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ABSTRACT 
The literacy practices of high school social studies teachers in the Jefferson School District were examined.  Common Core State Standards highlight a focus on literacy skills in the content areas while also emphasizing the importance of developing critical thinking.   Despite the identified links between social studies and literacy, reading and writing instruction in social studies classrooms has remained minimal.  Through a survey and focus group discussions, teachers provided information about the frequency in which they used various literacy-based practices, in addition to discussing the perceived effectiveness of those practices.  Furthermore, teachers shared both supports and barriers they believe are in place that impact effective implementation of literacy-based practices.  The findings suggest that a variety of literacy-based instructional practices are occurring in differing amounts in high school social studies classrooms with many factors impacting teachers’ use of these practices.  Primary and secondary source documents were frequently used by teachers who also deemed these documents as one of the most effective literacy-based practices.  Additionally, professional development emerged as both a support and barrier as teachers in the study acknowledged their desire to strengthen efficacy through quality professional development but felt strongly that it needed to be focused on content, involve active learning, and be transferable for immediate classroom use.  As the ultimate instructional leader, principals wield influence to create a framework that facilitates effective teacher collaboration and promotes high levels of quality instruction through instructionally focused conversations. From these collaborative conversations, the necessary resources can be identified to provide literacy rich instruction to all students.  
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Chapter 1: Literacy Practices of High School Social Studies Teachers
Problem of Practice
[bookmark: _Hlk511743920]Historically, literacy instruction at the secondary school level has been limited to English classrooms (Shanahan & Shanahan, 2008).  However, the adoption of the Common Core State Standards (CCSS) in 2010 revised expectations for literacy learning in English language arts classrooms, and also established requirements for developing literacy skills in history/social studies, science, and technical subjects (National Governors Association Center for Best Practices, 2010).  For example, according to the standards, an eleventh or twelfth grade student in history/social studies should be able to “integrate and evaluate multiple sources of information presented in diverse formats and media (e.g., visually, quantitatively, as well as in words) in order to address a question or solve a problem” (National Governors Association Center for Best Practices, 2010, p. 61).  Similarly, a ninth or tenth grader should be able to “compare the point of view of two or more authors for how they treat the same or similar topics, including which details they include and emphasize in their respective accounts” (National Governors Association Center for Best Practices, 2010, p. 61).  By requiring students to move beyond basic understanding of facts toward applying information gained through reading a variety of texts, these standards highlight a new focus on literacy skills in the content areas and emphasize the importance of developing critical thinking skills.   
The purpose of the CCSS is to ensure that students learn to construct knowledge autonomously across the disciplines through reading and writing (National Governors Association Center for Best Practices, 2010).  This new emphasis on literacy instruction in content areas increases the expectations for teachers who are typically experts in their specific area of study but have limited training and experience in teaching literacy practices.  Subsequently, the vast majority of teachers do not believe they have the background knowledge, skills, or training to effectively integrate literacy instruction into their content area classrooms; many believe that any time spent on literacy is a misuse of their time as it takes away from content focused instruction (Alvermann & Moje 2013; McCoss-Yergian & Krepps, 2010).  However, if content area teachers are going to successfully implement these new standards, effective literacy instruction will need to be infused into their teaching.
Focus on Social Studies
[bookmark: _Hlk506122933][bookmark: _Hlk510252580]With a continued focus on areas of study centered on science, technology, engineering, and math (STEM) and the occasional attention given to the arts expanding the popular acronym to STEAM, the topic of social studies has received little consideration from those outside the field of social studies.  However, today’s political landscape calls for us to have an informed citizenry able to distinguish facts from opinions as claims are often made from individuals and groups with extreme points of view (Dimock, Kiley, Keeter, & Doherty, 2015).  This call for a knowledgeable electorate can be aided by an increased focus on social studies instruction.  The National Council for the Social Studies (2017) affirms the role that social studies instruction can play in educational settings in their position statement asserting “the primary purpose of social studies is to help young people develop the ability to make informed and reasoned decisions for the public good as citizens of a culturally diverse, democratic society in an interdependent world” (p. 1).  Through quality social studies instruction, students can develop the critical thinking skills necessary to navigate in an ever-changing world (National Council for the Social Studies, 2017).
[bookmark: _Hlk507244797]Despite the need for social studies instruction, it has not been prioritized as highly as math and reading (Walker, 2014).  But as Nancy McTygue, executive director of the California History-Social Science Project questions, “why on earth would school leaders reduce instructional time for history, a text-dependent discipline, if they wanted to improve student literacy?” (as cited in Fensterwald, 2015, p. 3).  This sentiment is echoed by Princeton historian Hendrik Hartog who said, “the one practice we all engage in as historians is reading” (as cited in Martin, 2011, p.2).  With the wide variety of texts that can be infused into social studies classrooms, the integration of reading/language arts and social studies is accomplished with elementary school teachers blending the two subjects and secondary school teachers collaborating through interdisciplinary lessons.  The CCSS support this work as they emphasize the importance of research and analyzing texts, while also stressing the value of historical documents in reading comprehension (National Governors Association Center for Best Practices, 2010).
The CCSS also call for an increase in the amount of nonfiction text that students read as they progress through the secondary grades (National Governors Association Center for Best Practices, 2010).  Supporting this call, the National Council for the Social Studies annually publishes an annotated bibliography – Notable Social Studies Trade Books for Young People – that assists teachers in making connections between literacy and social studies.  Resources such as this enable teachers to effectively utilize a variety of nonfiction texts with their students in an effort to increase both their knowledge of historical events and their ability to comprehend multiple sources of information.  The ability to accomplish both of these tasks simultaneously establishes the positive association between social studies and literacy and supports the need to investigate it further (Devine, 2017).
The National Council for the Social Studies (2016) also recognizes the importance of literacy and emphasizes the significance of social studies instruction stating 
as supported by the College, Career, and Civic Life (C3) Framework, social studies prepares students for their postsecondary futures, including the disciplinary practices and literacies needed for college-level work in social studies academic courses, and the critical thinking, problem solving, and collaborative skills needed for the workplace (p. 180). 
Their assertion that social studies instruction needs to be more than just content and must address skills that students need to be college and career ready, calls for high school teachers to utilize both disciplinary and literacy practices as they engage their students in their curricula.  These new standards and frameworks call for additions to the lecture-based practices previously used by many social studies teachers, with a move toward incorporating more practices that have students analyzing and evaluating a variety of texts (Agarwal-Rangnath, 2013).
The noted associations between social studies and literacy establish	 the need to simultaneously examine the two areas of study.  With social studies instruction being heavily text-dependent, students need the requisite skills to read and understand a variety of texts to comprehend historical content.  The ability to understand historical documents as well as current events, will assist students in developing the necessary critical thinking skills to be an informed citizen in a democratic society.  
Assessment Results
[bookmark: _Hlk490902382][bookmark: _Hlk490902995]Results of recent nationally recognized literacy assessments indicate that, despite the implementation of the CCSS in 2010, more work needs to be done to increase student achievement and prepare students to be college and career ready.  In 2015 only 37% of twelfth grade students in the U.S. scored proficient or better on the National Assessment of Educational Progress (NAEP) reading assessment (U.S. Department of Education, 2015).  These results are consistent with NAEP reading scores over the past twenty years.  Scores in Jefferson School District, the site of this study, reflect the national trend: just over 30% of students met or exceeded expectations on the Partnership for Assessment of Readiness for College and Careers (PARCC) 10 English Language Arts/Literacy assessment.  
The SAT, one of two primary college admissions tests given in the United States, is taken by approximately two million students annually.  Students receive a scaled score of 200 to 800 points for the reading and the math portions of the assessment.  In addition, according to the College Board (2016), 50% of all students who took the SAT scored a 530 or higher.  In the Jefferson school district, this assessment is given to all eleventh-grade students.  Data from the Scholastic Aptitude Test (SAT) also suggest a need to focus on literacy in the high schools.  Scores on the reading portion of the assessment have declined in Maryland each year since 2010, with Jefferson’s scores lagging on average nine points behind the state average (see Table 1).
  
	Table 1.  Scholastic Aptitude Test (SAT) – Reading Scores.

	Year 
	MD State Average
	Jefferson

	2010
	495
	483

	2011
	492
	476

	2012
	489
	478

	2013
	487
	475

	2014
	482
	479

	2015
	481
	477

	2016
	480
	473



Similar to the CCSS, the SAT places a focus on the reading of non-fiction text.  Beginning in 2016, the reading portion of the test included the following:  a selection of a classic work of literature, a text – or pair of texts – from a U.S. founding document, a passage from an area of the social sciences, and two science selections.  This change was to align the SAT with the new standards.  Prior to this change, the SAT did not include sections of non-fiction text and had an emphasis on general reasoning skills and vocabulary, often in limited contexts.  One example of the new emphasis on non-fiction text is a passage from a speech delivered by Congresswoman Barbara Jordan.  Students were asked to identify her stance, to recognize the rhetorical effect of three specific phrases, and to hypothesize why she drew a distinction between the two political parties.  
In another example, students read passages from a debate between Lincoln and Douglas as the two competed for a U.S. Senate seat in 1858 and were asked to identify the purpose of specific comments, define key terms used in an explicit context, and recognize the primary function of each speaker’s question.  Since the SAT is often used to determine college admission, the emphasis on non-fiction text is a clarion call for high school teachers to better prepare students to perform various higher order thinking tasks that demonstrate their understanding when reading these types of texts. 
[bookmark: _Hlk490902600]Other data from NAEP also illustrate the need to develop literacy skills in content area classrooms.  In addition to measuring proficiency in reading and math, content area assessments are also given in U.S. history and civics (National Center for Education Statistics, 2017).  On the 2014 U.S. history assessment, only 18% of students scored at or above the proficient level.  Similarly, on the civics assessment, just 23% of students demonstrated proficiency.  Such poor performance emphasizes the need to further investigate instructional practices in an effort to increase student understanding of the past as well as responsibilities of citizenship in the present (U.S. Department of Education, 2015).  The task of developing informed citizens is recognized by the National Council for the Social Studies as “vital” and “complex” (National Council for the Social Studies, 2016, p. 180).  Although the charge is difficult, it is one that should be attempted and can possibly be achieved through a combination of content and literacy-based practices.
Data from a variety of assessments indicate that the role of social studies teachers must change if they are to better prepare their students to understand historical and current events.  With the ultimate goal of having an informed and educated citizenry to positively influence events in the future, changes in instructional practices are needed.  Such changes should include students learning to read and analyze a variety of texts through a critical lens that does not assume all written documents as facts but seeks to understand the author’s position and purpose for writing.
Researcher’s Experiences
For 18 years, I have worked with students and staff as a mathematics teacher and school administrator.  Being a school administrator allowed me to impact the larger community by building strong positive relationships and influencing instructional practices to help meet the needs of all students.  Through the observation and evaluation processes, I realized I lacked the requisite knowledge and skills necessary to fully support all teachers.  A little over four years ago, in an effort to become a more effective instructional leader, I returned to school to pursue my doctorate in literacy curriculum and theory.  My purpose in entering this program was to increase my knowledge of literacy practices and research so that I could better support my staff and students.  As I learned literacy theories, I was able to go into classrooms to see practices derived from some of these theories implemented.
Current Practices
Pilot Study
In the spring of 2017 I conducted a pilot project in the high school in which I was serving as the principal with the purpose of exploring the literacy environment in social studies classes.  My hope was to gain a better understanding of the literacy practices utilized by social studies teachers while also learning about their perceptions of the CCSS.   I was also looking for alignment or disconnect between the standards, literacy practices of the teachers, and the skills that content experts believed students needed to develop.  This qualitative study was designed for me to learn about the unique perspectives of seven different educators:  three teachers, one supervisor, one literacy coach, and two experts in the field of social studies/history.  In addition to interviewing these individuals, I conducted classroom observations and held focus group discussions with the teachers.  Three findings from this pilot study contribute to the design of the current study.  
One of the key findings from the project was the impact of high stakes assessments on social studies teachers.  Despite the ongoing debate on the value of high stakes assessments, they currently play a major part in schools because they are tied to graduation requirements and are sometimes used as part of a teacher’s evaluation rating.  Dr. Parish, one of the discipline experts in the study, suggests that having these high stakes assessments “creates curricular squeezing, where you only pay attention to what gets tested.”  This was supported by the government teachers in the study who acknowledged that they place greater emphasis on content they know will be tested.  Throughout the study, the Government High School Assessment (HSA), which serves as a graduation requirement for all students, and the Advanced Placement (AP) Government tests emerged as key factors for the social studies teachers who were interviewed.  
Another important finding was the difference of opinions expressed by the teachers regarding the value of the CCSS.  Two of the teachers said that the standards had not had an impact on what they teach and explained that they do not consider them when planning.  However, another teacher disagreed and stated that the CCSS are “really valuable because it's going to help the students later on.”  She was specifically referencing document-based questioning and the analysis of primary and secondary sources which she believes students need to be able to do to be ready for college or career.  In her ten years of experience, she remembered teaching with a focus on historical facts and dates and alluded to previously using the stand and deliver method of teaching where she simply shared with her students important information that they needed to know.  Referencing the shift in instructional practices due to the implementation of the CCSS, she emphasized
Those kids who are college bound are going to benefit from it because they'll be asked to read a lot of sources like that and make sense of it.  Just in terms of the analytical skills that are required, I think it benefits all kids even if they're not college bound.
One of the intended goals of the CCSS is for teachers to assist students in developing these analytical skills.  This demonstrates the need for teachers to move their students beyond rote memorization of facts and towards reading, understanding, and applying information.  
The third significant finding from the pilot project was that teachers differed in the frequency and varieties of literacy-based instructional practices they believed to be effective in enhancing both reading and/or writing skills and content acquisition.  One of the teachers rarely used specific literacy strategies to assist students with analyzing and evaluating texts as he preferred to rely on the more traditional stand and deliver” instructional method.  The teacher was often observed lecturing using PowerPoint while students were taking notes.  But, the other two teachers provided their students with several opportunities to interact with a variety of texts in a number of different ways.  The pedagogical spectrum allowed for a wide range of practices to be utilized by teachers to accomplish instructional goals.  
Some of the literacy practices these teachers utilized included:  extended silent reading, chunking, analysis of passages with more open-ended questions based on primary documents, comparing primary documents, and document-based questions using a variety of primary sources – cartoons, pictures, texts, and letters expressing emotional responses to situations.  Two of the three teachers also utilized political cartoons, other pictorial representations, graphic organizers, and three level study guides.  These literary activities engaged students with the texts allowing them to work collaboratively to make meaning of what they read.  Students also worked in pairs or groups discussing texts and exchanging ideas about the author’s intent.  During classroom observations of the teacher who spoke positively about the CCSS, students were often found engaged in literacy focused activities that had them performing tasks specifically identified in the Standards, including “citing specific textual evidence,” “determining the central idea” and “analyzing in detail a series of events” (National Governors Association Center for Best Practices, 2010, p. 61).  
The pilot study highlighted instructional differences among three government teachers from the same school.  These differences, attributed to teacher preference and experience, suggest examining the instructional practices of high school social studies teachers across an entire district.  These practices, and the decisions to implement them, will be explored further in this study to see if instructional adjustments are in line with the existing standards.  Two different data gathering techniques will be utilized:  survey and focus groups.  
District Resource
[bookmark: _Hlk512149546]During the pilot project, and through my position as a high school principal, I learned that all social studies teachers in the Jefferson School District received professional development using “Reading Nonfiction – Notice & Note – Signposts and Questions” by Beers and Probst (2016).  The professional development for teachers using this text began in the Jefferson School District three years ago when the English, social studies, and science supervisors came together in an attempt to help content area teachers utilize non-fiction texts effectively in their instruction.  This collaboration was a result of students in the district not performing well on assessments that measured student understanding of non-fiction text and teachers self-identifying it as an opportunity for their own professional growth.   A variety of professional development sessions were conducted over a two-year window that assisted teachers in applying the strategies described in the book with their students.  These professional development opportunities were designed specifically for middle and high school teachers in the fields of English/language arts, social studies, and science.  Specifically, for social studies teachers, an emphasis was placed on assisting students with reading and understanding primary and secondary source documents.  This study will investigate the resources and supports currently in place and will explore if the previous professional development impacted teachers’ utilization of the shared literacy-based practices.
Research Questions
Since the conclusion of my pilot project, I am now serving as the Chief Academic Officer for the Jefferson School District overseeing Pre-K to twelfth grade instruction for twenty-six schools and programs.  I have decided to build on the findings of the single school-based pilot project by including all high school social studies teachers in this new study.  It is my hope that by exploring the literacy environment in high school social studies classrooms, existing supports and barriers can be identified to assist district level instructional leaders in making informed instructional decisions to assist teachers in meeting students’ literacy needs.
Students’ low performance on a variety of reading and social studies assessments, coupled with social studies teachers’ perceptions about literacy in social studies instruction and current practices identified in previous research, signal the need to continue investigating literacy instruction in social studies classrooms.  
The following questions will guide this dissertation research:
· What literacy practices do high school social studies teachers utilize with their students?
· Which literacy practices do high school social studies teachers believe to be most effective?
· What supports are in place to help high school social studies teachers effectively utilize literacy strategies?
· What barriers exist for high school social studies teachers to effectively utilize literacy strategies?


Chapter 2: Literature Review
I come from a place where I didn’t know much or think much about literacy because I’m literate, highly literate by most standards.  I assumed that everybody had some sort of proficiency that was on the same spectrum as mine, maybe just not with as many years of experience.  I’ve realized that just isn’t true.  Things related to reading and writing that I know innately, these kids haven’t got a clue about, some of the ones I teach.  It becomes a problem:  how do I get them to get their feet on the first rung of the ladder? (Wilson, 2007, p. 39)
This quote is a secondary school content area teacher’s response to a question about the literacy needs of his students and his needs as a teacher.  This teacher’s sentiments about trying to overcome the obstacles in addressing his students’ literacy needs are similar to those of many other teachers across the country who recognize students’ critical situation (Shanahan & Shanahan, 2008).  Therefore, it is important for teachers to have the necessary skills to provide quality instruction that supports student learning.  According to Alvermann and Moje (2013), teachers, especially those in high school content areas, vary in their ability to teach literacy skills, particularly in response to the new CCSS.  Consequently, the classroom practices that teachers employ with their students vary greatly in both frequency and effectiveness.  
The purpose of this literature review is to examine the research pertaining to high school social studies teachers’ classroom practices.  Specific areas to be reviewed include general history/social studies practices, disciplinary literacy, and content literacy.  In each area, the topic will be clearly defined before a review of research and examination of specific practices relevant to social studies instruction is presented.  An analysis of the research across these areas will then guide the methods to be used in a study investigating literacy instruction in high school social studies classrooms.  
To conduct this literature review, a search for empirical research was carried out using both Google Scholar and the Education Source database.  History/social studies practices, disciplinary literacy, and content literacy were key search terms, with a focus on articles and papers dealing with high schools and published in the last ten years.  Disciplinary literacy and content literacy were chosen based upon the researcher’s previous investigations into literacy in content area classrooms.  The references of identified relevant research provided additional sources for review.  
[bookmark: _Hlk499900515]Secondary Social Studies Instructional Practices
Overview
The term “social studies” is defined in a variety of ways, all centered around societies and the way that people interact in them.  The Oxford dictionary (2018) defines social studies as “various aspects or branches of the study of human society, considered as an educational discipline” while Merriam-Webster (2018) defines it as “a part of a school or college curriculum concerned with the study of social relationships and the functioning of society and usually made up of courses in history, government, economics, civics, sociology, geography, and anthropology.”  The continued emphasis on social relationships is echoed by the National Council for the Social Studies (2017), the main professional organization for social studies teachers in the world, as they define social studies as 
the integrated study of the social sciences and humanities to promote civic competence. Within the school program, social studies provides coordinated, systematic study drawing upon such disciplines as anthropology, archaeology, economics, geography, history, law, philosophy, political science, psychology, religion, and sociology, as well as appropriate content from the humanities, mathematics, and natural sciences. The primary purpose of social studies is to help young people make informed and reasoned decisions for the public good as citizens of a culturally diverse, democratic society in an interdependent world (p. 2).
The important goal of helping students develop the skillset to make knowledgeable and logical decisions as part of an informed citizenry remains a vital aspect of social studies instruction (Lin, 2015).  Consequently, the ability to read and understand texts dealing with these topics remains a key component to effective social studies instruction.
In the early 1990’s, a survey given by the Council of State Social Studies Specialists revealed that course offerings in K-12 classrooms have experienced little change throughout the last ninety years (Svengalis, 1992).  At the secondary level, however, a review of the instructional practices used by the teachers of those courses reveals variation in how teachers are educating students (Brophy, 1993; Barton & Levstick, 2004).  Their variation is a result of individual teachers’ goals, their sense of purpose, their comfort level with certain practices, and the setting where the instruction occurs.  
Larry Cuban (1991), former high school social studies teacher and current university professor, points out that despite some instructional variation, teachers often do not heed the advice of professionals in the field who advocate for instructional practices that encourage students to see history as an inquiry and an unrestricted research-based discipline.  According to Cuban (1991), high school social studies teachers – like many other high school content area teachers – use similar pedagogical approaches in their classrooms: “homework assigned from a textbook, review of assignment in class, extensive teacher talk (lecturing, clarifying, and explaining), recitation, and seatwork, interspersed with occasional use of audiovisual aids and field trips” (p. 203).  The methods described by Cuban, with memorization of facts being the dominant format, fail to allow students to view social studies as an investigative, open-ended, and research-based discipline, which is a key premise of quality social studies education (Bolinger & Warren, 2007).  To learn more about the practices being used in high school social studies classrooms, I reviewed research that shared information on classroom instruction as reported by students and teachers.
Instructional Practices Reported by Students
The NAEP surveys students about what practices are used in their high school social studies classrooms.  On the 2002 civics and U.S. history surveys, the three most commonly reported activities were completing worksheets, reading from a textbook, and memorizing material previously read (NAEP, 2002).  Results from the same assessments eight years later indicated that students reported that the most frequent activity was discussing material studied, followed closely by reading material from a textbook (NAEP, 2010).  And in 2014, discussion was again the most frequently named classroom activity, followed this time by writing short answers to questions (see Table 2) (NAEP, 2014).  


