended by Senge et al (2000). Social justice was 

also supported by the culture w ithin the schools of tmly believing and putting actions to 

work tbr all children to leam the slate mandated cuniculum. 

Educational leadership preparation programs once again need to expose future 

school leaders to reseaich about building and supporting school cultures efficacious for 

leaming. Faculties ma) become leaming organizations when a supportive culture is in 

place. Exposure to data of \ ery successful low income and high minority populated 

schools and districts would help infomi future leaders that social justice is being achieved 

in exemplary schools that ha\'e these student population characteristics. 

Mandates 

The third implication for practice is that mandates do matter. A majority ofthe 

teachers confirmed that the state accountability assessments that are paired with the 

mandated TEKS accelerated their cognitive changes to teach the state mandated 

curriculum. Fullan (1999) writes, "It is tme that you can't mandate local commitment 

and capacity, but mandates do matter. They put needed pressure on local reform, and 

they provide opportunities for legitimizing the efforts of local change agents working 

against the grain" (p. 19). 

The West principal shared: 

If you come to the realization, if you finally conclude, that for us to be 
successful and pass the TAKS, if the TAKS is TEKS-based, then you 
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hax'c to leach the f I KS. Thai is the line of thought. You live each year 
going. How well are my kids going to do on it?' no matter how well you 
lunedonc [taught]. (Oo) 

Again, educational leadership preparation programs could affect teaching and 

leaming in schools b) educating future school leaders in the history of school refonn 

ettbrts and mandated school change. A thorough analysis of refomi mandates would 

infomi students about successful refomi implementations with lasting effects and also 

unsuccessful retbnn ctTorts. I e/otle and Jacoby ( 1992) write "The more negative 

experiences that teachers, administrators, and others have had with previous change 

efforts, the more reluctant and skeptical their response to a new idea or program, 

regardless of its merit" (p. 22). Through a historical analysis of reform initiatives, fiiture 

leaders could more carefully predict which changes might work in their particular context 

and plan carefully tbr small successes rather than harden faculties against school reform 

b) exposure to many unsuccessful reform initiatives. 

Recommendations for Future Research 

This study provides a theoretical model of teachers' cognitive changes made to 

teach a state mandated cuniculum. ft is a mid-range theory that applies specifically to the 

research participants. Additional studies in other districts might contribute to a befter 

understanding ofthe process of cognitive changes teachers experienced in order to teach 

a state mandated cumculum. Addftional avenues that could be examined in fiiture 

research follow. 
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1 czolle and .lacoby (,992) h,ve documented that teachers and administrators who 

hâ  e had ncgat. e experiences w ith previous change initiatives are more reluctant and 

skeptical to ir)' additional reTonn initiatives. A future research project might explore 

w helher teachers and admniistrators who hav e successTully navigated a refomi are more 

open to refonn initiali\es the next lime around. 

Senge et al. (2000) write about leaming or knowledge organizations. These are 

organizations in which leaming is seen as continuous. Members don't say, "I've 

changed. Now leave me alone." Rather, there is an emphasis on a constant use of data 

and collegial check points lo constantly monitor and adjust teaching strategies for sttident 

leaming and success. Researching the propensity to change due to past successfiil 

experience with refomi initiati\'es could provide a new level of understanding for 

educational leaders to utilize in their own leadership for change. 

Both stud) sites had many common characteristics, but each also implemented the 

standards-based curriculum in ways unique to their context. The mandated reform, 

teaching the Texas Essential Knowledge and Skills, the state standards-based curriculum 

did cause changes in teaching. It could prove beneficial to research how different schools 

responded to the same mandate. Standards-based education stresses the output. 

Documenting school and teacher input variations on the same reform would provide a 

knowledge base for educational leaders and school faculties to use in their own adoption 

of a reform initiative. 

Future studies involving any aspect of teachers implementing change could prove 

beneficial to practitioners. The celerity factors that emerged from this study could be 
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used lo research teachers'adontii^ns oi'.itli.M-.-̂ r̂  • • • 
auopuons of oUiei reform initiatives. Are these factors 

imporlanl to teachers in an\' refomi m- xv,.,-. (U« 
f -in) luoim 01 wcie llicy context and content specific only to the 

rcTomi in this stud\,' Do these celeriiv firim. i, .1., J 
eciciit) lactois help provide conditions conducive to 

change',' 

Final Thoughts 

This researeh was exploratoi) detemiining the process of cognitive changes 

teachers in two sites expenenced in order to teach the state mandated cuniculum. 

Although use of grounded theor)' methods and careftil attention to validity, 

transferability, credibilil), and dependability makes this study confirmable, the sttidy 

results onl)' pertain to the research sites. Researchers may provide valuable insights if 

the) w ill continue to research how teachers, as pivotal individuals in school reform, 

cognitivel) change lo engage in reform. 

This study was conceived because school leaders are constantly perplexed about 

the implementation and adoption of school reform initiatives. Why are some reforms 

quickl) adopted and others barely implemented with varying levels of success? At 

gatherings of principals, questions are constantly posed: "How do you get teachers to 

change? How did that work at your school? What did the teachers think?" This study 

provides a foundation for future explorations into teachers adopting change. This study 

has provided evidence that there are definite steps to teachers' cognitively changing to 

teach a state mandated cumculum. Although teachers in different schools may have 
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ditTcrent steps, they w ill ha\ e a process oTchange, Knowledge of celerity and impeding 

t'actors ma) also help educational leaders belter lead their faculties through change. 
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Bennis. W. G.. Benne. K, ĉ  Chns, R. (1985). The planning of change (4"" ed.). New 
York: Holt. Reinhart and Winston. 

Berends. M,, Bodilly, S. & Kirby, S. N. (2002). Facing the challenges of whole school 
reform: \'cw .American schools after a decade. Santa Monica, CA: Rand 

Berg, B.L. (2001). Qualitative researeh methods for the social sciences. Needham, MA: 
.\\\\~n and Bacon. 

Berghoff B. (1997). Stance and teacher education: Understanding the relational nature 
of teaching. ERIC Document Reproduction Service No. ED 424 218. 

Bogdan, R. C. & Bilken, S. K. (1992). Qualitative research for education: An 
introduction to theory and methods. Boston: Allyn & Bacon. 

Bowman, L. G. & Deal, T. E. (1991/ Reframing organizations: Artistry, choice, and 
leadership. San Francisco: Jossey-Bass. 

Bowman, L. G.& Deal, T. E. (2001) Leading with soul: An uncommon journey of spirit. 
San Francisco, CA: Jossey-Bass. 

Bums, J. M. (1978), Leadership. New York: Harper and Row. 

Bush, G. W. (2000). George W. Bush's nomination speech [Republican National 
' Convention, 2000]. Retrieved December 21, 2004 from 

http://academic.csuohio.edu/kneuendorfyconlent/cpuca^ushspch.htm 

161 

http://academic.csuohio.edu/kneuendorfyconlent/cpuca%5eushspch.htm


Carr. J. 1-̂  .̂  Hams. D.F, (2001). Succeeding ^vidi .standards: Linking curriculum, 
asscssiucnt. and action planning Alexandria, VA: Association for Supervision 
and t urneulum De\ elopment. 

Center for i:ducalion Refonn (199S). A nation slill at nsk: An education manifesto. 
C enter lor Iducation Reform. Retrieved March 12, 2003 from 
blip: cdrclbnn.com/pubs n̂ imiH ŝi/htmi 
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Dcn/in. N. K, ĉ  Lincoln. •̂ S, (luis.) (2000), Handbook of qualitative research. 
Thousand Oaks. C.\: Sage, 

DiPctta, T, (1 )̂9S). Community on-line: New professional environments for higher 
education. .\;u' Directions for Teaching and Learning, 76, 53-66. 