	Table 2.  Most Frequent Instructional Activities in Civics Classrooms as Reported by Students on NAEP Surveys.

	2002
	2010
	2014

	Filling out worksheets (87%)
	Discuss material studied (78%)
	Discuss material studied (79%)

	Reading from textbook (77%)
	Read material from textbook (74%)
	Write short answers to questions (67%)

	Memorizing material you have read (61%)
	Write short answers to questions (66%)
	Read material from textbook (65%)



Similarly, the top three classroom activities identified by students taking the U.S. history assessment in both 2010 and 2014 were discussing the material studied, reading material from a textbook, and writing short answers to questions (see Table 3) (NAEP, 2014).  Other classroom activities that students acknowledged doing frequently were watching movies or videos, discussing current events, using computers, and taking tests or quizzes.  The information from students shows a reduction in worksheet usage and rote memorization, and a move to include more classroom discussions and short answers to questions.
[bookmark: _Hlk512318719]Table 3.  Most Frequent Instructional Activities in U.S. History Classrooms as Reported by Students on NAEP Surveys.
	2002
	2010
	2014

	Filling out worksheets (85%)
	Discuss material studied (80%)
	Discuss material studied (80%)

	Reading from textbook (79%)
	Read material from textbook (73%)
	Write short answers to questions (64%)

	Memorizing material you have read (64%)
	Write short answers to questions (63%)
	Read material from textbook (64%)



Students identified the practices they are using in social studies classrooms through the NAEP survey.  The following section will share the instructional practices used in social studies classrooms according to the teachers.  Survey utilized with teachers will be shared first, followed by interviews and observations.
Instructional Practices Identified by Teachers
Surveys. 	
A 2007 study by Bolinger and Warren surveyed teachers in an Indiana school district and asked secondary social studies teachers asked about the specific discipline they taught.  Teachers were asked to rank order the National Council for Social Studies (NCSS) themes in order of importance, describe the focus of their instruction (discipline), and list the types of instruction they believe to be the most effective for students (Bolinger & Warren, 2007).
[bookmark: _Hlk512100884]Results from the survey showed that secondary teachers believe lecture is the most effective teaching method with 63% of them identifying it as their preferred instructional technique (Bolinger & Warren, 2007).  As shown in Table 4, other practices were also identified as effective, but fell well behind lecture, including discussions, projects, cooperative learning, and debate (Bolinger & Warren, 2007).  With such a high percentage of teachers identifying a teacher centered method of instruction as most effective, the researchers concluded that all teachers in their study needed help seeing the importance of active and authentic methods of instruction.  
	Table 4.  Most Effective Teaching Method as Reported by Social Studies Teachers in an Indiana School District (Bolinger & Warren, 2007).

	Instructional Practice or Tool
	%

	Lecture 
	63

	Discussions
	32

	Projects
	18

	Cooperative learning
	16

	Debate
	16


*Respondents could select more than one method as most effective.
A survey of U.S. history teachers investigated the effects of high stakes assessments in Mississippi on the pedagogical decisions of the teachers (Vogler, 2005).  Results indicated a preference for teacher-centered practices with the most common being lecture, textbook-based assignments, and multiple-choice questioning (see Table 5).  Student-centered practices, such as role playing, project-based assignments, and interdisciplinary instruction, were among the least used instructional practices.  Over 83% of the teachers acknowledged they allocated class time explicitly for preparing students for their high school graduation examination, with some teachers spending over two months focused on what is commonly referred to as “test prep”.  Nearly all teachers justified this decision as helping their students graduate from high school (96%) or increasing their school’s high school examination score (94%) (Vogler, 2005).  
	[bookmark: _Hlk504825614][bookmark: _Hlk507858892]Table 5.  Mostly Frequently Used Instructional Practice or Tool as Reported by U.S. History Teachers in Mississippi (Vogler, 2005).

	Instructional Practice or Tool
	Total % Use

	Textbooks
	94.4

	Multiple-choice Questions
	88.8

	Open-response Questions
	84.1

	Visual Aids
	83.2

	Supplementary Materials
	83.2

	Lecturing
	82.2

	Textbook-based Assignments
	78.5



Vogler’s (2005) research emphasizes the teachers’ desire to have their students do well on various high stakes assessments.  Because of this desire, they utilize the instructional practice or tool that they deem will be the most beneficial to their students.  Similarly, Bolinger and Warren’s (2007) study also revealed the instructional practices that teachers believe to the most effective.
Interviews and classroom observations.
The United States Department of Education began a “Teaching American History” grant program in 2001 to advance the teaching of American history through professional development.  The money was allocated to assist schools by “implementing research-based methods for improving the quality of instruction, professional development, and teacher education in American history” (Ragland, 2007, p. 43).  Professional development was designed with a focus on introducing new research-based instructional strategies, specifically emphasizing student engagement.  
To examine the effects of one specific part of the grant program, a three-year study of a component of the program, Model Collaboration:  Rethinking American History (McRAH), was conducted (Ragland, 2007).   It focused on the impact of the project in three areas: adoption of the new strategies, comfort level of the teachers using the strategies, and sustainability of the strategies after the project was over.
As part of the McRAH program, historians and pedagogy specialists collaborated to develop 12 instructional strategies for teaching American history (see Table 6).  Historians identified strategies that they use in their work and in their teaching, and these were combined with education professors’ knowledge of how to best engage students in the secondary classrooms.  The instructional strategies focused on engaging students in the learning process by having them interact with a variety of texts, other resources, and their peers.






	Table 6.  Instructional Strategies for Teaching American History as Recommended by Historians and Education Professors as Part of Model Collaboration:  Rethinking American History (Ragland, 2007)

	                                                        Instructional Strategy
	

	Use of primary documents and document-based questions
Historical artifact analysis
Use of “doing history” classroom activities
Use of “doing history” research assignments
Thematic instruction including variety of textual resources
Use of conceptual questions to organize lecture material
Use of graphic organizers, interactive note-taking and maps to develop 
main concepts
Use of images/media/multimedia/technology as sources for historical 
interpretation
Use of counterfactual approach
Use of narrative approaches including guided imagery for response
Perspective-taking exercises
Use of familiar, familial, and community connections to propose historical
links
	



Results from the study found that all twelve strategies were implemented with three of the strategies (use of primary documents, familiar connections, and perspective taking exercises - such as role-playing) being utilized by all teachers.  In contrast, historical artifact analysis, research assignments, and the counterfactual approach were used the least frequently.  A year after the project concluded, follow up interviews confirmed sustained implementation of the strategies, with the use of primary documents remaining the most frequently used in all classrooms.  Examples of primary documents used included newspapers, magazines, and other documents from the time period under examination.  In addition, teacher perceptions about the strategies remained high a year after the study concluded while the comfort level and confidence in using the strategies grew (Ragland, 2007).  The professional development provided as part of this grant program created a sustained change in the instructional practices used by teachers.
More recently, the flipped classroom approach also aims to increase the amount of student-centered instruction (Bergmann & Sams, 2012; Musallam, 2010; and Sweet, 2014).  In this approach, students read various texts and viewed videos or micro-lectures outside of class; during class, the teacher facilitated a variety of activities to engage the students in application of the content from the out of class assignment.  The rationale for the flip is to have the students complete the tasks that involve basic thinking and understanding outside of the classroom and allow the teacher to assist the students with other tasks that require higher-order thinking skills during the class period.
[bookmark: _Hlk510169925]Nine secondary school social studies teachers in two schools participated in a study to investigate how they incorporated flipped-learning principles into their instructional practices in order to differentiate instruction for their students (Waid, 2017).  The two schools received different levels of professional development regarding flipped-learning environments.  Student engagement in these flipped-learning environments were also compared to classrooms that used more traditional approaches to teaching through observations (Waid, 2017).
Interviews with flipped classroom teachers focused on the instructional practices and revealed variation among teachers.  Some reported assigning homework that required students to view presentations and read supplemental materials online, while another asked her students to annotate notes and assigned readings while also answering a number of basic questions.   She followed up those out-of-class assignments with small group discussions during the class period where students assisted one another by answering questions or clearing up misunderstandings from the texts.  This was similar to one of the other teachers who identified having students work in small groups to analyze documents or perform other activities that required higher level thinking skills.  Flipped classroom teachers assigned readings for homework while also using instructional time during the class period to read and analyze various texts (Waid, 2017).
However, in addition to the interviews, classroom observations of teachers utilizing the flipped-learning principles were conducted which revealed a variety of instructional practices that did not necessarily align with the interview data (Waid, 2017).  In one of the two schools that took part in the study where teachers had received more extensive training, observations revealed teachers utilizing instructional practices that had students engaged in the learning process and using higher-level thinking skills to solve problems.  Here the teachers used structured discussions, both in small groups and whole class, to confer about and then extend checkpoint questions given for homework and were based upon assigned textbook readings as well as supplemental reading materials (Waid, 2017).
[bookmark: _Hlk512106920]In another observation at the school that had received more training, students were asked to analyze a painting of Napoleon and then write his obituary using notes they gathered from Google Classroom.  Similarly, other students at the same school were seen creating a travel itinerary for a chosen country.  Students had to apply information that had been shared with them as well as information from their own research.  Completed itineraries were also required to contain relevant current information on the political, social, and economic situation in their country (Waid, 2017).  These types of literacy-based assignments and classroom activities reflect the National Council for the Social Studies’ (2016) call for 
activities that engage students with significant ideas, and encourage them to connect what they are learning to their prior knowledge and to current issues, to think critically and creatively about what they are learning, and to apply that learning to authentic situations (p. 180). 
Waid (2017) suggests that the professional development focused on using the new technology to differentiate instruction was the key factor in teachers more deeply engaging their students in the learning process.  
However, in the other school that received less professional development, several of the teachers distributed typed notes to the students and asked them to highlight key points, while another teacher had the students take notes during a lecture.  In this school, with limited training for teachers in differentiating instruction using technology, the majority of the observations revealed that there were low levels of student engagement and students were not thinking critically despite the flipped environment (Waid, 2017).  This emphasizes the importance of providing quality training when implementing any initiative or program.
Summary of Social Studies Instructional Practices
The social studies instructional practices identified by both students and teachers reflect the wide variety of teaching techniques utilized in high school history classrooms.  Students indicated a reduction in the practice of using worksheets and an increase in the use of discussions by teachers over the last fifteen years.  They also pointed out that textbook usage among social studies teachers continues to remain prevalent.  In two survey studies, teachers specified that lecture and discussion were the most effective teaching methods while acknowledging that using a textbook is the most frequent practice.  While in other studies, teachers pointed to using primary source documents with their students and observations showed them attempting to increase the level of student thinking by having them analyzing and evaluating texts.  These various social studies practices are used by teachers help students gain content knowledge.  The following section will move beyond content acquisition, to explore disciplinary literacy in a social studies context.
Disciplinary Literacy
Overview
Teacher preparation programs—especially at the secondary level—include a focus on pedagogical content knowledge, the methods and practices for teaching their specific area of study (Akmal & Miller, 2003; Shulman, 1986).  For example, a United States government teacher is trained to assist students as they learn about the system of checks and balances in the United States, while a world history teacher is tasked with helping students understand the events that led to the First World War.  However, learning in social studies classrooms is more complex than just knowledge about the content; the processes and practices that produce knowledge in the discipline are also required.  Hence, a move to disciplinary literacy—which calls for teachers to help students negotiate and critique a variety of texts with practices specific to the disciplines—serves as a method of incorporating both content and literacy into teachers’ instruction (Moje, 2007).  
A cognitive apprenticeship model (Gee, 2012) supports disciplinary literacy practices because it shifts instruction from a teacher-directed model where students are receivers of information, to one where students are active participants and teachers serve as guides in the learning process.  In this model student engagement increases because they are actively working with various texts as they assume the role of an expert in the specific content area (Moje, 2007, Shanahan & Shanahan, 2008).  The teacher’s role is to assist the students in understanding the strategies that a content expert would use when analyzing a similar text.
Disciplinary Literacy Practices of Social Studies Teachers
Differences between disciplines.
In one of the first studies on disciplinary literacy, Shanahan and Shanahan (2008) created multiple disciplinary teams consisting of two university professors who served as discipline experts, two high school teachers in the same discipline, and two literacy experts with the goal of identifying unique literacy practices, tools, and strategies for teachers and students to use within a particular discipline.  The research study identified differences across the disciplines with the experts from the different fields “emphasizing a different array of the reading process” (Shanahan & Shanahan, 2008, p. 49).  For example, those from the chemistry field were focused on the transformation of data from one form to another.  When reading science related texts, the chemists were thinking about the formulas relating to the words in the text.  Or, when a chart or diagram was used, they pointed out the importance of going back and forth between the picture and the text as a way of making meaning.  For chemists, diagrams, charts, graphs, pictures, and texts are all essential components and must be fully understood to comprehend the given concept (Shanahan & Shanahan, 2008).  
[bookmark: _Hlk512154107]In contrast, historians emphasized the importance of closely examining who the author of a text is before reading in order to identify any potential biases so that students understand that what is being read is an interpretation of historical events, not necessarily the truth (Shanahan & Shanahan, 2008).  One of the historians who participated in this study described her thoughts while reading a text about Abraham Lincoln:  
I don’t know him [the author] very well, but he is part of a right-wing group of southern conservatives who is a secessionist.  I’m not sure that the best model for thinking about Lincoln as president is one that comes from a racist.  So I have my critical eyes up a little bit, so it’s a bit of a stretch to be friendly to, so I wanted to make sure to read it fairly.  (Shanahan & Shanahan, 2008, p. 50)
This is an example of how bias plays a role in the analysis of historical texts and how the critical examination of such texts can lead to instructional opportunities for teachers and students (Moje, 2007).  It is important for teachers to help students understand that when reading and analyzing an historical text, the reader must understand the author’s background and perspective and consider the impact on the text.  One discipline specific practice in the field of social studies is historical reasoning, which will be described next.
Historical reasoning.
[bookmark: _Hlk512316981][bookmark: _Hlk511727284]Historical reasoning is another discipline-specific practice scholars have studied.  Eighth grade students in Northern California read primary and secondary sources containing contradictory information and/or differing opinions about an event (De La Paz, 2005).  In order to resolve these differences and evaluate the validity of the texts, students considered the source and examined the purpose for which it was written.  
In addition to inspecting texts for bias, historical reasoning also requires students to compare details of different texts, looking for inconsistencies and missing information, and then to make inferences from the multiple sources.  Students practiced this strategy by recording notes from each source on what they considered to be reliable (De La Paz, 2005).  In comparison with other students who did not receive instruction in this strategy, the students who practiced historical reasoning outperformed those who did not.  This instructional method has students actively involved in the learning process and is different from instructional practices where students passively read from a history textbook and accept the information as factually accurate.  This historical reasoning strategy enables students to read a variety of texts and think critically, while still learning truths about important events of the past (De La Paz, 2005).
[bookmark: _Hlk512154196]Historical reasoning has been studied in international settings as well.  A study of seventy students in four ninth grade classes in Taiwan found that a close examination of texts written from different perspectives aided students’ analysis of authorship (Damico, Baildon, Exter, & Guo, 2010).  Students reviewed websites containing information about both a historical event and the subsequent current policies using a Critical Web Reader designed to guide their review of the two texts through four lenses that echoed the importance of authorship, purpose, and evaluation of information (De La Paz, 2005; Shanahan & Shanahan, 2008).  Students used these tools to check the reliability of the website, inspect claims utilizing prior knowledge, identify what information was included and excluded, and think about how their own background knowledge influences their analysis (Damico, Baildon, Exter, & Guo, 2010).  Results indicated that using the Critical Web Reader, combined with teacher guidance, allowed the students to more closely examine the author’s intentions when responding to texts as compared to the same students’ previous attempts without the Critical Web Reader.

Reading and writing in social studies.
[bookmark: _Hlk500002801]Additional research on disciplinary literacy practices was conducted as part of Project READI (Reading, Evidence, and Argumentation in Disciplinary Instruction), a reading comprehension research project funded by the Institute of Education Sciences.  The goal of the research project was to study ways to help secondary school students read and write evidence-based arguments in multiple subjects including literature, science, and history (Shanahan, Heppler, Manderino, Bolz, Cribb, & Goldman, 2016).  The researchers acknowledged the differences in reading, writing, and argumentation in the different disciplines and noted the uniqueness of history where documents and artifacts are used to interpret the past placing an emphasis on sourcing, contextualization, and corroboration (Shanahan et al., 2016). 
In the third year of Project READI, a study was conducted on the classroom practices in an eleventh grade Advanced Placement United States History class of one of the project team members (Shanahan, Heppler, Manderino, Bolz, Cribb, & Goldman, 2016).  Throughout the year the teacher kept track of her instructional changes, noted students’ reactions and performances to the literacy tasks assigned to them, continued to meet with the team to reflect on progress and concerns, and took part in debriefing sessions with members of the team as they reviewed videotaped lessons (Shanahan et al., 2016).  The main focus of the teacher’s instruction and the reflections that followed was implementing the six learning goals created by the READI team to support the AP US History curriculum established by the College Board.  The intent of the learning goals was to have students do the following:  engage in close reading of historical resources, synthesize and reason across a number of resources, construct claims from evidence, use interpretive frameworks to analyze claims and evidence, evaluate interpretations, and demonstrate understanding of the epistemology of history.
The research team found that the teacher’s instruction “provided opportunities for students to be introduced to and to increase their command of the literacy practices of history” (Shanahan et al., 2016, p. 23).  The researchers also emphasized the importance of students understanding how to approach historical argumentation and highlighted the teacher’s need to fully understand historians’ literacy practices.  The students in this AP US History class benefited from the teacher’s integration of learning goals and content knowledge, to learn both important historical information as well as the literacy practices required for the analyses of a variety of historical texts.  It is important to note that through her participation in Project READI, this teacher had the support of several experts in the field of disciplinary literacy leading up to and during the year in which this study took place.  
Summary of Disciplinary Literacy Instructional Practices
[bookmark: _Hlk500085706]Shanahan and Shanahan (2008) define disciplinary literacy as “advanced literacy instruction embedded within content-area classes such as math, science, and social studies” (2008, p. 40).  In disciplinary literacy there is a focus on the specific tools that experts in that field utilize in their discipline.  Examples in social studies include students writing news articles as part of an analysis of a historical event or students reading contradicting sources of the same incident in history and being asked to resolve the differences to gain a deeper understanding (Shanahan & Shanahan, 2012).  Research regarding disciplinary literacy practices in social studies classrooms all point to the importance of engaging students in closely examining nonfiction texts.
[bookmark: _Hlk511727656]Students are taught to examine the author and to consider the purpose for which the text was written to identify any potential biases.  In addition to reading critically, students also benefit from engaging in evidence based argumentative writing, often following a detailed examination of texts.  Teaching practices utilizing disciplinary literacy can be an effective tool for enhancing students’ literacy development while also supporting content acquisition (Moje, 2007; Shanahan & Shanahan, 2008).  This approach to teaching and learning is different from traditional methods of literacy instruction as it focuses on the specific content literacy needs and is based upon the premise that disciplinary knowledge is most effectively acquired by engaging in the literacy practices important to experts in that field (Johnson & Watson, 2011).  
Content Literacy in Social Studies Instruction
Overview
Unlike disciplinary literacy which focuses on literacy practices specific to a particular discipline, content area literacy refers to flexible reading strategies that students can apply across a variety of subject areas (Shanahan & Shanahan, 2008).  These strategies, such as pre-reading, activating prior knowledge, and summarizing, are transferable across contents and assist students with the understanding of a wide variety of texts.  
Content Literacy Practices of Social Studies Teachers
Content literacy in the Jefferson School District was an area of focus that began three years ago with the English, social studies, and science supervisors coming together in an attempt to help content area teachers utilize non-fiction texts more effectively in their instruction.  Beers and Probst’s (2016) “Reading Nonfiction – Notice & Note – Signposts and Questions” was given to all content area teachers and professional development was focused on the strategies included in the book for over a two year period of time.
Understanding nonfiction text.
The book “Reading Nonfiction – Notice & Note – Signposts and Questions” (2016) by Beers and Probst was written to assist teachers in helping their students read and comprehend nonfiction text by providing them with a number of tips and strategies.  The authors distinguish a strategy from an activity when they define a strategy as “something that lets us look closely at how a student is thinking” (Beer & Probst, 2016, p. 183).  The application of the strategy is very important because if the teacher is disconnected from the student and not able to gain insight as to what he/she is thinking, then the strategy turns out to be just an activity for the student with no instructional value for the teacher.
The authors describe just seven strategies in the book as they believe students sometimes get lost if there are too many from which to choose.  Their rationale is that if students have too many strategies in their toolbox, they will not know which one to select.  But if they have a smaller number that they know well, it will be easier to select the proper one at the correct time.  The before, during, and after reading strategies are designed to assist students in better understanding nonfiction texts at all stages of the reading process.  
The two before reading strategies are possible sentences and KWL 2.0 (Beers & Probst, 2016).  Possible sentences are designed to have the students think about the content of the text before reading by creating sentences from key words that the teacher has pulled from the text.  KWL 2.0, similar to the original KWL (know, want to know, learned), purposefully has students connecting old knowledge to questions they have, to answers they find, to the creation of new knowledge.  Beers and Probst (2016) suggest the following four questions to guide the process: “What do I know?  What do I want to know?  What answers did I learn?  And what did I learn that’s new?” (p. 193).  Both of these strategies are designed to improve students’ comprehension of assigned texts.
To assist during the reading, Beers and Probst (2016) propose three strategies; somebody wanted but so, syntax surgery, and sketch to stretch.  Somebody wanted but so, or SWBS, is used to assist students in creating a one sentence summary of the text by having them answer who the “somebody” is in the text, what they “wanted” to do, “but” what happened, and “so” what was the final result?  Syntax surgery has students physically drawing directly onto the page of text as they connect key words, phrases, and sentences with other parts of the text.  It is designed to help clear up possible confusions students may have when reading.  And as it would suggest, sketch to stretch has students draw a picture of what they are reading to assist in visualizing what the author is saying.  Like the before reading strategies, all three during reading strategies are designed to assist students in better comprehending what they are reading and are intended to have students interacting with their classmates and sharing information.
The final two strategies are for after reading.  Genre reformulation and posters are designed to help clear up any confusion while solidifying content acquisition (Beers & Probst, 2016).  Genre reformulation is sometimes referred to as “story recycling”, as students are asked to write about what they have read using a different style or structure.  Having students turn a non-fiction section of text into a rap song or a children’s story can be an effective way of helping students think about what they have read previously.  The poster strategy as described by Beers and Probst (2016) is much different than simply creating a poster about something students have read.  It is a small group activity where three or four students gather around a large sheet of paper where they respond to the teacher’s reading of a passage of text orally.  The students are not allowed to talk and must write their reactions down on the paper.  Students can read one another’s responses and then continually add more thoughts and comments for a given time frame (ten to twenty minutes recommended).  This strategy, although not able to be done independently, does help to instill positive habits such as jotting down notes to again help with reading comprehension.
In addition to the strategies, Beers and Probst (2016) also share five signposts designed to focus the reader on important information in the text and highlight the need to think critically about the author’s claims.  These signals of significant moments in the text include: contrasts and contradictions, extreme or absolute language, numbers and stats, quoted words, and word gaps (Beers & Probst, 2016).  Besides describing each one in detail, the authors provide examples of what it may look like when the teacher is teaching the concept, how to model it for the students, and what it may look like with the students as they look for the different signposts.
A final point of emphasis by Beers and Probst (2016) that plays a key role in social studies instruction is understanding the author’s stance.  They discuss the importance of stance by reminding the reader that when reading nonfiction, he/she should have some skepticism, as the author “may be perfectly true, they may be somewhat biased, or they may be telling flat-out lies” (p. 76).  This is important when students are reading primary and secondary source documents as the authors have their own opinions, motivations, and perspectives.  
Summary of Content Area Literacy Practices 
Research regarding content area literacy practices shows a wide variety of flexible reading strategies that can be used with students to assist them in their understanding of texts across multiple disciplines.  Some common examples include pre-reading, setting goals, activating prior knowledge, making predictions, and summarizing.  Students are frequently assigned various texts to read without having the necessary skillsets to read and making meaning from the texts.  But many of the content area literacy practices discussed in this section can assist students in better understanding what they are reading by providing them tools to use when attempting to comprehend assigned readings.  These practices place an emphasis on accessing background knowledge to connect new content to information already known and stress the monitoring of students’ comprehension.  Utilizing these practices forces teachers to employ a student-centered approach to learning with students reading a variety of texts independently while also discussing collaboratively with their classmates.
Discussion
Despite the identified links between social studies and reading, literacy instruction in social studies classrooms remains underutilized with textbook assigned readings and responding to questions with short answers and essays being the most common literacy-based practices.  With the increased availability of historically significant primary and secondary source documents, social studies teachers have an opportunity to engage students in reading a wide variety of texts and can assist them in their understanding of these texts with the teaching of content literacy practices.  In addition to content literacy practices, disciplinary literacy and other social studies instructional practices can also assist students in their literacy development while at the same time supporting content acquisition.  
The literature on social studies practices, disciplinary literacy, and content literacy reviewed in this chapter identifies literacy practices in social studies classrooms that can be organized into four categories:  sources of information, instructional strategies, purposes for instructional activities, and student outcomes.  This organization was developed to group similar practices together for use in a survey after previous studies and surveys were identifying such a wide variety of terms, such as textbooks, quizzes, and checking for bias, as literacy practices.  I included practices from the research reviewed in this chapter with findings from the NAEP data, along with the Vogler study, and the Beers and Probst text playing a prominent role, to produce the list of items for each of the categories.     
Sources
The 2014 NAEP survey for civics and U.S. history asked students to “indicate how often you do each of the following when you study social studies or civics or government in school” (p. 3).  That statement is followed by 15 different action items such as read from a textbook, write a report, watch a movie or video, and discuss current events.  Of the items listed, six are directly linked to sources of information that students would use to gain information (textbook, newspapers, library books, etc.), with the remaining items being related to some act that students would do following receipt of the that information (discuss the material, write a report, take a test/quiz, etc.).
[bookmark: _Hlk514168641]Like the NAEP (2014) survey for students, the survey instrument used with teachers by Vogler (2005) also examined the frequency of a variety of classroom activities but was divided into three sections:  instructional strategies, teaching techniques, and instructional materials and tools.  Again, sources of information for students played a key role as the section titled “instructional materials and tools” contained items such as textbooks, newspapers/magazines, audiovisual materials, computers/internet, and others.  Also included in the NAEP (2014) survey was lecture, which I have included in the sources category as students are listening to their teacher who is a source of information.  In addition to the items found in these two surveys, other studies identified sources of information, with primary and secondary sources emerging as a key source, specifically in research focused on disciplinary literacy (Shanahan, Shanahan, & Misischia, 2011).  See Table 7 for a complete list of items I included as sources.
Strategies
One of the other sections from the Vogler (2005) study relevant to this study is instructional strategies; it contained 17 items such as writing assignments, inquiry/investigation, and multiple-choice questions.  However, for the purposes of this study focused on literacy-based practices—specifically the reading and understanding of non-fiction texts—the strategies section here centers on strategies designed to assist students with the understanding of assigned readings.  Many of these strategies are from Beers and Probst’s (2016) Reading Nonfiction such as possible sentences, syntax surgery, and genre reformulation.  While others such as morphology, previewing text, and interactive note taking are more widely known and were referenced in other content literacy research studies (Beers & Probst, 2016; Fisher & Frey, 2014; Ragland, 2007).  See Table 7 for a complete list of items I included as strategies.	
Purposes for Instructional Activities
While many of the strategies used for this study emerged from the research on content area literacy, the studies reviewed on disciplinary literacy revealed the importance of the purpose (or rationale) behind the various instructional practices.  For example, an activity could be done for the purpose of activating students’ prior knowledge or having students think about the background of the author.  With the C3 Framework (College, Career, and Civic Life) from the National Council for the Social Studies (21013) requiring students to develop skills that will enable them to read, write, and think like a historian, instructional activities designed to have students inspecting for bias, synthesizing multiple sources, and constructing claims from evidence become critically important (De La Paz, 2005; Moje, 2007; Shanahan & Shanahan, 2008).  
This section is important as it is necessary to understand why teachers are doing various activities in their classrooms, in addition to what they are doing and what sources of information they are using.  With several of the identified purposes having some similarities, it is important to distinguish their differences.  For example, inspect for bias, inspect claims, and analysis of authorship have some commonalities, but can be defined differently.  For the purposes of this study, inspecting for bias is investigating the background and position of the author to consider any prejudices they may have; inspecting claims is examining statements made in a given source; and analysis of authorship is a focus on who wrote the given text and what perspectives they may have.  See Table 7 for a complete list of items I included as purposes for activities.
Outcomes
As indicated by their inclusion on the NAEP (2014) and Vogler (2005) surveys mentioned previously, student outcomes are an important component of classroom instruction where students have an opportunity to strengthen their content knowledge about a given topic while also demonstrating their understanding for the teacher.  Traditional outcomes such as tests/quizzes, short answers to questions, and essays are included, as are student-centered practices such as role-playing and debating that involve students in their learning in more unique ways (Bolinger & Warren, 2007).  In addition to outcomes identified in previous research, outcomes observed in my educational experiences were also included.  Table 7 includes a complete list of outcomes.

























Table 7.  Summary of Sources, Strategies, Purposes, and Outcomes Identified in the Literature.
	Sources
	Strategies
	Purposes
	Outcomes

	Textbook readings
Lecture
Movies/videos
Current events
Websites
Primary source documents
Secondary source documents
Literature (non-fiction)
	Comprehension monitoring
Previewing text
Vocabulary definitions
Morphology
Context clues
Contrasts and contradictions
Extreme or absolute language
Numbers and statistics
Quoted words
Word gaps
Possible sentences
KWL 2.0
Somebody wanted but so
Syntax surgery
Sketch to stretch
Genre reformulation
Poster
Interactive note taking
Discussions
	Access background knowledge
Inspect for bias
Historical reasoning
Analysis of authorship
Inspect claims
Close examination of text
Synthesize and reason multiple resources
Evaluate interpretation
Historical argumentation
Construct claims from evidence
	Tests/quizzes
Projects 
Short answers to questions
Role playing
Debate
Essays
Research reports
Presentations



This literature review has examined empirical research focused on high school social studies teachers’ classroom practices and has identified a number of practices in the areas of general social studies/history practices, disciplinary literacy, and content literacy.  These recognized practices can assist in investigating what is currently happening in high school social studies classrooms in the Jefferson School District.  With literacy playing an important role in preparing students for post-secondary success, social studies teachers can assist in improving the reading and writing abilities of students by incorporating the use of a variety of non-fiction, discipline-specific texts to support students as they acquire new content knowledge.  Based upon the information presented in this review, a study focusing on literacy instruction in social studies classrooms was conducted to examine both teacher practices and perceptions.
Theoretical Framework
To help contextualize the results of the previous studies discussed in the literature review, and to explain the framework for which the results of this current study are analyzed, the guiding theories are examined and described here.  The roots of disciplinary literacy are grounded in discourse theory and reflect the ideas that communication in classrooms constructs knowledge, is social in nature, and involves both spoken and written language (Alvermann & Moje, 2013).  John Dewey (1903) believed in a democratic form of government and emphasized the need for an informed citizenry.  He also believed that students learn best by doing and encouraged educators to provide students with authentic learning opportunities.  Building from this foundation, James Gee’s (2012) Discourse theory concerns language use in a societal or cultural context and supports the use of disciplinary literacy to teach students the habits and practices of experts in the field, for example, scientists or historians.  Gee (2001) asserts that “meaning in language is tied to people’s experiences of situated action in the material and social world” (p. 715).  These contextualized learning experiences offer purposeful discipline-specific tasks for students in their meaning-making process.  
Further, Gee (2014) emphasizes the role that identity plays in literacy-based instruction, arguing that when someone “speaks or writes, they simultaneously say something, do something, and are something” (p. 20).  When classroom environments promote talking and writing, students are able to take on the identity of a practitioner and communicate with teachers and other students about texts from this perspective.  Accordingly, students are indoctrinated into the given content and learn how professionals in that field think (Moje, 2007).  Students can be given the opportunity to assume the role of an expert in the field of history by examining primary source documents and other texts, and drawing conclusions about events of the past and then share their findings with others.  
Gee’s (2012) apprenticeship model advances disciplinary literacy practices.  Students are introduced to the reading, writing, thinking, and speaking of a specific field as they are actively involved in the learning process (Gee, 2012; Hillmam, 2014; Schoenbach, Greenleaf, & Murphy, 2012).  In traditional apprenticeship models, the apprentice learns from the expert and gradually assumes responsibility, first by observing, then incrementally undertaking tasks, finally being proficient in all areas.  Similarly, the cognitive apprenticeship model, which occurs in classrooms, situates teachers as the expert who makes visible the practices and processes of the field to students through authentic tasks (Collins, Brown, & Holum, 1991).  Through this model, students develop the necessary skills that will assist them in being part of an informed citizenry as they increase their ability to read and understand a variety of texts while also growing the capacity to distinguish fact from opinion.
Conclusion
Both researchers and educators point to infusing literacy instruction into content area classes as a way of improving content area learning as well as literacy acquisition (Bean, 2000; Dishner & Olson, 1989).  But this suggestion has met with some resistance from secondary school teachers due to previous practices, the backgrounds of content area teachers, and their lack of confidence as literacy teachers (O’Brien, Stewart, & Moje, 1995).  While teachers may see the value of content literacy strategies, they often do not see the usefulness of these strategies in helping them meet their own instructional goals as they feel that time spent on literacy instruction takes away from time focused on content.  Another reason for teachers’ resistance is the necessary shift in instructional practices that would be required with an infusion of content literacy instruction.  Teachers who are accustomed to predominately teacher-centered instruction (content dissemination) would need to transition to a more student-centered approach utilizing more collaborative learning, discussion, and inquiry where the teacher would serve as a facilitator in the learning process.



Chapter 3: Methodology
[bookmark: _Hlk510179516]The National Governors Association Center for Best Practices (2010) suggests that high school juniors and seniors in social studies courses should be able to “evaluate various explanations for actions or events and determine which explanation best accords with textual evidence, acknowledging where the text leaves matters uncertain” (p. 61).  Expectations such as this, and other similar standards found in the CCSS, call for a focus on reading and understanding non-fiction texts by social studies teachers.  However, many social studies teachers do not have confidence in their background knowledge, skills, or training to effectively integrate literacy instruction into their classrooms and believe instructional time should be focused on content instead of literacy (Alvermann & Moje 2013; McCoss-Yergian & Krepps, 2010).  The National Council for the Social Studies (2016) recognizes the importance of literacy in social studies instruction and believes that a combination of disciplinary practices and literacies, critical thinking, and problem-solving aid in helping students become prepared for both college and career.
[bookmark: _Hlk499127114]These new standards and frameworks now in place require a change from the lecture-based practices previously used by many social studies teachers and call for a move towards incorporating practices that have students analyzing and evaluating a variety of texts (Agarwal-Rangnath, 2013).  This necessary instructional change, combined with students’ low performance on a variety of reading and social studies assessments, indicate the need to continue investigating literacy instruction in social studies classrooms.  The purpose of this case study was to determine what literacy practices high school social studies teachers utilize with their students; which literacy practices high school social studies teachers feel are most effective; what supports are in place to help high school social studies teachers effectively utilize literacy strategies; and what barriers exist for high school social studies teachers to effectively utilize literacy strategies?	
Overall Design
A case study approach was chosen to investigate high school social studies teachers’ literacy-based instructional practices and rationales for using particular instructional methods; my goal to better understand this real-life phenomenon in more depth (Yin, 2014).  Because I hoped to gain insights into one specific district, a case study allowed for a focused examination of an explicit group of teachers.
As part of the case study, two different types of data collection were used:  survey and focus groups.  Convergence of the two data sources assisted in increasing the validity of the findings (Creswell, 2014; Glesne, 2016) as the qualitative and quantitative data complemented one another to increase the accuracy of decisions about the study (Jick, 1979).  A survey was an appropriate tool for this study as the researcher was looking to gather information from a group of teachers by asking questions of them about their teaching practices (Fowler, 2014; Krosnick, 1999).  Following the survey, utilizing an emergent design, three focus group discussions were conducted with separate groups of teachers to gain deeper insight into the practices identified as frequently and infrequently used, as well as those identified as effective and ineffective (Kidd & Parshall, 2000).  
Research Setting
The setting for this study was the Jefferson School District, which is in a mid-Atlantic state in the United States.  The district is defined by county boundaries and has a mix of rural and urban schools with a small city centrally located in the middle of the district where the majority of schools are located.  The city, which contains a downtown community currently undergoing revitalization, is the center of business and general activity for the larger geographical area.  The city also includes a university that has an impact on social life, the economy, and the educational environment in the area.  The school district and the university have a mutually beneficial collaborative relationship.  The district’s classrooms are labs for the university, providing teacher education students with real life teaching experiences.  The university’s students observe classroom instruction and complete teaching internships under the direction of qualified teachers.  Additionally, the university’s education professors provide professional development for the district when requested.  
The district consists of over 15,000 students with approximately 3,000 staff members.  Table 8 describes the student population which is comprised of about 44% white students, approximately 36% black students, over 9% Latinx students, and just under 7% identifying as two or more races.  Additionally, 63% of the students receive Free and Reduced Meals (FARMS) and 8% are English Language Learners (ELL).
	Table 8.  Student Demographics of Jefferson School District.

	                            Student Subgroup
	%

	White
	44

	Black
	36

	Latinx
	9

	Two or more
	7

	FARM
	63

	ELL
	8



There are 33 high school social studies teachers in the district’s four high schools.   Courses in the social studies department include United States history, Unites States government, world history, psychology, and geography.  Each course has a range of levels that include regular, honors, and Advanced Placement with a number of classes using a co-teaching model to support special education and English Language Learner students.  In addition to school-based professional development, the supervisor of social studies facilitates content specific professional development for social studies teachers three times a year.
[bookmark: _Hlk510258488]During the past three years, the supervisors of social studies, science, and English/language arts have collaborated and planned professional development for the teachers of all three content areas about the reading and understanding of non-fiction texts.  This focus came as the result of district-wide literacy data that highlighted it as an area of concern, coupled with classroom observations by supervisors and other administrators that showed content area teachers not being able to support their students effectively after assigning them a text to read.  This collaboration allowed teachers across content areas an opportunity to learn about ways to assist students in reading and understanding a variety of non-fiction text.  As part of the professional development, each teacher was given a copy of Reading Nonfiction – Notice & Note – Stances, Signposts, and Strategies by Beers and Probst (2012) as a resource.  The majority of the professional development sessions utilized the ideas and strategies explained in this text.  Continuing the literacy focus in social studies, the supervisor’s objective for this past year’s professional development was to continue to review the CCSS for Literacy in Social Studies.  A secondary emphasis was the implementation of the C3 Framework (College, Career, and Civic Life) which requires students to develop skills that will enable them to read, write, and think like a historian.   


Positionality
In addition to the role of researcher, I am also the Assistant Superintendent - Chief Academic Officer for the Jefferson School District.  From my previous role as a high school principal, I recognize the important role that teachers play in students’ educational development.  As a student in a Doctor of Education (Ed.D.) Contemporary Curriculum Theory and Instruction: Literacy Program, I have learned the critical role literacy instruction plays in schools and realize it is more than just the English teachers’ responsibility to aid in students’ literacy development.  Serving as a district level administrator and researcher/doctoral candidate puts me in a unique position to examine the literacy practices that exist in high school social studies classrooms in the district that I serve.
Because I conducted the study in the district in which I work, it is important to acknowledge the role that my authority plays in a district setting.  Glesne (2016) refers to conducting research in the institution in which you work as backyard research, while pointing out that it can be very valuable but “needs to be entered with heightened consciousness of potential difficulties” (p. 50).  Creswell (2014) confirms the possible challenges while also recognizing the benefits that could come from this type of research.  As the Chief Academic Officer who oversees pre-K through twelfth grade instruction, I indirectly supervise all teachers in the district including those who are being asked to participate in this study.  It is important to recognize this relationship, and I made it clear both in writing and orally - during all parts of the study - that participation was completely voluntary, and teachers may have chosen not to participate or could have stopped participating at any time with no risk of retaliation or negative consequences.  In addition, no compensation or benefits were provided to those who participated in an effort to minimize the risk of coercion (Wester, 2011).
Of equal importance to recognizing my position of authority over the teachers participating in the study, is acknowledging how my dual role could have potentially biased me as a researcher.  Maykut and Morehouse (1994) point out how a researcher needs to be “acutely tuned-in to the experiences and meaning systems of others – to indwell – and at the same time to be aware of how one’s own biases and preconceptions may be influencing what one is trying to understand” (p. 123).  I believe that my insider status, having known many of the participants for many years, benefited me in collecting and analyzing valuable data.  Despite my position in the district, I remained committed to accurately sharing all data collected in an open and authentic way and clearly explained my intent of being transparent throughout the process.  Member checking was utilized to assist in ensuring validity, as I shared my findings and conclusions with the participants to see if I accurately captured their thoughts and ideas.
Participants
A total of 33 teachers were invited to participate – all the Jefferson School District’s high school social studies teachers.  They were all selected to participate to gain insight into the teaching practices across the entire district.  Of the 33, nine of the teachers were female, twenty-four were male, and all the teachers identified as being white.  Pseudonyms are used for all teachers who chose to take part in the study.


[bookmark: _Hlk497759411]Data Sources
Survey
[bookmark: _Hlk499275312]To assist in answering the first research question - what literacy practices do high school social studies teachers utilize with their students - a survey was used to gather information from all participants.  A survey can be “an efficient method for systematically collecting data from a broad spectrum of individuals and educational settings” (Check & Schutt, 2012, p. 160) and was chosen for this study to allow all teachers to anonymously share how frequently they employ a variety of instructional practices.  The survey (Appendix A) was developed by combining components of surveys used in previous research investigating instructional practices with other information garnered from the literature review.  
The survey had two parts:  the first asked the teachers to identify their years of experience and main content area of social studies, followed by the second part, a series of Likert-type questions identifying how frequently they use a variety of identified practices during each unit of study.  The years of experience question allowed teachers to identify as non-tenured (less than three years of teaching), four to ten years of experience, ten to twenty, or greater than twenty.  The content area question asked teachers to select either U.S. government, U.S. history, world history, geography, psychology, or economics as the specific content area that they teach the most.  
The second part of the survey, intended to gain insight into what is happening in various social studies classrooms, was divided into four subsections:  sources, instructional strategies, purposes, and student outcomes.  These categories allowed teachers to not only share what activities they were using with their students, but why they were using them and what sources were being utilized.  For the Likert-type questions, teachers were given eight sources of information, 19 instructional practices, ten purposes for engagement, and eight student outcomes; and asked to indicate the extent to which they use that practice in their social studies classroom (see Table 9).
	Table 9.  Description of Survey Instrument Using Likert-type Questions to Find Frequency of Use.

	Category
	# of Items
	Examples

	
Sources 
	
8
	Textbook
Websites
Primary Source Documents

	
Instructional Strategies
	
19
	Vocabulary Definitions
Previewing Text
Interactive Note Taking

	
Purposes
	
10
	Analysis of Authorship
Close Examination of Text
Access Background Knowledge

	
Student Outcomes
	
8
	Tests/Quizzes
Debates
Research Reports



To develop the frequency of use scale, I referred to previous surveys which identified both “weekly” (Vogler, 2005) and “year/month/week/day” (NAEP, 2014).  After consulting with middle school social studies teachers in the district, as well as the social studies supervisor, it was decided to use “unit of study” for the given time period.  As indicated in Table 10, options included:  do not use, rarely (less than one time per unit), occasionally (about one time per unit), regularly (about two to three times per unit), and mostly (about four or more times per unit).


  
	Table 10.  Five-point Likert-type Scale Used in Survey to Identify Frequency of Practices.