Dixon, N, M, (1997), The hallwavs of learning. Oiganlzalional Dynamics, 25,23-
34. 

Duemer. L.. Fontenol, D., Gumfory, K., Kallus, M., Larsen, J., Schafer, S., & Shaw, 
B.C. (2002), The use of online synchronous discussion groups to enhance 
communil) Ibmiation and professional identity development. The Journal of 
Interactive Online Learning, 1(2), 1-12. Retrieved January 3, 2004 
www ,ncolr.org jiol archi\ es/2002/fall/toc.asp 

Edmonds, R.R. (19^9), Effective schools for the urban poor. Educational Leadership, 
10, 15-24, 

Elam, S. M, & Gallup, A M. (1989). The 21st Gallup poU ofthe pubhc's attitudes 
towards the public schools. Phi Delta Kappan, 71(\), 41-54. 

English, F. W (2000). Deciding what to teach and test: Developing, aligning, and 
auditing the curriculum. Thousand Oaks, CA: Corwin Press.. 

English, F. W (2001). Deep curriculum alignment: Creating a level playing field for 
all children on high-stakes tests of educational accountability. Lanham, 
MD: The Scarecrow Press. 

Evans, R. (1996), The human side of school change. San Francisco: Jossey-Bass. 

Fielding, N,G.& Fielding, J. L. (1986). Linking data. Newbury Park, CA: Sage. 

Fine M & Weis, L. (1996). Wnting the "wrongs" of fieldwork: Confronting our own 
' Researeh/wnting dilemmas in urban ethnographies. Quahtative inquiry, 2, 

251-274. 

Finley, S. J. (2000). histmctional coherence: The changing role ofthe teacher. ERIC 
Document Reproduction Service No. ED 450 1 lU. 

163 

http://ncolr.org


F.nlcy, S, Marbles. S,, C opeland. G., ieiguson, C. & Alderete, K. (1996). Professional 
dcN elopment and teacher's constmction of coherent instructional practices: A 
svnthcsis of expencnces m fixe sites, Austin, TX: Southwest Educational 
l)e\ elopment Laboratory, 

Firestone, \V A, (1993), Allemati\ e arguments Tor generalizing from data as applied to 
qualitative reseaich. Idueational Researcher. 22(4), 16-23. 

Flick. U, (1^)92), Tnangulalion re\ isiled: Strategy of validation or altemative? Journal 
(or the r//f()/v of Social Behaviour. 22,175-198. 

Flick, I' (199S), .An introduction of qualitative research. Newbury Park, CA: Sage. 

Fontana. A, .^ Frc). J. H. (2000). The interview. In N. K. Denzin & Y. S. Lincoln (Eds.) 
Handbook of qualitative research. Thousand Oaks, CA: Sage. 

Fullan. M, G. (1994), Coordinating top down and bottom-up educational strategies for e 
educational refonn. In Elmore, R. F. and Furhman, S. (Eds.), The governance of 
curriculum. The 1994 yearbook ofthe association for supervision and curriculum 
development. .Alexandria, VA. 

Fullan, M, G. (1996). Fuming systemic thinking on its head. Phi Delta Kappan, 77(6), 
420-423. 

Fullan, .M, G. (1999), Change forces: The sequel. Philadelphia: Falmer Press, Taylor 
and Francis, Inc. 

Fullan, M. G. & Hargreaves, A. (1996). What's worth fighting for in your school? 
New " '̂ork: Teacher's College Press. 

Fullan, M. G. & Stiegelbauer, S. (1991). The new meaning of educational ehange (2"** 
ed.). New York: Teachers College Press, Columbia University. 

Fuller, J. L. (2000). Magical moments unlock the padlocks on our minds: Effective 
' ways of creating educational change within the educational system. Dissertation 

Abstracts International, 61, 08A (UMI No. 9983711) 

Fuller, J. L (2001). Promoting school renewal through change agent sfrategies: Factors 
' hifluencing teacher adoption ofa statewide change. ERIC Document 

Reproduction Service No. ED 453 175. 