	                          Scale Score
	               Description

	1
	Do not use

	2
	Rarely (less than 1 time per unit)

	3
	Occasionally (about 1 time per unit)

	4
	Regularly (about 2 or 3 times per unit)

	5
	Mostly (about 4 or more times per unit)



Each item in the survey was accompanied by a brief explanation to aid the participants in understanding the question and ensuring that teachers had the same meaning in mind when answering each question.  For example, movies/videos were designated as “teacher utilizes a movie, portion of a movie, or video clip as an instructional tool” while analysis of authorship was described as “a focus on who wrote the given text and what perspectives they may have.”  These questions were piloted with the social studies supervisor for the district and several middle school social studies teachers, who are not participants in the study, with cognitive interviews also taking place to identify potential problems or misunderstandings with the questions (Check & Schutt, 2012; Desimone & Le Floch 2004; Fowler, 2014).
[bookmark: _Hlk499281934]Participants were invited to complete the online survey developed in Qualtrics through an e-mail sent to their school district e-mail address from the researcher’s university e-mail account.  The e-mail provided them with a link to the survey while also letting them know their participation was completely voluntary and anonymous.  The intent was for the survey to take approximately ten to fifteen minutes to complete and avoid questions that could potentially identify the participant to the researcher.  A follow-up e-mail was also sent to all participants one week after the initial e-mail invitation.
In total, 22 teachers completed the survey representing a variety of years of experience and content area focus.  It should be noted that no teachers with three or less years of experience completed the survey, nor did any teacher whose content area of focus was geography or economics.  Table 11 shows that the majority of the teachers who took the survey had between 11 – 20 years of experience while Table 12 illustrates that an almost equal number of U.S. Government, U.S. History, and World History teachers took part in this portion of the study.  
[bookmark: _Hlk509648768]Table 11.  Teachers’ Years of Experience.
	Range of Years
	Number of Teachers

	3 Years or Less
	0

	4 – 10 Years
	9

	11 – 20 Years
	11

	21 or More Years
	2


 
Table 12.  Teachers’ Specific Content Area of Social Studies They Currently Teach.
	Content Area
	Number of Teachers

	U.S. Government
	6

	U.S. History
	7

	World History
	7

	Psychology
	2


 
Focus Group
[bookmark: _Hlk499898196]To assist in answering the last three research questions - which literacy practices do high school social studies teachers feel are most effective; what supports are in place to help and what barriers exist, for high school social studies teachers to effectively utilize literacy strategies – three focus groups were conducted to gather information from participants.  
[bookmark: _Hlk499277821]In the 1990s, the use of focus groups grew in popularity in the social sciences and in evaluation research as an adjunctive or primary data collection approach (Kidd & Parshall, 2000).  Focus groups provide an opportunity to “collect shared understanding from several individuals as well as to get views from specific people” (Gay, Mills, & Airasian, 2012, p. 388) and allow for peers to comment on one another’s point of view while challenging and affirming other perspective.  The goal of focus group discussions is to gather thoughts and views from the participants that may not be elicited through a direct questioning format, consequently, focus groups should utilize a discussion format (Asbury, 1995; Gay, Mills, & Airasian, 2012).  Conducting multiple focus groups enhances the confidence in the findings and allows for greater teacher participation (Kidd & Parshall, 2000).
The three focus group discussions took place at different locations in schools around Jefferson School District to assist participants in both convenience and comfort level.  Groups consisted of between three to six participants (Glesne, 2016; O’Leary, 2010) and all participants in the study had the opportunity to participate.  A number of general questions (Appendix B) were asked of the participants to aid in answering the final three research questions, with a few more specific questions also being asked based upon the results of the survey.  All focus group discussions were audio recorded, transcribed verbatim, and then uploaded in NVivo for analysis, specifically for coding and organizing the data.
[bookmark: _Hlk499293870][bookmark: _Hlk499294501]Participants were invited to participate in the focus group discussions through an e-mail to their school district e-mail address from the researcher’s university e-mail account.  The e-mail provided them with an explanation of the focus group discussion, details about possible times and locations, and a reminder that their participation is completely voluntary.  Participants were asked to respond to the e-mail request stating willingness to participate and sharing some possible days and times that were convenient to them.  A follow up e-mail was sent four days after the original e-mail to check for any additional participants who may not have responded to the initial request.  It was important for me to remind potential participants that it was completely voluntary and that there would not be any negative consequences or rewards for their participation.
Data Analysis
Survey
[bookmark: _Hlk499296274]After completion of the survey, all data was imported into the Statistical Package for the Social Sciences (SPSS) for analyses.  First, participants’ teaching experience and specific content area were analyzed.  Categorical information was examined by creating pie charts and bar graphs to allow for a visual representation of the participants (Sweet & Grace-Martin, 2012).  
Second, the responses to the Likert-type questions (ordinal, non-continuous, scale data) were analyzed in a variety of ways.  Similar to the years of experience and content area information, data garnered from the Likert-type questions was also represented on a bar graph to give a visual representation of the teachers’ responses.  Descriptive statistics such as minimum, maximum, median, mean, and standard deviation for each source, strategy, purpose, and outcome were also analyzed.  In addition, this information was also combined with the demographic data using the case summary tool in SPSS to look for possible relationships between both years of experience and content area focus, and the use of the various instructional practices. 


Focus Group
[bookmark: _Hlk499296039]Focus group discussions were transcribed verbatim and uploaded into NVivo where they were coded and analyzed.  An initial round of holistic coding was done to gain familiarity with the data and to begin to recognize patterns and themes.  Examples of some initial codes include assessment, collaboration among teachers, geography, and opinion/perception.  Holistic coding allowed for a general understanding of the data with additional cycles of coding used to organize the various codes (Saldaña, 2015).  The second round of coding was conducted with a sole focus on the research questions that sought to identify the practices that teachers feel are most effective, the supports that are currently in place for literacy-based practices, and the barriers or obstacles that are inhibiting teachers from effectively using literacy-based practices with their students.  
To find the areas where the majority of the focus group was in agreement, a frequency table was used that showed the number of participants who either spoke on a given topic or gave an acknowledgement of agreement.  Another part of the analysis was to look for commonalities among participants, as well as areas of disconnect, based upon the school in which they teach, regarding their beliefs about literacy-based instructional practices.  This approach to analyzing the data was appropriate as it allowed for an understanding of participants’ views and experiences, while at the same time it kept a focus on purposes of the study. 
Trustworthiness 
As Check and Schutt (2012) assert, the goal of validity “is the pursuit of impartial knowledge that justifies our investigation” (p. 55).  Additionally, Gay et al. (2012) claim that trustworthiness can be established during research “by addressing the credibility, transferability, dependability, and confirmability of their findings” (p. 392).  The trustworthiness of this study was established through member checking with participants and the consistent sharing of all collected data exactly as it was reported.  Additionally, audio recordings of focus groups were transcribed verbatim (Poland, 1995).    With two sets of data collected through an anonymous survey and focus group discussions, convergence of the data allowed for me to identify areas of agreement and disconnect between the various data points.  Survey design and questions were based upon surveys previously given in other research studies and a pre-survey evaluation was done to help ensure validity (Fowler, 2014).


Chapter 4: Findings
The purpose of this research study was to examine the literacy practices of high school social studies teachers in the Jefferson School District.  Student performance on both reading and social studies assessments, combined with the perceptions and practices of social studies teachers identified in previous research, signaled the need to continue investigating literacy instruction in social studies classrooms.  To find out more about the literacy practices currently being utilized, as well as the perceptions of the teachers regarding effective use of literacy strategies, a survey and focus group discussions were conducted.  The following questions guided this research:
· What literacy practices do high school social studies teachers utilize with their students?
· Which literacy practices do high school social studies teachers feel are most effective?
· What supports are in place to help high school social studies teachers effectively utilize literacy strategies?
· What barriers exist for high school social studies teachers to effectively utilize literacy strategies?
The survey results, which focused on high school social studies teachers’ current practices, will be shared first, followed by the focus group discussion results that centered on teachers’ perceptions of various literacy-based practices and their thoughts on existing and needed supports.


Survey Results
[bookmark: _Hlk509053786]The internet-based anonymous survey was sent to all high school social studies teachers in the district via e-mail with a follow-up e-mail sent one week later.  Of the 33 total social studies teachers in the district, 22 completed the survey for a response rate of 66.7%.  Teachers were asked about their years of experience teaching high school social studies (Table 11) as well as the specific content area of the majority of their classes (Table 12).  Teachers were also asked how frequently they use a variety of sources, instructional strategies, the purposes (or rationales) for activities, and the outcomes that students produce. 
The survey results showing the frequency that teachers use various sources, strategies, purposes, and outcomes are presented in the order they appeared on the survey.  The mean, standard deviation, minimum, and maximum are given for each identified practice and are displayed in descending order based upon their mean score.  It should be noted that the mean for each item is based on a five-point Likert-type scale score—since this is ordinal data, the distance between units is not consistent.  For example, it would be a false supposition to assume a given practice with a mean of 4.00 is used twice as frequently as another practice with a mean of 2.00; as a scale score of four is described as being used “regularly (about 2 or 3 times per unit)” where a scale score of two is described as being used “rarely (less than 1 time per unit).”  Also important to note, the survey asked teachers to identify the frequency with which they used various practices with their students “per unit” of time—but this was not further defined—leaving open some differences among teachers who may set up their instructional planning calendars differently.
Following the results of the entire group of participants, any noticeable differences among the groups of teachers based upon years of teaching experience or specific content area taught will be shared.  Although the small sample size does not support the use of a chi square test to check for a significant association, the differences between the mean scores of various sub-groups will be examined.  The differences that appear to be noteworthy will be highlighted and explained.
Sources
[bookmark: _Hlk509649327][bookmark: _Hlk507318785][bookmark: _Hlk507319174]This literacy practices subsection focuses on the text-based sources teachers utilized with their students. Eight different types of sources were presented to the teachers who also had the opportunity to add any sources they use that were not listed.  The following table lists the sources in descending rank order based on the mean score (Table 13).
Table 13.  Descriptive Statistics of the Frequency of Use of Sources of Information in High School Social Studies Classrooms.
	
	
	Mean
	SD
	Minimum
	Maximum

	Secondary Source Documents
	
	4.59
	.50
	4
	5

	Lecture
	
	4.36
	.79
	2
	5

	Primary Source Documents
	
	4.32
	.65
	3
	5

	Current Events
	
	4.05
	1.05
	2
	5

	Websites
	
	3.91
	.75
	3
	5

	Movies/Videos
	
	3.91
	.87
	2
	5

	Textbook
	
	3.55
	1.10
	1
	5

	Literature (Non-fiction)
	
	2.55
	1.26
	1
	5



Teachers identified secondary source documents as the source they most frequently use during a unit of study.  Secondary source documents are sources of information created by someone who did not experience an event first hand—normally scholarly books or articles.  Teachers also identified lectures, primary source documents, current events, websites, and movies/videos as frequently used sources of information for their students—as each was recognized as being used by all teachers and had a mean score of about four indicating regular use for each unit of study.  Textbook and non-fiction literature use had the greatest amount of variation and the lowest mean scores of 3.5 and 2.5 respectively, with one teacher acknowledging that he never uses a textbook and five teachers answering that they never use non-fiction literature.  Conversely, three teachers said they use textbooks mostly (about 4 or more times per unit) while two other teachers said they use non-fiction texts four or more times per unit as well.  In addition, six teachers identified additional sources of information they utilize with their students including personal experiences of students and teacher, audio/music with lyrics, annotations, games/applications, online activities/research, and simulation activities.  Each of the six teachers who added an additional source noted that it was used at least one time per unit with most claiming to use them two or three times.
Although the small sample size restricts inferential statistical analysis, some differences among teacher groups should be noted.  The largest difference regarding the use of sources among groups of teachers based upon years of teaching experience was regarding textbook usage.  Regarding textbook usage, the mean score of those with 11 – 20 years’ experience was 4.09 versus a mean score of 2.89 for those with 4 – 10 years’ experience, a 1.20 difference.  This suggests that teachers with more years of experience utilize the textbook more frequently than their less experienced peers.  The differences between the mean scores of all other sources were negligible. 
In addition to the differences among teachers based upon years of experience, differences in their specific content area were also examined.  Like years of experience, there was a noticeable difference among the groups regarding textbook usage, with U.S. History and World History teachers having a mean score of 4.14 and 3.71 respectively, while U.S. Government teachers’ mean score was just 2.33, suggesting that U.S. Government teachers use textbooks with their students less frequently than their colleagues.  Conversely, U.S. Government teachers identified current events as a recurrent resource during a unit of study resulting in a mean score of 4.83, compared to 3.86 and 3.71 for U.S. History and World History teachers, respectively.  Similar to the differences in years of experience, all other content area differences among sources were nominal.
Strategies
[bookmark: _Hlk507321172]This literacy practices subsection focuses on the instructional strategies teachers utilized with their students.  Table 14 lists the nineteen strategies presented to teachers in descending rank order based upon the mean score.  Teachers also had the opportunity to add any additional strategies they use with their students that were not listed.









Table 14.  Descriptive Statistics of the Frequency of Use of Instructional Strategies in High School Social Studies Classrooms.
	
	
	Mean
	SD
	Minimum
	Maximum

	Discussions
	
	4.41
	.91
	1
	5

	Context Clues
	
	4.14
	.94
	1
	5

	Interactive Note Taking
	
	4.00
	.82
	3
	5

	Vocabulary Definitions
	
	3.73
	1.28
	1
	5

	Comprehension Monitoring
	
	3.55
	1.41
	1
	5

	Numbers and Statistics
	
	3.41
	1.14
	1
	5

	Contrasts and Contradictions
	
	3.27
	1.32
	1
	5

	Previewing Text
	
	3.14
	1.13
	1
	5

	Quoted Words
	
	3.00
	1.31
	1
	5

	Sketch to Stretch
	
	2.86
	1.13
	1
	5

	Morphology
	
	2.73
	1.58
	1
	5

	Syntax Surgery
	
	2.59
	1.26
	1
	4

	Poster
	
	2.50
	1.10
	1
	4

	Word Gaps
	
	2.36
	1.18
	1
	4

	Genre Reformulation
	
	2.18
	1.14
	1
	5

	[bookmark: _Hlk507330292]Extreme or Absolute Language
	
	2.00
	1.07
	1
	4

	Possible Sentences
	
	2.00
	.98
	1
	4

	KWL 2.0
	
	1.55
	.74
	1
	3

	Somebody Wanted But So
	
	1.32
	.65
	1
	3



Based upon mean score, discussions were the most frequently identified practice with a mean of 4.41, with just one respondent reporting not using this approach (1) and the other twenty-one saying they used discussions regularly (4) or mostly (5).  Context clues and interactive note taking were also identified as being used frequently with a mean of 4 or more and little variation.  No respondents gave interactive note taking a score of less than 3 suggesting that all teachers utilize it at least once per unit.  Likewise, with context clues, only one teacher acknowledged never using them with the vast majority indicating that context clues are used at least two or three times a unit.
Conversely, some of the instructional strategies listed were not identified by teachers as being used frequently, if at all.  Four of the strategies, extreme or absolute language, possible sentences, KWL 2.0, and Somebody Wanted But So, all had mean scores of 2 or less.  In addition, no one indicated using either of these strategies mostly (5) with the most frequent response from the teachers being do not use (1).  In between the most frequently identified and least frequently identified were a group of strategies including morphology, comprehension monitoring, and quoted words that had a great amount of variation among teachers’ usage.  In addition, three teachers identified additional strategies they utilize with their students including story frames, plot maps, graphic organizers, Big 3 Questions, and text dependent questioning.  Each of the three teachers who added additional strategies noted that they were used at least one time per unit.
Examining the differences in strategy use among teachers with various years of experience highlighted just one difference – the use of vocabulary definitions.  Teachers with 11-20 years of experience had a mean score of 3.27 compared to 4.33 for those with 4-10 years of experience.  This difference between groups suggests that teachers with less experience use vocabulary definitions slightly more than two or three times a unit, compared to teachers in the more experienced range who use them a bit more than one time per unit.  The other differences among the groups based upon years of experience were minimal.
A comparison of mean scores across the various content areas did suggest some noteworthy differences with four of the identified strategies.  Interactive note taking, one of the most frequently identified strategies, showed a gap between U.S. Government and World History teachers with mean scores of 4.50 and 3.29 respectively.  It should also be noted that the two psychology teachers who took part in the survey both identified interactive note taking as a strategy they use mostly (5).  
Vocabulary is another area of difference among participants with U.S. Government teachers having scores that are 1.54 and 1.97 greater for the vocabulary definitions strategy compared to U.S. History and World History teachers respectively; and the morphology strategy is also being used more frequently in U.S. Government classes.  This would suggest that U.S. Government teachers are placing a greater emphasis on vocabulary (Table 15).  The last noteworthy strategy difference was context clues, where U.S. History teachers’ mean score was 4.57 compared to 3.57 for World History teachers.
[bookmark: _Hlk510767276]Table 15.  Mean Scores with Vocabulary Focus Based Upon Content Area (Difference from U.S. Government in Parenthesis).
	Content Area
	
	Vocabulary Definitions
	Morphology

	U.S. Government
	
	4.83
	3.17

	U.S. History
	
	3.29 (1.54)
	2.14 (1.02)

	World History
	
	2.86 (1.97)
	2.29 (0.88)



Purposes for Instructional Activities.
The third literacy practices subsection in the survey focused on the various purposes for which teachers utilized activities with their students.  Ten different purposes for engaging students in instructional activities were presented to the teachers who also had the opportunity to add any additional ones not listed.  Table 16 lists the purposes in descending rank order based upon the mean score.


[bookmark: _Hlk509330947]
Table 16.  Descriptive Statistics of the Frequency of Purposely Engaged Activities in High School Social Studies Classrooms.
	
	
	Mean
	SD
	Minimum
	Maximum

	Access Background Knowledge
	
	4.45
	.60
	3
	5

	Inspect for Bias
	
	4.00
	.93
	1
	5

	Construct Claims from Evidence
	
	3.95
	.95
	1
	5

	Historical Reasoning
	
	3.91
	1.07
	1
	5

	Close Examination of Text
	
	3.82
	1.05
	1
	5

	Synthesize and Reason Resources
	
	3.77
	1.02
	1
	5

	Evaluate Interpretation
	
	3.68
	1.17
	1
	5

	Inspect Claims
	
	3.59
	1.01
	1
	5

	Historical Argumentation
	
	3.55
	1.22
	1
	5

	Analysis of Authorship
	
	3.14
	1.21
	1
	5



Unlike the sources and strategies subsections, there was less variation among the given purposes.  However, an emphasis on accessing background knowledge is evident with a mean of 4.45, with only one teacher selecting a score of 3 (occasional use) and all others selecting a 4 or 5–indicating that they use it at least two or three times a unit.  Emphasizing the importance of each one of the listed purposes is the regularity that teachers identified planning instructional activities with them in mind.  Despite a teacher acknowledging not using most of the identified purposes, almost all of the teachers said that they conducted an activity with each purpose in mind at least once a unit with many saying they use them multiple times.  No additional purposes for activities were given by the respondents.  
There is a notable difference among the purposes for activities between groups based on teaching experience.  When comparing teachers with 11-20 years of experience to those with 4-10 years for each purpose, the teachers with more experience acknowledged using instructional activities for the identified purposes more frequently.  Table 17 shows that for three of the specific purposes, analysis of authorship, close examination of text, and synthesize and reason resources, a difference in their mean scores of about one suggests a notable difference between the teachers with various years of teaching experience.
[bookmark: _Hlk512235445]Table 17.  Mean Scores of Purposes for Instructional Activities Based Upon Years of Experience (Difference from Parenthesis).
	Years of Experience
	Close Examination of Text
	
	Analysis of Authorship
	Synthesize and Reason Resources

	4 – 10
	3.33
	
	2.44
	3.11

	11 – 20
	4.27 (0.94)
	
	3.64 (1.20)
	4.27 (1.16)



In examining the differences among content area groups of teachers, a pattern was identified regarding their use of various purposeful activities.  As indicated in Table 18 there was an almost identical difference for each purpose as U.S. Government teachers acknowledged using activities with each one of the purposes in mind less frequently than the U.S. History and World History teachers (who reported using them about the same).  For many of the purposes, examining the ordinal data revealed differences that were quite large between the groups with analysis of authorship and synthesize and reason resources showing the largest gaps between mean scores.  
[bookmark: _Hlk512235066]Table 18.  Mean Scores of Purposes for Instructional Activities Based Upon Content Area (Difference from U.S. Government in Parenthesis).
	 Content Area
	Synthesize and Reason Resources
	
	Analysis of Authorship
	Historical Argumentation

	U.S. Government
	2.67
	
	2.17
	3.00

	U.S. History
	4.00 (1.33)
	
	3.57 (1.40)
	4.00 (1.00)

	World History
	4.29 (1.62)
	
	3.71 (1.54)
	4.00 (1.00)



Outcomes
The fourth and final part of the survey examining the teachers’ literacy practices focused on the outcomes that students produce to demonstrate understanding.  Eight different types of outcomes were presented to the teachers who also had the opportunity to add any additional outcomes used.  Table 19 lists the outcomes in descending rank order based upon the mean score.
Table 19.  Descriptive Statistics of the Frequency of Use of Student Outcomes in High School Social Studies Classrooms.
	