Futtrell, M. H. (1989). Mission not accomplished: Education reforai in retrospect. 

'phi Delta Kappan, 77(1), 9-14. 

164 
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AIM'I NDIX A 

1 ACllblR PAR TICIPANT INTl RVIEW (iUlDE 

Pariietpanis will he askcil the followin^^ questions: 

1. How man) )ears have vou been teaching? 
J What grades subicct areas luivc vou taught? 
3. What teaching positions have vou eiijoved the most,' Any particular reason (s)? 
4. \\ hat grades subject areas are vou currently teaching? 
5 Do )0U hav e special training degrees certifications beyond your bachelor's degree? 
(V When were )ou first aware ofthe cuniculum guide - the TEKS? 
7. When vou first heard about the TEKS, the statewide cumculum, what assumptions, 

values, and beliefs did you hold conceming them? 
S, How have these .issumplions, values, and beliefs changed over the past few years? 

(If these hav e changed how hav e they changed?) 
9. What is the difTerence betw ecu TEKS-based teaching and teaching with 

textbooks or other cuniculum type guides? 
10. How are TEKS useful or not useful for students? 
11. Do your peers think that standards-based teaching like the TEKS is the best 

approach to teaching? Why or why not? 
12. Do )ou and )our peers discuss the benefits or disadvantages of teaching with 

standards? 
13. Was adopting a TEKS-based "taught curriculum" more ofa challenge or more of 

a burden to you as a teacher? 
14. Do you think adopting a TEKS teaching focus was more positive or more 

negativ e for )our students, the school, and the district? Please explain. 
15. Was it hard for )ou to change and adopt a TEKS-based "taught cuniculum?" 

Wh) or why not? 
16. What one thing sparked your initial interest in using the TEKS? 
1". WTiat influenced the changes in how you think about the TEKS? 
18. Is there a conflict in your mind about teaching what you lie to teach, maybe some 

favorite units or something that the kids always love, and teaching the TEKS? 
19. Did any person, group, event, or thing cause you to change to a TEKS-based 

f o c u s ? , , r- , 

20. What teacher resources do you have to teach the TEKS? Has it been hard to find 
good resources to teach the TEKS? 

21. Have you participated in professional development designed to help you be 
successful m teaching the TEKS? If so, who provided It? 

22. As a professional, how do you feel about your ability to teach both what you hke 
to teach and the state cumculum, the TEKS? Are there any conflicts? 

23. What difficulties have you encountered in creating new lessons that are TEKS 

based? 
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24. Do you perceive that what you have done in your classroom as furthering, 
hindering, or keeping the status quo on the school's performance ratings? 

25. What are your perceptions of what your grade level has done in furthering, 
hindering, or keeping the status quo on the school's performance on the 
accountability ratings? 

26. What transfonned your teaching from non-utilization ofthe state curriculum 
framework to routine utilization? 

27. Does teaching or not teaching the TEKS have any effect on your school's AEIS 
rating? 

28. Waiat factors enhance utilizing the TEKS? 
29. 'Wftat initially made you interested in utilizing the TEKS? Please explain. 
30. Do you feel more TEKS training would be beneficial for further enhancement of 

the curriculum? If yes, please explain. 
31. What factors in training sessions influenced your decision to utihze a TEKS focus 

in your classroom? 
32. How do you feel about the way your class/school has performed on the AEIS 

accountability rating in the past? 
33. Do you feel this rating is desirable or not desirable? 
34. Do you talk about this rating with other teachers? Do they think it has been 

desirable or non desirable? 
35. The changes that you have mentioned .. .(interviewer refer back to answers given 

in interview) in how you think or teach differently, have they been slow in 
coming or did you just wake up one day and implement them? 
What started you to change and think differently? 

36. If an observer watched you teach a normal week's lesson what kinds of lessons 
might he/she 
observe that would show TEKS being taught? 

37. How have the TEKS helped or fallen short of meeting the needs of individual 
smdents 
developing to their fullest potential? 