	
	Mean
	SD
	Minimum
	Maximum

	Short Answers to Questions
	
	4.41
	.59
	3
	5

	Tests/Quizzes
	
	3.77
	.61
	3
	5

	Projects
	
	3.27
	.77
	2
	5

	Essays
	
	3.23
	.75
	1
	4

	Debate
	
	2.68
	.95
	1
	5

	Presentations
	
	2.64
	1.22
	1
	5

	Research Reports
	
	2.45
	.60
	2
	4

	Role Playing
	
	2.41
	.85
	1
	4



Teachers identified short answers to questions as the most frequently used outcome for students.  Just one teacher indicated using short answers occasionally with the other 21 saying this outcome was used regularly (4) or mostly (5), resulting in a mean score of 4.41 with little variance.  Because of the nature of some of the given outcomes, anticipated small numeric values for the mean exist as outcomes such as research reports and projects would most likely not happen multiple times during a given unit.  Presentation and debate use had the greatest amount of variation among the teachers with responses on the survey ranging from “do not use” all the way to use “mostly” and each one of the levels in between.  An additional outcome identified by one of the teachers was graphic organizers which were used regularly.  
There were few differences to note among the various groups of teachers regarding the use of outcomes, although teachers with more experience do appear to use presentations less frequently than their less experienced peers.  Similarly, the only prominent difference among content area groups also deals with presentations where U.S. Government teachers claimed to use them more frequently than both their U.S. History and World History counterparts.
Summary of Survey Results
The 22 survey respondents revealed the frequency of use for sources, strategies, purpose for instructional activities, and student outcomes.  The most frequently used source of information for students was secondary source documents, with lecture and primary source documents also regularly used.  Teachers’ use of primary and secondary source documents was consistently recognized as being used most frequently by all teachers regardless of their years of experience or specific area of content.
Discussions, context clues, and interactive note taking were the most often used instructional strategies.  Conversely, the strategies that were acknowledged as being used least frequently in this study were all specific strategies from the Beers and Probst (2016) text that was used by the district as a professional development resource for several years and that staff were encouraged to use.
Accessing background knowledge and inspecting for bias were the purposes most frequently identified for using instructional activities.  Other purposes for activities, such as historical reasoning and constructing claims from evidence, had a mean score of greater than three, indicating that teachers on average utilize them at least once a unit.  
Student outcomes were also examined with short answers to questions and tests/quizzes being named as the most frequently used with students.  There was very little difference among the various groups of teachers, with only U.S. government teachers using presentations with their students more frequently than the other content teachers.
Focus Group Results
Focus group participants were recruited via an initial e-mail with a follow up e-mail being sent one week afterwards.  Of the 33 total social studies teachers in the district, 11 indicated a willingness to participate in a focus group for a response rate of 33.3%.  These 11 teachers were from three of the district’s four high schools.  Descriptions of the district’s high schools will be shared before the focus group results are presented.  
Focus Group Sites
[bookmark: _Hlk509299902]Although each school is in the Jefferson School District, the three high schools with teachers who were willing to participate are unique and have their own context in which social studies instruction takes place.  Philipville High School had the most teachers willing to participate with six.  This high school has ten social studies teachers, each of whom is a white male, and serves 1,176 students.  The school is currently undergoing a limited renovation that requires a modular building on site, resulting in social studies teachers being moved into temporary locations.  This has reduced the number of daily interactions among members of the social studies department.
Bakersfield High School had three teachers willing to participate in a focus group, two of whom took part in the researcher’s pilot study when he was serving as principal of that school.  Bakersfield has eleven social studies teachers in the school that serves 1,536 students.  The social studies department has a common work room where teachers have their own space for planning, and they also have an area where they eat lunch together on a daily basis—often discussing current events and politics.  This work room is in a wing of the building that is dedicated solely to social studies instruction and contains ten classrooms.  All eleven teachers identify as being white with three females and eight males.  
Millville Middle & High School had two high school teachers who took part in a focus group.  Millville has three high school social studies teachers who serve 374 students.  In addition, they have three other social studies teachers in their middle school that has 318 students.  Unlike the other schools in the district that have multiple teachers teaching each content area and grade level, Millville has a dedicated teacher for each one (for example—one teacher teaches all tenth-grade students U.S. Government).  This is the same for the other grade levels and content areas at the school.  This type of staffing arrangement inhibits teachers of the same subjects from planning together but enables cross curricular opportunities and allows for clear lines of vertical articulation.
Watson High School, also in the district, did not have any teachers who volunteered to take part in a focus group discussion.  They have nine social studies teachers, including three non-tenured teachers—the only high school social studies teachers in the district with that status that identifies teachers with less than three years of teaching experience.  Watson has 1,032 students.
All three focus group discussions were similar in that all the teachers appeared to openly express their views on a variety of topics through conversational dialogue.  The participants and I knew one another through previous relationships and interactions—this seemed to aid in the process as teachers appeared relaxed and were willing to share their thoughts and opinions.  Although they received prompts from myself in the form of questions, the teachers often took the conversations into a myriad of directions based upon their own interests and beliefs with frequent interruptions of one another to both support and contradict.  Anticipated topics such as literacy-based practices and professional development were discussed, as were unexpected subjects such as geography and technology.  Barriers that teachers are facing in their classrooms as they strive to deliver high quality literacy-based instruction to all students permeated all three focus groups.	
Most Effective Literacy-based Practices
The initial question for each focus group discussion asked teachers about literacy-based instructional practices they have utilized in their classrooms.  During the discussion, teachers were also prompted to share about their comfort level in utilizing, and their perceived effectiveness of, various literacy-based practices.  Teachers in the three groups shared information about a variety of sources used, specific strategies tried, a variety of purposes behind those strategies, as well as an assortment of student outcomes.  Although some topics were brought up only a time or two by an individual, Table 20 shows the themes that emerged across all groups as multiple teachers shared about the effectiveness of various literacy-based practices.






Table 20.  Teachers’ Perceptions of Most Effective Literacy-based Practices.
	Practice
	Description

	
Analyzing documents
	- Data, graphs, charts, political cartoons, etc.—also vital
- Shift from just answering questions to variety of activities with texts

	
Using primary & secondary sources
	- Allows for focus on point of view, purpose, and context
- Abundant resources available for use

	
Chunking texts
	- Differentiate based on student needs
- Other reading strategies still needed with chunking

	
Vocabulary focus
	- Important for all levels of students in all courses
- Introduce vocabulary through different readings
- Memorization needed—flashcards 

	

Checking for bias—credibility of source
	- Focus on author’s point of view and context of document/text
- Discussion starter – “Why do you think…”
- Students learning to not take everything written or published as fact (including online information)

	
Annotating—students engaged with text
	- Forces students to think about the text
- Students must read and then react immediately
- Not just answering questions—really examining 



Analyzing documents.
Throughout all three focus group discussions, analysis of documents emerged as one of the most effective literacy-based practices with eight of the 11 teachers acknowledging its importance.  This move to have students doing more with texts than just reading and answering basic level questions was expressed throughout the groups with a Millville teacher pointing out:
I've been really working recently to try to come up with assignments that aren't just text-based questions that would require them to read and analyze the text a lot more.
This sentiment of moving beyond the standard questions following an assigned reading was echoed by many of the teachers in the focus groups as they were in agreement on wanting their students interacting with the text more deeply.  Confirming this needed change, a Philipville teacher stated:
I have been incorporating different types of reading strategies into my daily lessons, so that they can learn how to analyze, dissect the reading.
In addition, the teachers at Bakersfield claimed the importance of analyzing more than “just words” in their discussion of other types of document analysis important in history classrooms.  One of the teachers contended:
Something that probably comes up more in Government but maybe comes up a lot in US History and in psychology and in other social sciences is data analysis, graph analysis, and interpretation. So in Government, that comes up quite often, so it's not just literal literacy of words but interpreting meaning from data and graphs. So we could be talking about voting patterns. We could be talking about economic impact. We could be talking about deficits, debts, revenue sources, and then having to apply that to some other situation. I know there's some in US History, but I don't know how much.
It is important that teachers acknowledged that literacy and reading is not just about texts but extends to other modalities as well.  The focus on students analyzing a variety of texts, as well as charts, graphs, and maps, to increase their understanding of events in the past was shared among the members of the focus groups.  Teachers continually expressed their desire to have students more deeply engaged with the texts.

Using primary and secondary sources.
[bookmark: _Hlk514426703][bookmark: _Hlk513897394]Throughout all three focus group discussions, the use of primary and secondary source documents emerged as one of the most effective literacy-based practices with 10 of the 11 participants either speaking directly to it or affirming what a colleague had said regarding it.  Teachers were seen nodding in agreement when one of their colleagues mentioned using either one of them, with teachers frequently following up on the original comment by sharing their own experiences.  No one in either group spoke negatively about the use of primary or secondary source documents, with a veteran teacher from Philipville excitedly remarking:
They did start adding a little bit more of the reading aspect to social studies, and they were introducing some strategies that like, primary sources and all that, man I jumped right on that…  'Cause I thought that was very cool. And I started using them.  The students seemed more into them too!
He was referencing the district level supervisors whose initiative had content area teachers focused on literacy in their classrooms.  While the district focus was on helping students better comprehend non-fiction text, the social studies supervisor focused primarily on primary and secondary source documents.
Confirming the support for primary and secondary source documents, while sharing some specific examples, one of the two teachers from Millville explained:
We're gonna work in class, and it's not just gonna be out of the book. It will be primary sources, first-hand accounts and so forth. That's the nice thing about teaching world history this year. There's a wealth of primary sources, first-hand accounts, things that students can take a look at and read in class. AP U.S., a little bit different because I'm trying to do some of the documents that [names colleague] was addressing, you know, Federalist Papers, Constitution, Declaration of Independence, Supreme Court case decisions. So we're looking at that information while at the same time also examining first-hand accounts.
This teacher sees the benefits of students reading and examining these first-hand accounts of history and not relying on information found in a textbook.  He also realizes the vast amount of primary source documents that are now available for use by teachers.  The other Millville teacher emphasized the importance of students using these documents to understand events of the past making determinations of their own about past occurrences when he asserted:
They get some different activities to try to reinforce some of those things you want them to do with examining history and examining documents and making up decisions for themselves.
But to fully understand historical events, teachers emphasized the importance of students understanding the context surrounding the documents.  Echoing what many of the teachers expressed throughout the focus group discussions regarding student understanding of content, a Philipville teacher emphasized:
You know we continue to push strategies and how to break things down, and how do you break down this document. But if you don't know where that document is coming from, or why it is that document was important to that time period, and how it has evolved into where it is that we are now, we're just simply just regurgitating skill sets, that's it.
This focus on using primary and secondary source documents to help students gain a deeper understanding of history was widely conveyed across all three groups, as was the importance of students having a general understanding of important historical events.  
Chunking texts.
Also popular among the discussions was the use of chunking as an effective literacy-based strategy with over half of the teachers endorsing its use in some way.  Chunking text, which was not included on the survey as a strategy, is a practice that allows readers to breakdown challenging texts into more comprehensible parts.  Several teachers from both Bakersfield and Philipville expressed their positive opinion of the practice, although it was not brought up by either of the Millville teachers.  After my introduction and opening question about effective literacy-based instructional practices, one of the Bakersfield teachers swiftly and emphatically responded:
I think you go back to the old phrase of "chunking." That was a popular catchphrase for a while, but I think it was something that was actually effective. Instead of giving students an entire chapter, "Here's two paragraphs. Let's read and talk. Now we'll go another two paragraphs." To me, that's a literacy-based instructional practice that I think worked well that we got away from for whatever reason, just 'cause we did.
The other teachers from Bakersfield agreed with him, as did three of the Philipville teachers when they commented:
I had to break it down to something really small and really, you now—chunk it (teacher 1).
I try to choose readings that are interesting. We chunk 'em, we scaffold them, we do what we have to do to reach all of our levels of learners (teacher 2).
It might not be the entire Declaration of Independence, but it's gonna be a chunk of it. And then we're gonna discuss it to hopefully help you understand what you read a lot better (teacher 3).
Teachers emphasized that they like the flexibility of chunking as it can be adjusted based on the complexity of the text, the purpose for reading, or the abilities of the students in the class.  Throughout all three discussions, teachers stressed the importance of giving appropriately leveled texts to all students, and then providing the students with the necessary supports to read and understand those texts.  The chunking of texts was one of the most frequently mentioned tools to assist students in this process, however no other specific strategies to aid in better understanding assigned texts were agreed upon by the focus group participants.
Vocabulary focus.
Another effective literacy-based instructional strategy highlighted by the majority of the teachers was the specific focus on vocabulary.  Similar to the chunking of text, the teachers at Bakersfield and Philipville emphasized the importance of understanding key vocabulary terms while it was not mentioned by the Millville teachers.  With all English language learners in the district attending Bakersfield, there was an emphasis on vocabulary acquisition for this group of students.  But the Bakersfield teachers expanded upon the importance of vocabulary beyond just the ELL students, as one of the teachers explained:
[bookmark: _Hlk512237206]I do a lot with both my ESOL kids and my AP kids with flashcards. I got from [names psychology teacher] that they reduce the full definition down to five words that are supposed to trigger—and then I make them provide an example for each term.
It is interesting to note the teacher’s acknowledgement of practices being effective with various groups of students, including English Language Learners as well has Advanced Placement students.  Another of the Bakersfield teachers also underscored the importance of vocabulary while acknowledging the importance of text features when he noted:
Previewing text is always a strategy that I use with any class level, but previewing text, identifying titles, subtitles, any boldface words, pictures, maps, graphs, captions, discussing it, even having a little cooperative activity about it so that they can reflect on it, and that way you got that base to start when you walk into that reading, that chunked piece. They have some sort of idea of what they're about to get into. Establishing vocabulary. If there's any vocabulary in the text that will challenge them, make sure you review vocabulary with them.
A few of the Philipville teachers also claimed that understanding key vocabulary terms is a must for students as they take on the challenge of reading a piece of text.  At the same time, they also expressed frustration at students’ inability to try to understand new terminology by using the context clues surrounding the unknown word.  This inability to persevere through challenging texts was recognized on multiple occasions.
Checking for bias—credibility of source.
Another effective literacy-based instructional practice according to the focus group participants was checking for bias and the credibility of the source.  With the increased use of a variety of documents, including secondary sources, news article, and first-hand accounts, seven of the 11 teachers expressed the importance of students not just accepting documents as facts, but digging deeper to understand the perspectives of the various authors.  One of the Bakersfield teachers explained the instructional importance when he declared:
That's the big one I like to work towards is bias. I like to not directly ask, "What's the author's bias?" but asking indirectly, "Why do you think the author wrote this way?" or things of that nature. "Why is Federalist No. 10 penned this way?" or whatever it might be to kind of get them to detect and understand that ... And it's something we talk about ad nauseum, is bias, bias, bias, but to get them to see it in the text, I think, is something that they need to be able to do.
This teacher highlights the importance of questioning to help students see the possible bias that may exist.  Also focused on bias, a Millville teacher, responding to my question about the need for students to understand that the news portrayed on Fox News and on MSNBC may be telling the same story but sound drastically different responded:
And that's something that we have talked about, I know in social studies PD this year about examining news stories and also examining, 'cause we're in the internet age, examining ... You go to a website that tells you something. Is that a reliable website, and that's one of the things that we're trying to get the kids to understand. And I think that's a big part, would be a big part of literacy, is them being able to look at something, not just get information out of it but be like, that's not totally jibing what this is saying or what this is saying. So I mean it's something we're working on definitely.
And one of the Philipville teachers pointed out that checking for bias and credibility is also required on state level assessments when he responded:
I mean at least the way the government test is going, we're having to teach more and more about teaching kids how to identify whether or not the source is reliable. And I think that especially nowadays, it's really important to teach students how to determine whether or not the source is reliable or not.
This reference to assessment was not uncommon, as teachers of assessed areas frequently mentioned the importance of ensuring students are prepared to be successful on these state mandated tests.  A common theme across the groups continued when discussing bias and credibility, as teachers emphasized the importance of students understanding the full context of the situation in which the document was written—what was the author’s point of view, what was her purpose, and how do these factors impact what she is saying in the text?
Annotating—students engaged with text.
The final effective literacy-based instructional strategy shared by the teachers was the annotating of texts with almost three-quarters of the teachers acknowledging its usefulness.  Again, teachers from all three schools spoke about the necessity of students deeply engaging with a variety of texts, and annotating the document was a prevailing method.  One of the Bakersfield teachers reasoned:
Something I've used in the past, which for whatever reason I shied away from this year, was annotating, and I think that is something that I need to bring back because it forces them to think about the text.
Both of the other Bakersfield teachers responded to this comment in agreement when they added:
To me, annotation forces you to read and then react immediately to what's in that paragraph (teacher 1).
It's close reading. It's engaging with the text. That one by far is the most successful literacy strategy I use, is annotating (teacher 2).
Referring to annotating, a Millville teacher expressed his positive opinion of the practice when he asserted:
This is something that slows them down and forces them to read through it, understand it a lot more.
Echoing the same sentiment, the other teacher from Millville explained:
Because they really have to slow down and be like, whoa, I'm not just writing down the answers to five questions. I have to kind of reexamine this. 
The teachers expressed their positive thoughts about having students annotate texts as they see the benefits of close reading and meaningful engagement with a variety of documents.
Other effective practices.
Focus group discussions also identified other effective literacy-based practices that are used in social studies instruction.  Although only mentioned or affirmed by one or two of the total eleven teachers, the following were recognized as also being effective:  read aloud/modeling, question creation by students, outlining of text, use of news articles as resource, answering questions, tweets/text-messaging, research projects, posters, political cartoons, genre reformulation, and technology for a variety of purposes.
With the vast number of practices and strategies being deemed effective by a large number of teachers, a key theme emerged from the focus groups regarding the use of variety in planning.  The teachers stated that it is important to “mix it up” by providing students the opportunity to use a variety of strategies with an assortment of documents to give them practice using different tools while also exposing them to content—which they also strongly emphasized throughout the focus group discussions.  One of the teachers summarized it well when he said:
I think that probably the best way to do it is to diversify your instruction so that you're not just hitting, doing it one way constantly, boring the kids. 
And another added:
Making sure that there are a variety of topics, a variety of activities so that they're getting that practice in examining documents but at the same time, there's time made for content as well.
Teachers also pointed out that despite the emphasis on literacy, a balance of audio-visual resources can be beneficial for students and can add variety to lessons in an effort to engage all students.
Barriers to Effective Literacy-based Practice Utilization
[bookmark: _Hlk509668698]Although only one of the nine prepared focus group questions pertained to challenges or barriers, the topic of inhibitors to utilizing literacy-based instructional practices became one of the most common topics of conversation among the teachers.  While some challenges such as class size and infusing math into social studies instruction were mentioned only a single time, many barriers were repeatedly discussed (see Table 21).  
Table 21.  Teachers’ Perceptions of Barriers/Obstacles/Challenges to Literacy-based Practices.
	Barrier/Obstacle
	Description

	[bookmark: _Hlk512251749]

Testing
	· Changes in assessments dictate instructional adjustments
· Testing in other content areas results in loss of social studies instruction (elementary and middle)
· National/state test dates set in advance—various factors result in lost instructional time before test

	
Lack of basic skills
	· Geography knowledge severely lacking
· Low reading levels—inability to understand texts
· Inability to use indexes, table of contents, etc.

	
Student language deficits
	- English as a second language 
- Cultural barriers in addition to language differences
- No texts in home language

	
Amount of content/Lack of time
	- Pacing issues (breadth vs. depth)
- Amount of important historical information to know continues to grow
- Time available to cover content before high stakes assessments has been reduced

	
Ineffective professional development
	- Lack of follow-up after PD
- Absence of continued focus
- Practices/strategies shared not able to be replicated
- Presenters with lack of social studies background

	

Lack of vertical and cross-discipline alignment
	- Communication during middle to high transition lacking
- No time for social studies and English teachers to discuss 
- Curricula not aligned between various contents to support 



Testing.
In addition to ineffective professional development and the issue of not enough time to teach the required amount of content, testing was another barrier identified by nine of the 11 teachers as impacting their ability to utilize literacy-based instructional practices.  Teachers from all three schools expressed frustration about the effects various assessments have on their day to day classroom instruction.  One of the teachers explained why he was upset about the decisions made in elementary and middle school because of testing that negatively impacts the amount of social studies instruction that students receive:
It's the first thing they take away when they get close to testing time. And, "Oh we've got to make sure they get enough math, so let's give them 45 more minutes of math." They're gonna lose science and social studies.
The emphasis on reading and math was perceived to be directly responsible for a reduction in time spent focused on social studies content in elementary school because of the fact that they are assessed in all grades beginning in grade three.
Teachers also spoke out against students’ scores impacting their evaluation through the student learning objective (SLO) process.  This process, that accounts for 50% of a teacher’s overall evaluation, uses either a growth or achievement model where a teacher’s success is based upon student success on an identified assessment.  One of the Bakersfield teachers illustrated his displeasure when he said:
Okay, so we're evaluated on these tests, you know? So if you're asking us to teach all kinds of other things… But I do feel like I got ... the clean recorder version ... I got 10 pounds of stuff that I need to fit into a five-pound sack, and if you try to make it 11 and 12 pounds by putting some sort of map or some sort of specific reading strategy that you want to get in there, the sack is still five pounds, and you're still evaluating me on whether I could fit all this stuff into this five-pound sack. You're still gonna evaluate me on my HSA scores. You're still gonna evaluate me on my AP scores. So if you want to get a different answer out of a social-studies teacher, or any teacher for that matter, then change the way that you're measuring them.
This teacher’s discontent is amplified because he teaches U.S. government which is an end of course assessment and a state mandated graduation requirement.  And he is also required to include this assessment as one of his two required SLO’s.  Teachers in another social studies content area, such as psychology or world history, would not have the same amount of pressure on them, although they are still required to do SLO’s and may have students who take an end of course Advanced Placement (AP) test.  One of the Philipville teachers, who was visibly upset by the mere mentioning of SLO’s, shared his strong beliefs about them when he suggested directly to me:
If you've got power over this, get rid of the SLO’s. What a joke. I mean a straight up joke. I mean if you want to see... I mean, it's a joke.
His strong comment on the topic met with some affirmative head nods from his colleagues, but no other statements were made on the topic.
An additional area of testing that teachers considered barriers to literacy-based instructional practices was Advanced Placement tests administered by The College Board.  With the Jefferson School District making a concerted effort over the last ten years to increase both enrollment in AP classes and participation in the end of course assessments that accompany them, teachers have been focused on preparing students for success on these rigorous assessments.  An AP U.S. history teacher asserted:
The AP test, it used to be 55 multiple choice questions about everything in history. And now there are about 15 questions with three questions on the 15 excerpts. Either a political cartoon, a primary source which, come on man. I mean that doesn't really measure your content, which I think that test is about content not about, "Can you analyze reading?"
His frustration was centered on the changes in assessment format from previous years as he is not happy with the reduced emphasis on content.  This agitation among the group of teachers regarding a lack of focus on content throughout many areas was routinely expressed.
Lack of basic skills.
Routinely expressed by teachers in two of the three schools was a deficiency in basic skills of students needed to be successful in high school social studies.  Teachers found three basic skills lacking:  geography knowledge, basic classroom skills such as using an index or table of contents, and reading abilities.
Students’ lack of geography skills were extremely disappointing to participants as several of them made comments expressing their dissatisfaction such as the following:
I think an area that I want to stress more going forward and I think is sorely lacking is geographic literacy. That's something you and I have talked about before outside that ... Earlier this year, I literally had to have a discussion with several of my students that Florida is not a country and that it is actually one of the states of the United States (teacher 1).
I think in our crusade of standardized testing and our crusade for reading literacy, I think we bypassed something like geographical literacy because we've gotten away from... I don't want to say rote memorization is the answer… this isn't a "Well, back in my day ..." type deal, but there is a certain value to rote memorization of knowing the 50 states (teacher 2).
Yeah, so we have 'em do a world map whereby they had to draw all these features of a world map and seven continents, and it was just amazing. They can't even name two or three of the seven continents to begin with (teacher 3).
The teachers attributed this lack of geography knowledge to a lack of social studies content focus in the elementary and middle school years.  They firmly believe that students should be entering ninth grade with a basic geographical understanding of both the United States and the world.
Teachers also expressed their opinion that students should have other basic skills necessary to be successful in their class.  These veteran teachers felt their students are coming to them with increasingly fewer basic skills, requiring more of them as teachers, resulting in less time do more with content or increase the frequency of literacy activities.  One teacher commented generally:
It's basic, basic, basic fundamental skills that they struggle with in the ninth grade, and that's a problem.
Getting more specific, another teacher added:
So, it seems like we're always trying to catch up and teach them skills that they already should have. How to use an index, how to use a table of contents, things like that, just basic skills. And it's, really slows down the content part of our instruction, of getting them to understand the history that we're trying to teach.
A Philipville teacher pointed directly to an instructional change as the reason for the decline in basic skills when he argued:	
Because we've gotten away from facts and memorizing. And there's ... That's the base, you know, you build the house off that. These skills that we're trying to get some of these kids to do are just so high level. And if you don't know George Washington, Thomas Jefferson, you can't understand the Constitution. You know, those sorts of things, those basic facts.
Most of the teachers in the focus groups believed that there was indeed an increase in the number of students who are coming to high school lacking these required basic skills and they see the negative impact it is having in their classrooms. 
The final basic skill that many of the teachers believed to be lacking—serving as a barrier to utilizing literacy-based instructional practices—ironically, is students’ reading abilities.  Although it was briefly brought up in the Bakersfield discussion, the Philipville teachers highlighted the deficit on several occasions with one teacher claiming:
You know, and some of our best conversations are with our lower level kids, who they don't want to read stuff, but they'll talk about it. And you can try to tie it into different readings...  And that's tough too because your levels of kids implementing reading activities at ... I got kids that can barely read man.
Another teacher responded to that comment addressing how students’ lack of reading ability affects their desire to even try and engage in a reading activity:
It tunes them right out. As soon as you ask 'em to read, you can see 'em go.
His “you can see ‘em go” is a reference to students disengaging in the lesson, which is the exact opposite of what the teachers said they are trying to do as they want their students engaged in the learning process.  Pointing out another issue with reading that negatively impacts students’ understanding, another teacher referenced how students struggle with vocabulary when he added:
“I don't know what that word is, but I'm not even gonna try, I'm just gonna go right through it." And it doesn't matter, because they don't know how to break down, and look at the context. And we teach context all the time, and ... But they just can't figure it out, or even sound it out, the phonics of it.
With several teachers proclaiming reading challenges for students as a possible barrier to using literacy-based instructional practices, the need to further explore this dichotomy is heightened.
Student language deficits.
The last noteworthy barrier to effective literacy-based instruction as discussed by multiple members of the focus groups was students’ language deficits.  One of the teachers described the complexities of teaching ELL students:
I have one in every class, and most classes, I have four to six, and that's a whole different literacy problem than what we have with just our native English speakers 'cause now you're not only dealing with a lack of English foundation and cultural foundation. You're dealing with the fact that now we've gotta try and teach them social-studies skills on top of teaching them language skills.
This challenge of having to teach both language acquisition and content knowledge is compounded when several of the students in the same class are speaking multiple languages.  Another teacher explained more, sharing a specific example of the cultural differences:
So a kid coming from Guatemala or coming from Honduras or Venezuela that defines "president" is not the same as our definition of president, so that is an issue. Using the same terms that they bring, then you have to redefine what those things mean, so that's another kind of literacy problem.
And a third teacher identified a resource that would benefit students and teachers, while at the same time asserting the need for a shift in mentality:
From a basic instruction standpoint, text in other languages or bilingual text. I know they make 'em. I know for a fact. I've seen 'em, but why can't we have a Spanish-English history textbook? We don't need 5,000 of them. We need 50 of them. You know what I mean? And we gotta get okay as a county and as a state to be multilingual. The demonization of people who are learning other languages is amazing.
There are several challenges confronting both ELL students and their teachers, although resources identified by the teachers themselves may be able to assist in meeting the unique needs of this student population.
Amount of content—lack of time.
Throughout the three focus group discussions, the combination of amount of content and lack of time joined together to be the number one barrier to utilizing literacy-based practices in social studies classroom with all 11 participants either speaking directly to it or affirming what a colleague said regarding it.  The amount of content to cover is causing pacing issues for teachers who acknowledge having to choose between breadth or depth when planning lessons and units of study.  Teachers point to trying to maximize their instructional time by utilizing the most productive practices and strategies.  One of the Bakersfield teachers explained about the amount of content specific to U.S. history when he said:
Not to mention, we've been the world police since World War II…  and the depth they want us to get into, I can't get in-depth on anything because I've gotta move forward 'cause there's just something new. Then, you know what? Every year, something new happens and it then becomes a matter of... Okay, I haven't talked about the '90s in U.S. history since I've been a teacher simply because just the pathway to get there is so arduous.
Another of the Bakersfield teachers shared about the internal struggle that he goes through when planning when he acknowledged:
So then I'm struck with the whole idea of getting them exposed to everything versus going deep into the most important things, and it really is. It's a horrible situation to be in 'cause I value what I teach so much.
And the third of the Bakersfield teachers discussed the differences between contents when he noted:
For me, teaching both U.S. history and government, content-wise in government, I get much more in-depth and I feel like I teach more content there than I do in U.S. history because of the race to the end, the breadth we have to cover. Now, there are times though where I still look at government and I'm like, "There's so much more here, but I don't have time. We've got to move on.
The teachers’ passion for their content coupled with the value they place on students learning this information, places teachers in a difficult position regarding how long to spend on a given topic.
Teachers from Philipville and Millville agreed about the amount of content as well with several sharing about the difficulties it causes.  One teacher shared about a possible adjustment in district curriculum when he discussed:
I mean we're talking about all of U.S. History from Columbus to present day and there's so much.  And that's something that our social studies supervisor is talking about, is adjusting in the middle school grades, how far does [references 8th grade teacher] here get up to the first half U.S. History so that the second half of U.S. History ... 'Cause I could tell you I know for a long time if you got up to World War II you were doing something right. And that's sad when you're still talking about 70 years of history that you're missing out on and you need to be able to cover that material. 
Compounding the issue of amount of content, is the limited time teachers have to teach.  This concern was raised in all three of the focus groups with various individuals specifically sharing some of their issues.  In response to my question about possible barriers, one of the Bakersfield teachers quickly, and somewhat irritably, responded:
I would simply say time. It's the number one. That's your enemy. And test dates. The late start doesn't seem like a big deal, but you put the late start together with a week of the snow thing, and the national AP test doesn't move. So time. The HSA, the state changed our start time. State controls our HSA testing window. They didn't move it. So time. You want me to do more things? Sure, I just need time to do them.
The “late start” referenced is about the recent executive order from the governor that mandates all public schools to start after Labor Day beginning in the 2017 – 2018 school year (Executive Order No. 01.01.13, 2016).  While schools began later, the dates of various state and national assessments remained the same resulting in a smaller instructional window.  A Millville teacher explained his approach that he feels forced into because of time and the impact it has on his students:
I'm just hitting a few points in class and then we're moving on. So, I mean they really are kind of forced due to time constraints to really take it up on their own if they want to be successful.
This method places quite a burden on high school students who are striving to do well on an assessment required for graduation or a test that could possibly earn them college credits.  
One of the Philipville teachers, while also complaining about the time he has with students, approached the time barrier from another angle when he argued against the amount of time spent on social studies in elementary and middle school that negatively impacts his students.  He asserted:
There was some schools doing every other day in the middle school. There was also even, like every other marking term. Like you could actually go a whole marking term where you'd just have science, and then a whole marking term where you just have social studies.
The teachers felt very strongly that students should be receiving more social studies instruction in the early grades and that high school teachers need more time with their students, especially when end of course assessments are a factor.  This combination of content and time is causing curricular squeezing that they believe is having a negative impact on their students.
Ineffective professional development.
Also agreed upon by all 11 of the participants as being a challenge to infusing literacy-based practices into their instruction was ineffective professional development.  At each school, the topic of professional development—specifically the deficiencies of it—caused an animated discussion to be held involving all teachers.  A Bakersfield teacher, specifically referencing last year’s district-wide professional development, declared:
We talked about argumentative writing six times last year at PD, and I still couldn't tell you really what we got out of it.  And we haven’t revisited once since then.
His frustration was echoed by one of his colleagues who said:
I just thought it was like, why are we doing this when there are so many better uses of time of what you could be teaching us and developing us professionally?
And the third Bakersfield teacher specifically spoke about professional development focused on literacy when he reported:
So I do feel like professional development is one area that we struggle with as far as literacy goes in social studies. And when we do have it, it becomes more of a…  how do I want to phrase this?  Do you ever feel like it's a gadget on QVC?  I want something that I can take back and use with my students right away.
The teachers’ desire to improve professionally, combined with some recent negative experiences with professional development, revealed a great amount of frustration from the teachers.  Part of that frustration was in regard to who was delivering the PD, as one of the Philipville teachers explained:
When they bring in the reading specialists. Like… come on dude. Man, you're a reading specialist, and they don't know anything about like social studies content. It's better when you have a social studies teacher that comes in.
The desire for the PD to be delivered by someone with a background in history was echoed by many of the teachers.
The frustrations of the Bakersfield teachers were also found at Millville and Philipville where the lack of continued focus from year to year caused aggravation with teachers making comments like:
Normally you have a PD and you might do some stuff from it, and then the next year or the year after you might have another PD and forget about all about the previous one (teacher 1).
The PD is so sporadic. We get four hours and then move on (teacher 2).
But then it seems like, by the time I got it into teaching, again somebody else comes along and says, "Oh no, no. We're not doing that. We're doing this." And three years later, "Oh no," someone else comes along, "Oh we're doing this” (teacher 3).
This continued changing of focus is frustrating to the teachers and results in many of them tuning out PD that could be beneficial to them.  The negative feelings expressed by the teachers show the combined irritations that have resulted in professional development carrying a negative connotation among the groups.  This was evident the first time the topic of PD was brought up in each group by the various expressions and comments of the teachers.  One teacher’s comment summed it up when he claimed:
Well nobody wants to go to PD anymore because we know that it's gonna be whack. I mean we know that walking in there.
These negative perceptions are deeply affecting future professional development opportunities because of the attitudes of the teachers before the PD even begins.  The school district’s model of professional development does not adhere to recommendations of researchers who recommend job-embedded and self-directed PD opportunities (Croft, Coggshall, Dolan, & Powers, 2010; Minott, 2010).
Lack of vertical and cross-discipline alignment.
Teachers in two of the three focus group discussions recognized the fact of not being able to have consistent vertical and cross-discipline alignment for instructional conversations as inhibitors to literacy-based instructional practices.  Both Bakersfield and Millville teachers addressed this topic with one of the teachers stating the need for more frequent vertically aligned discussions:
Because for me, teaching ninth grade for the first time with AP this year, I wanted to know what were they getting in eighth grade? And I had no idea, and it was one of the things when you teach at a place for over 10 years, you have an idea of the sophomores you're getting. So, when they become juniors... I had no idea what I was getting, so having that meeting was awesome. If we could do that a lot more, I think that's really beneficial not just for teachers but also for the students. There's things that they know about that I don't expect them to know about, but they do, and I don't find out until I start instructing. I say, "Okay, we could've changed this up." There's things that I expected them to know that they don't know, well, geography being one of them, that could really modify our teaching and things.
The teacher who made the above statement had taught upper classmen in another school previously, so based upon relationships already established with the lower grade teachers, he knew what to expect from incoming students.  But he was at a new school, and teaching ninth graders for the first time, so the chance to speak with an eighth-grade teacher was extremely beneficial.  This vertical alignment would enable all teachers to use their limited instructional time (referenced earlier) more efficiently.  
In addition to vertical alignment, horizontal—or cross-discipline—alignment was also acknowledged as an area that can be improved upon.  A teacher with experience in another district shared about some of his experiences that he found to be beneficial:
And then horizontal alignment, as well, would be very useful, especially with HSA-tested areas. So, in my previous county, we would do that in the summer workshop. US History teachers would meet with English teachers of American literature, and they wanted to know what we taught when. We wanted to know what they taught when, and we found the overlaps. Then we would swap rosters, and we found out the students who were having us the same time, and some students you would even manipulate schedules so they would have 'em simultaneously to help them in both classes and things like that. So it was like horizontal alignment with content areas across grade levels. So ninth-grade teachers would be together trying to understand what all ninth-grade students were doing and then vertically within content areas.
A similar cross-discipline collaboration between social studies and English teachers at Millville is possible because of their smaller size with only one content area teacher at each grade level.  However, the curricula of the various contents do not always align as evidenced by one of their teacher’s comments:
Now, we since switched that up and you know, 9th grade, [names 9th grade English teacher], even though he does a tremendous job, U.S. History, Romeo and Juliet, is not going to jibe as well.
The switch referenced above is the move from eleventh grade to ninth grade for U.S. History content in the district.  U.S. History and World History switched places in the sequence to provide students with a greater amount of U.S. History content before taking U.S. Government in tenth grade.   This change in sequence of content is similar to what other districts in the state have done.  However, this causes a disconnectedness between the grade level content taught in history classes with that taught in English classes in these grades.
Other barriers.
Focus group discussions also identified other barriers that have prevented teachers from integrating literacy-based practices into their social studies instruction.  Although only mentioned or affirmed by one or two of the total eleven teachers, the following were recognized as being inhibitors:  the isolation of the district from major cities with museums, the lack of computers, the need to put on a show/make it exciting, large class sizes, the lack of paper copies of resources for students, and the lack of supplemental texts.

Current Supports for Literacy-based Practices
Each focus group discussed resources that have benefited teachers in integrating literacy-based practices into their social studies instruction.  Many of the supports emerged through the conversations focused on instructional practices, but others were elicited through questions about professional development provided by the district and beneficial resources or experiences from outside the district.  As indicated in Table 22, three supports emerged as noteworthy as they were acknowledged multiple times by several teachers.
[bookmark: _Hlk509665445]Table 22.  Teachers’ Perceptions of Existing Supports for Literacy-based Practices.
	Support
	Description

	

Content focused professional development

	· [bookmark: _Hlk509736359]Demonstration of parts of lessons by social studies teachers
· Focused on specific/focused content
· Strategies/resources can be used immediately in classroom
· Choice of topics/subjects

	
Colleagues in department
	· [bookmark: _Hlk509740814]Oral sharing of instructional practices
· Conversations about teaching/learning
· Cooperation/sense of community
· Physical sharing of plans/resources/documents

	
[bookmark: _Hlk509743001]Vertical and cross-discipline communication
	· [bookmark: _Hlk509742948]Discussion between middle and high school teachers
· Sharing of effective practices/strategies
· Aligned topics (novels) with English teachers



Content focused professional development.
[bookmark: _Hlk510445457][bookmark: _Hlk509741213][bookmark: _Hlk509736734]Throughout all three focus group discussions, content focused professional development was the most popular support for literacy-based practices with 10 of the 11 participants either speaking directly to it or affirming what a colleague had said regarding it.  The mere mention of professional development by myself or another teacher elicited immediate responses from the others in the group with some making comments under their breath and others sitting up in their chairs appearing ready to chime in.  While the teachers had various opinions about the current status of professional development in the district, they had positive comments about the types of PD they found to be of great benefit to them.  
The teachers clearly expressed their desire to receive information from individuals with a background in social studies (as opposed to reading specialists) and resources that they can take back and immediately use in their classrooms.  A veteran teacher from Philipville expressed this in the following way, receiving affirmations from the other teachers in his focus group:
But yeah, I mean I think that when it's somebody that's history related, you can get some respect.  But if it's just a guy who comes in and goes, "Here's a strategy you can use all over social studies."  I don't ...  you know…  you're not giving me anything. You're giving me, "All over social studies." Give me something!
Supporting the focus on content, a Bakersfield teacher stated:
What I have gotten the most out of PD sessions are more content-driven than gadgety new presentation methods.
This focus on content was consistent across many topics with teachers with backgrounds in various history related fields wanting to maintain a strong focus on content in their instruction.  
Less concerned about the type of information being shared in the PD, one of the two Millville teachers expressed his desire, echoed by many of the other teachers, to receive resources that he can use immediately with his students:
But the strategies that they gave were every day strategies that anyone could have just picked up, printed off and used. And those I think, were the most helpful.
This teacher was the only one who spoke specifically to the strategies, but all agreed that whatever information is delivered at the PD should be transferrable back to the classroom for the benefit of students.
With the various opinions of the focus group participants not always aligning, the need for teacher choice in professional development was highlighted and shared by another of the Philipville teachers who also supported the call for those with history background:
 I remember we had one a long time ago, that came in and had like a choice of, topics, right? And they came in and they were like, "Who's interested in doing a lesson on the gilded age?” And if you were doing gilded age activities and this has worked for you," then they were giving us gilded age activities. And they took a minute and you'd look through 'em and they were like, "Do you like that one?"  "Yeah cool."  Then there was one on the civil rights movement. "Is anybody interested in civil rights?"  "Yeah I'll take that one."  And then we broke off into little groups and it was cool, because it related directly to me. Every time I get a reading thing it's all about you know, a chunk. I don't care man. I mean I've been doing it forever. We've all been doing it forever.
Not only is the teacher focusing on choice, but also reiterating the point about not wanting to hear from a literacy coach or other reading specialist.  He, and the other teachers, see the benefits of professional development but feel strongly that it is more beneficial when it is conducted by social studies teachers, is focused on specific content, provides strategies/resources that can be used immediately in the classroom, and where teachers have some choice of topics/subjects.
Colleagues within department.	
In addition to high quality professional development, another popular support for literacy-based practices was departmental colleagues, with 9 of the 11 participants either speaking directly to it or affirming what a colleague had said.  The camaraderie seen during the focus group discussions appears to translate into instructional support as evidenced by the statements made by several of the teachers from each of the three schools.  In Millville, with the smallest department in the district, their size does not seem to have a negative impact as one of the teachers explained:
You know, we're really fortunate out here, we've got a really good department. I've been on departments (in other schools) where there are certain people that are stuck in doing it the same way they've been doing it for 30 years and they don't want to change.  But I mean here, between [names two social studies teachers] and me and even [names two other social studies teachers], I mean that's what I think is important, one, that we all get along and share stuff with each other, and two, that we're all, that everybody in the department I think, is willing to try some different things. 
Both of the Millville teachers confirmed the positive aspect of teachers sharing resources and ideas with one another and expressed their appreciation for the fact that they and their colleagues are continually seeking ways to improve their instruction to better help their students.  
The Bakersfield teachers also talked about the sharing of practices in their section of the building as one teacher described a conversation that took place during a recent PD session:
“Hey, I use this in my class," and demonstrated how he used it, which is essentially what we do on a regular basis up in upper W-wing.
And the Philipville teachers spoke more specifically about how they share documents and resources with one another as they said:
There's plenty of avenues for us to share stuff.  We've got the V-drive and we can attach things to e-mails. You know, I mean I think it's out there. It's just about doing it (teacher 1).
Yes. If anybody said to me, "Hey man, can I get your stuff?"  "Bring me a flash drive man, I'll flash drive the whole thing for you” (teacher 2).
The teachers greatly value the relationships they have with their colleagues in their departments and believe they benefit from the oral sharing of instructional practices, the conversations about teaching/learning, the sense of community, as well as the physical sharing of plans, resources, and documents.
Vertical and cross-discipline communication.
The final common support for literacy-based practices as identified by 6 of the 11 teachers was a combination of both vertical and cross curricular communication and collaboration.  The Millville teachers spoke very highly of it, as the small school structure they have in place supports this endeavor.  One of the teachers explained as he was responding to my comment about the teachers of Bakersfield wanting an increase in this collaboration:
Well, it is the nature of this school, what others are clamoring for, we already have. We have vertical articulation every day, 'cause we're talking in the hallway, we eat lunch together, you know what I mean? We're having ongoing vertical articulation meetings because of our size as it's just one teacher at each grade level. And then it's easy for us to walk and talk to the ... You know who's teaching 9th grade, 10th grade, 11th grade, 12th grade, or English. What we have here is what other people are asking for. If they're a 10th grade teacher, they want time with who taught in 9th grade. They want time with the 10th grade English teacher and we are blessed to have that. 
The teachers at Millville, based upon their existing structure, are able to have meaningful ongoing vertical discussions enabling teachers to have a clear understanding of topics previously covered, as well as conversations about instructional practices used previously and their perceived effectiveness.  
Bakersfield teachers also discussed the benefits of it from their experiences while at the same time asked for increased opportunities.  One teacher shared about his experiences in another district where he saw the benefits first-hand and explained how he wished he had known more about the instructional opportunities his students had experienced before coming into his class.  Similarly, one of the Philipville teachers alluded to the benefits during one of the discussions about professional development when he said:
I loved it a lot and I thought it was very useful, which was vertical alignment of curriculum.  And it was something that I think we may have done a smidgen of at one of the PDs, where you had middle-school teachers and high-school teachers within the same content area sit down together.
With most professional development sessions including both middle and high school teachers, these opportunities are often available.
A Millville teacher shared about the benefits of social studies and English teachers sharing the same students:
And I know that both [names two tenth grade English teachers] have also worked with the kids incorporating government into their class. I know [names English teacher] used to do this big thing about Korematsu versus the U.S.  They would read stories about the Japanese Americans' experience during World War II.
Adding to this comment, the other Millville teacher shared about his working relationship with an eleventh grade English teacher:
I talked about the 1920's and his kids were reading The Great Gatsby at the same time. Or we were talking about the depression and they were reading Of Mice and Men. I mean, and it worked out.
Several of the teachers see the benefits of vertical and cross-discipline communication and collaboration and believe that discussions between middle and high school teachers, sharing of effective practices/strategies, and aligning the novels read in English class with contents taught in social studies are beneficial to the students.
[bookmark: _Hlk510441185]Additional supports.
The members of the focus group sessions also identified other resources that have benefited teachers in integrating literacy-based practices into their social studies instruction.  Although only mentioned or affirmed by one or two of the total eleven teachers, the following were recognized as being a benefit:  undergraduate and graduate school coursework, Beers & Probst text, Stanford University’s Reading Like a Historian, other books purchased as resource, Government Alive (online resources), museums within a two to three-hour radius, and online computer simulations.
Summary of Focus Group Results
The 11 focus group participants openly shared about the literacy practices they found to be most effective, the barriers they feel are inhibiting them from utilizing literacy strategies, and the supports they believe to be in place to support them in effectively using literacy strategies with their students.  The teachers believe that using primary and secondary source documents, analyzing, and annotating (engaging with the text) to be the most effective practices.  Also important to the groups were checking for bias, a focus on vocabulary, and chunking text.  Equally important to the teachers was an emphasis on using a variety of practices with their students.  Teachers asserted that it was important to expose students to a variety of sources, strategies, practices, and activities, to both keep them engaged in their learning and provide them with a number of options when needing to read and understand texts.
Teachers also shared comments about what they believe are inhibitors in utilizing literacy practices with their students.  The barrier most discussed among all the focus groups was the amount of content required to be covered, coupled with the lack of time to accomplish this monumental task.  Teachers pointed to the continued evolution of historically significant information that needs to be covered without an increase in instructional time.    This forces the problem of breadth versus depth and requires teachers to look for ways to maximize the limited amount of instructional time they do have.  It should be noted that the focus groups discussions took place in early March after teachers had lost five school days due to inclement weather.  Testing, lack of basic skills, language deficits, lack of vertical and cross-discipline alignment, and ineffective professional development were also cited as barriers to utilizing literacy practices.  
Also discussed in the focus groups were supports that are in place to assist teachers in utilizing literacy practices with their students.  Three main supports emerged from the conversations:  content focused professional development, colleagues within their department, and vertical and cross-discipline communication.  The magnitude of these supports varied by school, but all three groups found them to be important.  The existing structure of one of the schools allowed for greater frequency of both vertical and cross-discipline communication, with teachers from the other two schools indicating that it would be an added benefit.    
Conclusion
[bookmark: _Hlk511744407][bookmark: _Hlk511744582]Results from both the survey and focus groups indicate that a variety of literacy-based instructional practices are occurring in differing amounts in high school social studies classrooms, with many factors impacting teachers’ use of these practices.  One area of alignment between the two sources of data collection is the use of primary and secondary source documents.  Survey respondents rated these two sources as two of the top three sources of information they use with their students while focus group participants recognized them as one of the most effective literacy-based practices as well.  One teacher highlighted the use of these documents when he said, “they allow students the opportunity to assess the validity of the text and think about the purpose for which it was written.”  The attributes of historians are being mirrored by students who are in the process of learning new information.  
Another area of congruency is the importance of checking for bias and the credibility of the source, as the survey indicated that it was frequently the purpose of many instructional activities and the focus groups suggested that it was one of the most effective literacy-based practices.  Activities with this purpose are practices that are effective tools for enhancing students’ literacy development while also supporting content acquisition (Moje, 2007; Shanahan & Shanahan, 2008).  Also common in both the survey and focus group results was the importance of vocabulary, as focus groups recognized a focus on vocabulary as an effective literacy-based practice while survey respondents, especially U.S. Government teachers, said they incorporated vocabulary definitions and morphology into their instruction.  These and other topics will be discussed in greater detail in the concluding chapter.  
	