38. Knowing/learaing the TEKS is not about memorizing discrete facts but about 
incorporating new ideas and ways of noticing things in a person's own way of 
teaching. When would you feel that you "know the TEKS?" 
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APPENDIX B 

PRINCIPAL PARTICIPANT INTERVIEW GUIDE 

Participants will be asked the following questions: 

1. How many years have you been an administrator? Teaching? 
2. What was your area of specialty? 
3. WTiat has been most rewarding to you about being the principal in charge ofa 

school? Any particular reason (s)? 
4. Do you have special training/degrees/certifications beyond your bachelor's degree? 
5. When were you first aware ofthe statewide cumculum - the TEKS? 
6. When you first heard about the TEKS, the statewide cumculum, what assumptions, 

values, and beliefs did you hold conceming them? 
7. How have these assumptions, values, and beliefs changed over the past few years? 
8. What is the difference between TEKS-based teaching and teaching with textbooks 

or other curriculum type guides? 
9. How are TEKS useful or not usefiil for students? 
10. Do the teachers in your school think that standards-based teaching like the TEKS 

is the best approach to teaching? Why or why not? 
11. Do you and your faculty discuss the benefits or disadvantages of teaching with 

standards? 
12. Was adopting a TEKS-based "taught curriculum" more ofa challenge or more of 

a burden to you as a principal? 
13. Do you think adopting a TEKS teaching focus was more positive or more 

negative for your students, the faculty, and the district? Please explain. 
14. "What one thing sparked your initial interest in using the TEKS? 
15. "What influenced the changes in how you think about the TEKS? 
16. Did any person, group, event, or thing cause you to change to a TEKS-based 

focus? 
17. "What kinds of things have you done as a principal to influence your faculty to 

teach the TEKS (standards-based curriculum)? 
18. Has it been hard to find good resources to teach the TEKS? Who in your school 

usually finds new TEKS based resources? 
19. Has your school or you personally participated in professional development 

designed to help you be successfiil in encouraging teachers to teach the TEKS? If 
so, who provided it? 

20. Have your teachers encountered problems in creating new lessons that are TEKS 
based? 

21. Do you perceive that what you have done in your school as fiirthering, hindering, 
or keeping the status quo on the school's performance ratings? 

22. What transformed the school from non-utilization ofthe state curriculum 
framework to routine utilization? 
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23. Does teaching or not teaching the TEKS have any effect on your school's AEIS 
rating? 

24. What factors enhance utilizing the TEKS? 
25. What initially made you interested in utilizing the TEKS? Please explain. 
26. Do you feel more TEKS training would be beneficial for further enhancement of 

the cuniculum? If yes, please explain. 
27. How do you feel about the way your school has performed on the AEIS 

accountability rating in the past? 
28. Do you feel this rating is desirable or not desirable? 
29. Do you talk about this rating with the faculty and staff ? hi your opinion do they 

think it has been desirable or non desirable? 
30. The changes that you have mentioned .. .(interviewer refer back to answers given 

in inteniew) in how teachers think or teach differently, have they been slow in 
coming or did you just wake up one day and the TEKS were being taught and 
implemented? 
"What started the teachers to change and think differently? 

31. If an observer watched your teachers at this school teach a normal week's lessons 
what kinds of lessons might he/she observe that would show TEKS being taught? 

32. How have the TEKS helped or fallen short of meeting the needs of individual 
students developing to their fiillest potential? 

33. How does teaching the TEKS help with social justice? That is making sure that 
all smdents are taught the same high level curriculum? 

34. Generally speaking, teachers oftentimes do not feel that they have made 
Any change at all after they have made it. They will say things like "This is what 
have always done." If you had to prove a court case that there really has been 
significant change form the way teachers in this school used to teach to the way 
they are teaching now, what kinds of examples could you give that would help to 
prove your point. 

35. Any other comments that you would like to add about teachers changing their 
minds to adopt a TEKS based focus in this school. 
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