	



Chapter 5: Discussion
This case study examined the literacy practices of high school social studies teachers in the Jefferson School District.  From my pilot study, Principal Leadership in Disciplinary Literacy, and my experiences as a building level administrator, I developed a case study research investigation.  Teachers, especially those in high school content areas such as social studies, vary in their ability to teach literacy skills—emphasizing the importance of this exploration (Alvermann & Moje, 2013).  The literature review, combined with my previous study and educational experience, resulted in the development of the following research questions:
· What literacy practices do high school social studies teachers utilize with their students?
· Which literacy practices do high school social studies teachers believe to be most effective?
· What supports are in place to help high school social studies teachers effectively utilize literacy strategies?
· What barriers exist for high school social studies teachers to effectively utilize literacy strategies?
The literature review concentrated on empirical studies associated with the instructional practices used in secondary school social studies classrooms, disciplinary literacy practices, and content literacy practices. Based upon the research reviewed, I determined that literacy-based practices could be organized into four categories:  sources of information, strategies used by teachers, purposes for activities, and student outcomes.  The data collected from an anonymous survey of teachers and focus group discussions allowed for the practices and perceptions of the teachers to assist in answering the research questions.
This chapter begins by providing a discussion of the results that also serves to answer the research questions.  Next, implications for this study are addressed, with much of the focus pertaining specifically to the Jefferson School District.  Following the implications, limitations to the study and remaining questions are discussed.  Lastly, recommendations for other school districts are made as are suggestions for future research.
Discussion of Findings
Based upon the findings of this study, many of the high school social studies teachers in the Jefferson School District continue to primarily rely on content-based instructional practices with limited use of literacy-based practices.  This is despite the implementation of the Common Core State Standards and a continued district focus on content area teachers using literacy-based instructional practices with their students.  The findings indicate that the majority of high school social studies teachers are not assuming responsibility for teaching literacy and believe this should continue to remain the responsibility of English teachers.  However, some instructional practices focused on literacy are being employed in social studies classrooms and will be discussed further in the following sections, as will aspects of professional development that have impacted teachers’ instructional decisions.  
Sources
[bookmark: _Hlk510867084]The first research question was designed to find out what literacy practices high school social studies teachers are currently using.  The study found that when sharing new information with their students, teachers mainly used secondary source documents, lecture, and primary source documents.  Teachers who utilize primary and secondary source documents with their students can teach students to practice historical reasoning by comparing details of different texts, looking for inconsistencies and missing information, and then making inferences from the multiple sources.  This close examination of texts, followed by a detailed analysis, has students assuming the role of an historian and indoctrinates them into the field (Moje, 2007).  Disciplinary literacy practices increase student engagement as instruction shifts from a teacher-directed model to one where students are active participants in their learning (Gee, 2012, Shanahan & Shanahan, 2008).
An interesting finding is the identified lack of textbook usage by teachers in this study (it ranked seventh out of eight given sources of information) after previous studies had consistently indicated that textbooks were recognized by teachers and students as being used quite frequently (NAEP, 2014; Vogler, 2005).  Despite each high school social studies class in the district having an assigned textbook, one teacher stated that he never uses textbooks and two other teachers said they only use them occasionally (about once a unit).  The Jefferson School District subscribes to several online databases that contain a large number of primary and secondary source documents, which may explain the relative low dependence on textbooks.  Teachers overwhelmingly identified primary and secondary sources as the most frequently used texts with almost all teachers acknowledging that they use them regularly or mostly—regardless of experience or content.  Pollard (2010) claims these resources “capture the mystique of the past, bring history alive, teach students to think historically, or do the detective-work of ‘professional’ historians” (p. 38).  Utilizing these resources can assist in creating an engaging student-centered learning environment for students.  
Considering the emphasis on student engagement, findings indicate that teachers should consider incorporating more digital resources into their instruction as well.  Resources such as Discovery Education’s Social Studies Techbook use an inquiry-based approach to improve literacy as well as critical thinking skills.  Although many teachers, especially those who are more experienced, continue to use to textbooks in their classes, digital resources would remain current and be more engaging for students who are much more adept with digital mediums (Nussbaum & Diaz, 2013).  Additionally, with most digital resources, accommodations can be made for students’ reading levels and language of text to better meet the needs of all students which will promote even greater levels of student engagement.  Using digital resources would also assist in meeting the needs identified by the teachers in the focus group discussions who spoke specifically about the challenges of assisting students with low reading levels as well as those with English language deficits.  Digital resources like Discovery Education’s Techbook allow for differentiation through both text and media based on reading levels and languages.  It is important to note that quality professional development would be critical to facilitate this transition, especially for more veteran teachers who are accustomed to traditional textbook usage (Ertmer & Ottenbreit-Leftwich, 2010).  
Current events were identified by teachers as being used in all classrooms with varying degrees of frequency.  Supporting the need to have an informed citizenry (Dewey, 1903), teachers should continue to look for ways to meaningfully incorporate current events into their instruction—and can do so by infusing political cartoons, proposed legislation, news articles, and other literacy-based resources into their repertoire of resources.  By assisting students with making connections to past events, teachers can use current events to enhance content acquisition while at the same time developing a knowledgeable electorate.  Utilizing thematic units of study are one way of viewing different periods of time, including current events, under the same lens—as opposed to teaching units chronologically making it more challenging to weave in events currently happening. 
Strategies
Teachers identified discussions, context clues, and interactive note taking as the three instructional strategies most frequently used with their students.  Discussions, which were identified by NAEP (2014) as the most frequently used instructional activity in U.S. History and Civics classrooms in both 2010 and 2014, were identified as the most frequently used in this study as well.  This often-used practice should be examined further by teachers and administrators alike, as there are a variety of differences possible in using discussions as an instructional strategy.  With a deliberate move to have classrooms more student centered (Jonassen & Easter, 2012), it would be important to examine the amount of time both students and teachers are talking during classroom discussions, as the purpose of discussions are to increase the amount of student voice which leads to greater amounts of student engagement.  If a majority of the discussion is teacher centered, it is more of a lecture than an actual discussion.  Since discussions are used so frequently by teachers, administrators should consider providing professional development to assist teachers in enhancing their discussions to promote even greater levels of student engagement and giving students more opportunities to think and speak like an historian (Gee, 2014; Moje, 2007).  Teachers should consider including online discussions such as Twitter chats, blogs, Facebook post, and others in their instructional practices as well to increase engagement in a medium that students are accustomed to using.  
In addition to discussions, other frequently used instructional strategies should be examined further in order to assist teachers in maximizing their instructional time, something they deemed important during the study.  Regularly used practices such as using context clues, interactive note taking, vocabulary definitions, and comprehension monitoring can be examined through observations and walk-throughs to look for best practices.  Teachers who are identified as experts in these strategies could be asked to share their practices with colleagues in formal or informal professional development.  Teachers should understand the benefits of each frequently used strategy and intentionally plan their use to support the given objective for a lesson.
U.S. government teachers used strategies that focused specifically on vocabulary more frequently than their colleagues in other contents, possibly because of the end of course assessment that serves as a graduation requirement for all students.  Supporting the emphasis on vocabulary, Harmon, Hedrick, and Wood (2005), found that “instructional strategies for teaching vocabulary, such as prereading tasks, categorization, and contextual approaches, can work effectively with social studies readings” (p. 271).  In addition, teachers in this study referenced students’ struggles in the area of vocabulary acquisition, as well as their inability to utilize the context of the text to discover meaning independently.  The findings in previous research, combined with frequent use by government teachers and the identified student struggles by other teachers, suggest that teachers of all contents should be focusing on ways to improve vocabulary acquisition.
In the list of identified instructional strategies (see Table 14), most of the strategies identified as being used least frequently by teachers were those from the Beers & Probst text used by the district for professional development.  Many of the teachers reported that they never use many of the strategies from the book despite the fact that they were teaching in the district during the time that the book was distributed to teachers and PD on its strategies was delivered.  Things brings into question the effectiveness of the PD that was designed to assist teachers in helping their students read and understand non-fiction text more effectively.  This finding emphasizes the need for the district to closely examine professional development practices in order to efficiently and effectively assist teachers in meeting students’ needs.
Purposes for Activities
When teachers were asked about the purposes behind the activities that they use with their students, accessing background knowledge was clearly the most frequently identified with inspecting for bias and constructing claims from evidence also noted as often used.  It seems that teachers understand the importance of accessing background knowledge, so providing them with innovative and engaging methods to do so would most likely be well received.  Teachers who are effective in determining purposes for activities should have the opportunity to share insights, resources, or specific practices with their colleagues may prove to be beneficial as teachers in the study reported their openness to learning from their peers within their content. 
In addition to focusing on background knowledge, in the age of fake news it would also be beneficial to focus on inspecting for bias and constructing claims from evidence which were also identified by teachers as frequently used purposes for activities.  While it is important for students to have an understanding of historical events, in today’s political landscape, the need for an informed citizenry is more critical than ever (Delli Carpini, 2000; Dewey, 1903); students need to be able to distinguish facts from opinions, as claims are often made from individuals and groups with extreme points of view and/or biases (Dimock, Kiley, Keeter, & Doherty, 2015).  Teachers have an opportunity to teach these important skills by analyzing past events through various perspectives, while making parallels with current events to help promote civic engagement.  By engaging students in dialogue regarding real world experiences, teachers are assisting them in constructing knowledge (Alvermann & Moje, 2013; Gee, 2001).
Student Outcomes
Student outcomes were also investigated with teachers primarily using a combination of short answers to questions, tests/quizzes, projects, and essays.  Student presentations were used sparingly by some teachers but should be considered for possible expansion because they allow the student to take on the role of an expert (Gee, 2012) and demonstrate greater understanding.  This would require students to have a deeper understanding of the content and give them practice in sharing information with others.  Students should be encouraged to utilize the array of technology and media resources at their disposal to be creative in producing presentations, as this has been shown to increase student engagement (Bull, Thompson, Searson, Garofalo, Park, Young, & Lee, 2008).  
Test and quizzes are utilized in all social studies classrooms as a tool to assess student understanding and mastery.  End of course high stakes assessments such as Advanced Placement (AP) and High School Assessment (HSA) were also identified by teachers as impacting their instructional programs due to the pressure placed upon them because of graduation requirements and college credits being directly linked to these assessments.  The combination of the prevalence of tests/quizzes with the heightened importance of these rigorous end of course assessments point to the opportunity to better prepare students by having teacher made assessments mirror what students will be required to do on these high stakes tests.  Common assessments can also be created in collaborative groups and can be used as tools for reflection on instructional practices.  This task of working together to create assessments would be appropriate for a group of content-based teachers to team up on and could be done both in a face to face meeting or through an online resource.  Since focus group findings indicate that social studies teachers desire to use their professional development time effectively and to have resources that they can take back to their classrooms for immediate use, this opportunity could be well received.  
Colleagues as Supports
Teachers identified supports that are currently in place that assist them in infusing literacy-based practices into their instruction and they recognized their own colleagues as one of the most important.  These communities of practice, or groups of teachers who share content knowledge and practices—and interact on an ongoing basis—serve to improve instruction to benefit their students (Gajda & Koliba, 2008).  Teachers spoke frequently about how their positive relationships help facilitate the sharing of ideas and resources, which benefit their instructional programs.  
The district-wide expansion of these communities of practice is possible through vertical alignment, especially regarding the important student transition from eighth to ninth grade.  With school leaders creating opportunities for this collaboration, teachers can engage in meaningful instructional discussions about both content and effective instructional strategies.  Arrangements can be made at the beginning of each school year for eighth and ninth grade social studies teachers to come together to discuss content covered the previous year as well as specific strategies that were found to be beneficial.  Opportunities are also available outside the content with the possible pairing of social studies and English teachers for interdisciplinary opportunities or even possibly co-teaching.  These collaborations are possible at the school level if the principal creates a master schedule that allows social studies and English teachers—and possibly other contents as well—to not only teach the same group of students but have collaborative planning times to plan lessons and examine students’ work.  Teachers could be encouraged to plan interdisciplinary lessons once a semester, and then have the opportunity to share how the lesson or unit went with their colleagues to help promote effective practices by other teachers within the school or district.  
Professional Development
Content focused professional development was deemed beneficial by teachers, however the mere mention of it elicited murmurs and quiet laughter from some of the teachers.  PD was clearly an important topic with everyone wanting to voice an opinion, but not everyone agreed with each perspective.  Among points of congruity was the desire for the PD to be provided by those with a background in social studies, as teachers had recently received PD from literacy coaches in the district causing a disconnect between the social studies teachers and the presenters.  Another area agreed upon was the need for the information obtained in the PD to be transferable back to their classrooms for immediate use.  And the last point of congruity was that choice in PD opportunities aids in teacher buy in (Garet, Porter, Desimone, Birman, & Yoon, 2001).  Teachers see the potential benefits of quality professional development, but do not feel that this time is currently being used efficiently as possible.
Although teachers see some aspects of PD as a support, they also believe it to be a barrier when it lacks follow-up, does not model good instructional practices, or the strategies or practices shared are difficult to replicate.  In addition, several teachers stressed the importance of professional development being led by someone with social studies experience as they greatly value the expertise of those in the history field.  Their assertion is echoed by Birman, Desimone, Porter, and Garet, (2000) who state that “teachers do not find generic professional development that focuses on teaching techniques without also emphasizing content to be effective” (p. 30).   
An interesting finding is the dichotomy that exists with professional development being identified by the teachers as both a support and a barrier to effectively utilizing literacy-based practices with their students.  This conflict emphasizes the importance of examining the situation more closely as “understanding what makes professional development effective is critical to understanding the success or failure of many education reforms” (Desimone, 2009, p. 181).  Teachers in this study clearly identified aspects of professional development that they liked, as well as the characteristics that were less desirable.  With the receptivity of the teacher being critically important, they must have buy-in for the PD to be effective (Kent, 2004).  Teacher responses in this study indicate that for professional development opportunities to have a greater chance of being productive, it should focus on content, provide strategies or resources that teachers can utilize immediately, offer teachers choice, and be conducted by social studies content experts.
Another way of creating buy-in for teachers concerning professional development is by empowering them to take on leadership for their own PD.  By empowering teachers, professional growth and self-efficacy are promoted (Bogler & Somech, 2004) and teachers have the opportunity to seek out the professional learning opportunities based upon their own identified areas of focus.  Supervisors and administrators could support the process by making recommendations based upon observation of classroom practices and professional discussions and helping teachers develop appropriate plans to maximize the learning experience for their students.  School leaders should encourage highly effective teachers to provide professional development through the sharing of some of their identified best practices.  In addition, action research can be an effective tool for self-examination of current practices in order to improve a teacher’s instructional program (Johnson, 2005).  And whether the PD is self-directed or guided by the school or district, teachers should have the opportunity to provide feedback so that necessary adjustments can be made.  


Implications
School Leaders
The observation and evaluation process is a formal procedure where principals have the opportunity to engage in dialogue with teachers to promote quality classroom instruction.  Although the teachers in this study never mentioned the principal or the observation and evaluation process, the post-observation conference is a key opportunity for administrators to promote teacher growth through meaningful discussions about the use of literacy-based instructional practices.  Principals should use this process as an opportunity to encourage teachers to practice honest reflection on their own instructional practices in order to benefit their pedagogical practices.  In addition to the principal, the social studies supervisor is also a part of the observation and evaluation process and can positively impact classroom instruction through these instructional conversations.  For this process to yield positive results, it is critically important that the principal and supervisor are knowledgeable about effective instructional practices, understand the importance of literacy in all content areas, and communicate effectively with teachers.  Blase and Blase (2000) point to specific strategies that principals can utilize when speaking with teachers about instruction:  make specific suggestions for improvement, give feedback on observed practices, model instructional practices, encourage honest dialogue with the teacher, and give praise.  By communicating with teachers about instructional practices, the principal is both establishing credibility as an instructional leader and promoting the practice of honest reflection.
In addition to the observation and evaluation process, principals—and content supervisors—can assist classroom teachers in meeting the needs of their students with consideration for additional resources when formulating their material of instruction budget each year.  With primary and secondary source document use playing such a key role in the district, it is important for teachers to have access to a wide variety of documents that they can use with their students.  Online resources such as Government Alive and Reading Like a Historian (from the Stanford History Education Group) can be extremely helpful for teachers looking for the appropriate resources to use with their students.   However, the combination of sometimes limited technology resources with the identified benefit of annotating the text, teachers need to be able to print these primary and secondary source documents to promote greater student interaction.  With the positive benefits of annotating including teaching reading as a process, aiding in comprehension, slowing down the reading for those that like to go too quickly, promoting active reading, and improving writing (Porter-O'Donnell, 2004), teachers should not have to worry about “running out of copies” like one of the Millville teachers stated.  Principals should work with their teachers to ensure they have the resources to meet the needs of their student population.
One student population with unique needs is the ELL population.  During one of the focus group discussions, one of the teachers recommended the purchase of multilingual texts to support the students who speak English as a second language.  This suggestion is another way that a principal can support teachers, by providing them with multilingual texts that students can use to assist in content acquisition—as well as English language attainment.  ELL students benefit from instructional programs that provide specialized instruction that includes language development components and from instruction in which teachers recognize that these students draw on their primary language when they have gaps in their English (Genesee, 2006).  Teachers in the study stressed the challenges they are facing and suggested that texts in students’ home language could be beneficial as students learn new content while navigating a new language as well.  
Another suggestion teachers shared in the focus groups was the use of novels for transdisciplinary units.  This is an area where the building principal could support teachers by working with the English and social studies supervisors to help identify and purchase appropriate texts to be used with students.  The use of novels could take on various functions, either as an added resource in a social studies class or as part of an English class that coincides with an appropriate time period being studied in history class by the same group of students.  In his article Reading for a Better World:  Teaching for Social Responsibility With Young Adult Literature, Wolk (2009) points out the plethora of options teachers have when striving to infuse novels into their instruction: “We are living in the enlightenment of young adult literature.  Never before have teachers had so many remarkable books to bring to life in their classrooms and use to teach social responsibility” (p. 665).  One example shared by Wolk (2009), and suggested as part of understanding the U.S. constitution, was Spite Fences by Krisher (1997)—a story of a young white girl in Georgia in 1960 who must deal with the cruelty of racism while at the same time abuse from her own mother.  Books such as this enable students to see the impact of events in history while at the same time learning about social responsibility that would aid them in their development into more civic minded members of our society.
A final area where a principal can play key role in supporting teachers is by finding time for them to collaborate with one another.  Teachers in all three focus group discussions spoke about the benefits of sharing ideas and resources within the content, as well as positive results that can come from speaking with other teachers across disciplines—specifically English teachers.  But a real challenge arises because while the teachers see the benefits of the collaboration, they clearly stated that they do not want it forced upon them.  So how can a principal arrange time for teacher collaboration when they do not want it mandated?  One way to possibly facilitate these conversations is through the crafting of a master schedule that allows for teachers of the same content to teach in the same area of the building, have common planning periods, and to also share a common lunch period.  This would allow for those informal conversations to happen more frequently and at the same time would allow for the possibility of a more formalized common planning time in the future.  
Hallinger and Heck (2010) recommend that any change such as this come through a collaborative school leadership model as their research found that effective school leaders:
· Make collaborative decisions focusing on educational improvement, highlight school governance that empowers staff and students
· Encourage commitment, broad participation, and shared accountability for student learning
· Emphasize broad participation in efforts to evaluate the school’s academic development (p. 101).
These findings support the current practice in Jefferson School District of having Instructional Leadership Teams (ILT) that engage school-based administration, teachers, instructional coaches, parents, students, and sometimes central office staff to collaboratively analyze data and current practices and make decisions designed to improve student learning.  However, while the ILT structure is indeed in place at all schools in the district, the effectiveness of each of these teams remains in question and is worthy of further examination.
Professional Development
[bookmark: _Hlk511750391]The teachers in this study acknowledged their desire to grow professionally through quality professional development with many of them having strong opinions about what that PD should look like.  Some of those opinions mirror what other teachers said in a national survey where teachers recognized that their instructional practices changed, as their knowledge and skills grew, when the PD they received was clear, focused on content, and involved active learning (Garet, Porter, Desimone, Birman, & Yoon, 2001).  A focus on active learning relates to what many of the teachers in the focus groups were alluding to when they pointed out that if they were to teach like many of the PD opportunities are delivered, they would receive poor observation ratings.  This comparison is referencing the expectation that many administrators have when they are observing lessons; that students are engaged in the learning process and not just receivers of information from a teacher.     
But with teachers having unique needs and strengths as individuals, the traditional one size fits all style of professional development is not the best option.  Just as we need to differentiate instruction based upon the needs of students, professional development should be differentiated based upon the needs of the teachers.  A review of research on different methods of PD point to the need for it to be sustained, job-embedded, and collaborative in nature (Darling-Hammond & Richardson, 2009).  Education leaders, including principals and supervisors, need to create professional development opportunities where teachers can “work collaboratively, disseminate their learning, and contribute to their own, their colleagues’, and the organizations continuous improvement” (Collinson, Kozina, Kate Lin, Ling, Matheson, Newcombe, & Zogla, 2009, p. 4).  
This move will require PD to be examined through a different lens than it traditionally has, where education leaders work with their teachers to develop individual plans that enable them to grow by meeting their own unique needs.  New information could be gained through a variety of methods such as college courses, book studies, conferences, observations of other teachers, and additional approaches.  That information can then be shared with others to contribute to the continuous improvement of other teachers as well.  This transition to self-directed PD taps into the teacher’s own initiative as it is intrinsically generated, thus meaning more to the individual—addressing the concern of teacher buy-in (Kent, 2004; Mushayikwa, & Lubben, 2009).
One new approach in the Jefferson School District could be the implementation of a Master Teachers program where exemplary teachers could assist in providing high quality professional development for their colleagues.   These master teachers would assume additional responsibilities, including providing PD, and would be compensated for their extra duties.  This would provide an opportunity for career advancement for teachers, in a field that has minimal steps on its career ladder, while at the same time assist in meeting a need for quality PD from content experts who are well respected by their peers.  This would not only be applicable to the social studies teachers in the district but could also extend to other disciplines as well.
In an effort to assist teachers in knowledge construction as adults, school leaders should encourage reflection and dialogue with self, another person, or groups of individuals (Merriam, 2001).  This is a process needed for learning to take place and must be taken into consideration when planning professional development for staff.  Teachers should be afforded a number of opportunities to support this endeavor including Edcamps, teacher blogs, Twitter chats, and other opportunities that provide them with a situation in which they are comfortable to both reflect on their own practices and learn from their peers.
[bookmark: _Hlk514243135]Professional development was an important part of the focus group discussions that centered on supports and barriers to utilizing literacy-based instructional practices in high school social studies classrooms.  Any effort to provide PD for teachers in utilizing these practices is to assist teachers in providing high quality instruction in a continuous effort for school improvement through improving teacher quality (Blase & Blase, 2000; Preston et al., 2016).  The data from the Blase and Blase survey research points to several strategies effective principals can utilize in this endeavor:  encourage the continued study of teaching and learning, support collaboration among colleagues, develop positive coaching relationships, encourage and support the changing of existing programs if needed, utilize effective staff development, and implement action research to inform instructional decisions.  For this to happen, instructional leaders need to be in the classrooms seeing the literacy-based instruction that is—or is not—happening while at the same time identifying potential exemplar teachers who could possibly share their ideas or practices with their colleagues.  A principal who supports teachers and aids in their professional growth is establishing a community of learners at all levels—administration, teachers, and students (Blase & Blase, 2000).
Limitations
Survey Tool
One limitation of this study deals with a key component of the survey, the Likert-type scale used to identify the frequency in which teachers utilize the various literacy practices with their students.  The directions in the survey asked participants to select the option best describing the frequency to which they use the given practices.  This was followed by a one sentence descriptor of each practice for clarification purposes, and then teachers were given five choices regarding the frequency in which they use the practices during each unit.  However, at no time did I define or attempt to describe what was meant by unit, leaving it to the teachers’ interpretation.  Because the survey was instrumental in answering the first research question, this limitation is worthy of discussion.
The survey was developed to find out what literacy practices teachers are using with their students and how frequently they are using them, so some measure of time was needed.  Initially, a calendar week was considered similar to the Vogler (2005) survey, but after feedback from some middle school social studies teachers who piloted the survey, it was recommended to go with a unit as teachers are able to provide greater variety of instructional practices over the course of an entire unit of study.  But because I did not clarify what was meant by a unit, individual respondents were forced to use their own understanding which may have been different than their colleagues, thus affecting the ability to compare the results from teacher to teacher (or groups of teachers to other groups of teachers).  
Similarly, the length of time that a teacher spent on any given literacy practice, and how they reflected that on the survey, may have also impacted the survey results.  For example, a teacher who uses a number of different abbreviated activities over the course of a unit to have his students inspecting for bias versus another teacher who spends one whole day of the unit specifically focused on the same purpose.  Overall, their total time spent on inspecting for bias may have been the same, but this would have been recorded differently on the survey.
These ambiguities in the survey may have impacted the findings and should be taken into consideration before drawing any conclusions.  In any future research looking to explore the frequency of classroom practices, it is recommended that the time frame decided on be clearly defined and explained for the participants to assist them in more accurately reporting.  And if interested in actual time using the practices, instead of just frequency of use, another reporting tool may be needed.
Amount of Participation
Another limitation to my study that aimed to investigate the literacy practices of high school social studies teachers in the Jefferson School District was the participation percentage of the teachers.  Regarding online survey research, Nulty (2008) suggests that for survey results to be reliable and valid, response rates should be 50 to 70 percent or higher.  Thus, the 67% response rate for this survey, although not as high as hoped, is adequate to draw some conclusions.  Nulty also makes some suggestions for increasing response rates such as e-mailing participants the link directly, providing frequent reminders, having others remind participants, explaining how the results will be used, providing rewards, extending the time frame for completion, assuring anonymity, and keeping it as brief as possible.  These recommendations were heeded as much as possible considering my position in the district and the need to conduct an ethical research investigation.  
Similar to the survey, the focus group participation was lower than anticipated, but the lower numbers do not prevent the findings from being examined and some conclusions drawn.  Kidd and Parshall (2000) claim that “for purposes of peer-reviewed social and health research, confidence in focus group findings almost always can be enhanced by conducting multiple groups (ideally from multiple sites) and by including other data sources” (p. 305).  By this study having three focus groups, from three different schools, and by utilizing survey data as another source of data, confidence in the findings can be established.
Lack of Classroom Observations
One possible component of this exploration into the literacy practices of high school social studies teachers that was not a part of this study was the observation of classroom instruction.  All data collection involved the self-reporting of instructional practices by teachers that may or may not be 100% accurate.  Classroom observations would have allowed for me to see the practices being utilized by the teachers while also providing the opportunity to see students interacting with a variety of texts in multiple ways.  Observations would also allow for another method of examining the frequency of use of the literacy practices, as well as the length of time spent with each one.
However, while the observation data could have informed the study, the practicality of conducting a large enough sample of observations to collect meaningful information was not possible.  First, teacher consent would have to be given and due to my position in the district, this would have created conflicts that most likely would have not allowed it to be given approval through the IRB process.  In addition, if IRB approval was given, and teachers were to consent to the observations, the time and man power necessary to observe 33 teachers over four schools during a seven-period day for an extended period of time was not practical.  
Conclusion
Recommendations for Other Districts
The implications for this study focused mostly on the Jefferson School District as all respondents were teachers in the district.  However, some of the implications relevant to this district may also be applicable in other school districts.  Based upon the finding of this study, two recommendations for other districts are described here.  
First, it is important for central office staff to remain in touch with the thoughts, perceptions, and needs of the teachers across the district.  The focus group part of this research study proved beneficial to me in multiple ways.  Not only did it provide me with valuable information as a researcher, it also provided me with great insight into the understandings and opinions of teachers in the district where I serve as the Chief Academic Officer.  Conducting research in the district that I serve in, or backyard research, can be very valuable but must be entered into carefully (Glesne, 2016).  Whether conducting research, or just having conversations with teachers, I strongly recommend—and plan on continuing the practice myself—of arranging time to sit down and talk with teachers in their schools about teaching and learning.
Second, mandates are not as beneficial as organically grown practices and procedures.  One of the lasting memories of the data collection process for this study was with the Philipville teachers.  During our focus group discussion they were explaining the benefits of their collaboration and how they share resources and practices.  Enlightened, I then asked them if they would like to have a designated time to meet.  They all very quickly responded they did not want to be told they had to meet, they just wanted the communication to happen naturally.  Their response confirmed what I have found to be true in over 14 years in school leadership, that top-down directives are often not beneficial, but that working with teachers to have them see the benefits of change in practice or procedure can help produce lasting transformation.  Skillful leaders, at both the school and district level, have the opportunity work with their staffs to make instructional changes they deem beneficial without explicitly mandating the adjustment.  
Recommendations for Future Research
This research study examined the literacy practices of social studies teachers in the Jefferson School District and provided insight into what practices are currently being utilized, what supports are in place, and what barriers exist.  The study revealed the practices that teachers believe to be the most effective such as analyzing primary and secondary sources documents, focusing on vocabulary acquisition, and checking for bias and credibility of the author, but did not address whether or not these practices are directly benefiting students.  In today’s educational landscape with the Every Student Succeeds Act (ESSA) continuing to emphasize accountability through high stakes assessments, the need to ensure that our instructional practices are maximizing student understanding and performance is paramount.  With this in mind, a potential future study could address the question, “Which of the preferred literacy practices are yielding increased mastery on high stakes assessments?”  These assessments are continuing to play a major role as they are tied to student graduation as well as school and district accountability.
One possibility for future research aimed at gaining insight into the literacy practices of teachers would be that instead of asking teachers to reflect and share about past practices, have them track current practices over a given period of time by completing a log of daily activities with approximate time spent on each.  This could provide for a more accurate depiction of what instructional practices are occurring and would also offer insight into the time that is being spent on each, as this was not addressed in the current study.
Another area of possible research is in response to the social studies teachers in this study who only wanted to hear from content experts during professional development opportunities and did not care to listen to a coach or reading specialist with a strong background in literacy.  Literacy coaching programs exist across the country with indicators of success such as growth in student achievement, improved teaching, increase in professional dialogue, and a commitment to the literacy coach (Ferguson, 2014).  The expertise of a literacy coach was not a major topic mentioned by focus group members, leading to another future research question, “What characteristics, other than a social studies background, would promote the credibility of literacy coaches among social studies teachers?”  With the afore mentioned focus on high stakes assessments, would convincing the social studies teachers that the assistance of a literacy coach could improve student performance in their class be enough to win them over?  Coaches who have proven to be successful “develop strong, trusting relationships, their roles are clear, they communicate well, they spend much of their time in coaching conversations, and they monitor their perspectives about their work and those with whom they work” (Toll, 2018, p. 19).  Finally, the previously mentioned negative effects of high stakes social studies testing notwithstanding, there continues to be a demand for a variety of literacy practices on the part of students.  This reality reinforces the need for continuing research that enriches this conversation.
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CONSENT TO PARTICIPATE IN SURVEY RESEARCH
Title of Study: An Examination ofthe Literacy Practices of High School Social Studies Teachers
Tntroduction

My name is Frederick L. Briggs, and T am a dostoral student i the EG.D program at Slisbury Universty and T
am also the Assistant Superintendent - Chief Academic Offcer herein Wisomico County. T am conducting.
research to learn more sbovt the literacy eavironment in high school social studies classrooms.

Purpose

The Nations! Covacil for the Social Studies (2016) ecogaizes the importance of lteracy in social stdies
struction and believes that s combination o disciplinary practces and lteacies, critca thinkin, and problen-
solving aid in helpng studeats be prepared for bt college and career. T would ike o invite you to pticipate in
this studsy to examine the instroctonal practies of high school sosial sudies teachers acrossthe distict
Procedures

This part of the reseacch i an anonymous online survey with questions about your years of experience, your
specific content area of focus, and the frequency in which you employ a variety of instructional practices in your
classroom.

Benefits

By participating i this stad, you willlescn more sbout lteracy practces in the ield of histoy/social studies.
‘Additionally, by participatiag in his stody, you sy benefit from the selfreflection required to answer questions.
on the survey:

Risks/Discomforts

You may decide a any time that you no longer wish to participate i the study. That i pecfecly acceptable as
‘ou can discontiave your iavolvement with this stody atany tmme.

Confidentiality

Al survey responses are anonymous with o identifying informtion being included a5 partof the srvey.
Rights

Your cooperation and partiipation s sticty voluatary. You may choose at any time that you do not wantto
pasticipae in this study any longer. Choosiag to participate, o not to paricipate, will not have any impact on
ou or your employment. Your participaton is valuable and will help me gain more knowledge about the lteracy
eavironment in high schol social studies classrooms.

Questions

1£you have any questions sbout this suds or would be nterested in the resuts, plesse contact Federick L.
‘Briggs, doctoral candidate, telephone: 410-430-4941 or e-mail at friges] @gvlls salisbury.edo.

1f you have any adverse effects or concerns about the research, please contact the primary investigator or
the Office of Graduate Studies and Research at Salisbury University at 410-677.0047.
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‘Thank you for your cooperation.
Consent for the study:

An Examination of the Literacy Practices of High School Social Studies Teachers

If you wish to participate in this study;, please click on "Yes - I consent and wish to take the survey” below. [fyou
choose not to participate, please click on "No - I do not want to participate.”

Yes - 1 consent and wish to take the survey

No- I do not want to paticipate
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‘Thank you for your willingness to complete this survey. Your responses are valuable and will help
‘me gain more knowledge about the literacy environment in high school social studies classrooms and.
will ultimately enhance the districts ability to assist you in your mission to promote mastery of
content among your students.
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‘How many years of experience do you have teaching high school social studies?

3 years o less

4-10years

11-20years

21 or more years
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‘What specific content area of social studies are the majority of your classes?

World History

Us. History

US. Govemment
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‘Please select the option best describing the frequency to which you use the following sources of information in
your high schoo social studies classroom.

For clarification of sources belorw, please refer to the following alphabetized list:
- Current events ~ resources detailing current happenings atthe local, state, national, or world fevel

- Lecture - teacher orally shares information with students — may utilize PowerPoiat or some other
presentation tool to assist

- Literature (non-fiction) ~ factual accovats of history told through stories

- Moviesfvideos — teacher utilizes a movie, portion of 2 movie, or video clip 2 an instructional tool

- Primary source docaments -leters, diaries, court documents, 2nd objects used by the people from a given
time period being studied

- Secondary source documents — source of information created by someone who did not experience the event
first hand — nommally scholarly books or articles

- Textbook readings —a teacher given assignment where students must utiize their class assigned textbook for
completion

- Websites — interetsites with valid historical information

Regularly  Mostly
Rarely (less  Oceasionally (about2or3  (aboutd or
DoNot  thanltime (sboutltime timesper  moretimes
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Primary source documents O [¢] O [¢] [¢]
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‘Secondary source documents. [¢] [¢] O [¢] [¢]
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Please select the option best describing the frequency to which you use the following instructional strategies in
your high schoo social studies classroom.

For clarificaion of instructional trategies below,please refe o the following alphabetized list:
- Comprehension monitoring — process where students determine ther own understanding and take necessary
Seps to repair their compreheasion before continuing o read

- Context clues — have students use the words, sentences, and ideas that come before and after a word or
‘phras to assist i understanding an unnowen word o phrase

- Contrasts and contradictions - have stodens look forcontrast or contradictions whe reading asigaed texts
and consider why does it mater?

- Discussions - a forum for n open-ended, collabortive exchange of ideas among teacher and studeats, or
solely among studeats, o frthe studeats thinking, learing, problem soling, understanding, o ieray
understanding

- Extreme or absolate language - have students ook for extreme or absolute language when reading atext -
t0alertthe reader tothe strength o the author's feclings

- Genre reformulation - sometime refered to as “story recycling”,studeats write about what thy have read
using a diffeent syle o structure

- Interactive note taking - teacher lead stodeats through the nottaking process - may use specifc notetaking
templates such as Cornel ntetaking,tcharts o other graphic organizers

- KWL 2.0 - similar tothe original KWL (knor, wast to know, leaed) - what do 1 know? what do I want o
know? what answers id learn? and what did L larn that’s new?

- Morphology - using the stady of word tructue o asist in vocabalar acquisiion

- Numbers and stats — have studeats ook for umbers and stats whe reading a text - to help stodeats make
comparions, draw conclusions, ke nference, iffecentite fact and opsion, sad wderstand th suthor’s
‘purpose orbias

- Possible sentences - sentences from key words that th teacher has pulled from the fext

- Poster -a small group actvity where thee or four students gathe around a large sheet of paper where they
respond o th teachers reading a passage o text oraly - the stodeats are not allowed o talk: and must wrtetheir
seactions down on the paper

- Previeming text - studeatsleam abouta text before realy reading it by looking at headings,itroduction, or
skimming for an overview

- Quoted words - have stadeats fook fo quoted words when reading a text - toalertthe reader 1o think about
why the author used a quote and what the quote added o the meaing ofthe text

- Slitch to sretch - studeats draw a pictoe of what they are reading to assist i visualizing whatthe author is
saying
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- Somebody wanted but so - or SWBS, a one setence summary of the text by having students answer who
e “somebody’” s i the text, what they “wanted” to do, “but” what happened, and “s0” what was the final
rest?

- Svntax surgery - stadents draw directly on thir text as they connect key words, phrases, and sentences with
other parts ofthe text

- Vocabulary definitions ~ teacher presents defaitions of key terms to the students

- Word gaps - have studeats be aware of the words that create gaps in thei understanding when reading a text
— when those words are identified, ask do I know this word from someplace else, does this seem like technical
fanguage jostforthis topic, or can  find clues to help me vnderstand the word?
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Please select the option best describing the frequency to which you have your students purposefolly engaged in
the following instructional activities in your high school social studies classroom.

For clarification of instructional activities below, please refer to the following alphabetized list:
- Access background knowledge - connecting fext t other known test and o previons experiences

- Analysis of authorship - a focus on who wrote the given fext and what perspectives they may have

- Close cxamination of tex - citcal analysis of atext that focuses on significaat detils or patterus o
develop a deep, precise uaderstanding ofthe texts form, craft, meanings, et

- Constret claims from evidence - conclusion sbovt given topic ate examining a varety of sovrces

- Exaluate interpretation — sssessig the findings of histrians (thei interpretation of eveats)

- Historical argumentation — defending a cetain opinion sbovut  historial event

- Historical ressoning - stodeats utilize content knovwledge gained fo interpreting phenomens from the past
and the preseat

- Inspect claims - examine statements made i a given source

- Inspecting for biss ~ investigatiag the background and position of the author o consider any prejudices
they may have

- Senthesize and resson multiple resoues - stadents move from concrete observations aud ficts o
uestioniag and making inferences across multiple sources
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Rarely (less  Occasionally  (about2or3  (aboutd or
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‘Please select the option best describing the frequency to which you use the following student outcomes in your
‘high school social studies classroom.

For clarification of student ovtcomes belor, please refer 1o the following alphabetized list:
- Debate —a discussion in which two or more people advocate opposing positions on 2 topic or question in
order to make an audience (or the other side) accept their position

- Essays - a literary composition on a partcular theme or subject

- Presentations - students share information abot 2 gven topic with their classmates — students may use of a
variety of ools to 2id in dissemination of information

- Projects - an assigoment that takes an extended period of time that may require studeats to interview,
investigate, reseach, and/or collaborate to produce a work product

- Research repors 2 written document containing key aspects of an investigation

- Role plaving - students explore realitic situations by interacting with other people in 2 managed way —
student assume the role of another person of stay i their current fole in 2 made-up situation

- Short answers to questions — students respond to teacher’s questions by writing 2 aumber of seatences

- Testiquizzes - a teacher given assessment where students demonstrate their understanding of a given topic:

Regularly  Mostly
Rarely (less  Oceasionally (about2or3  (aboutd or
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Thank you!

Again, i you have any questions, concenns, or comments, please contact me at foriggs] @ gulls salisbury e
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Good morning   (or  afternoon ) ,   As you know my name is Rick  Briggs   and I am the Chief Academic Officer for Wicomico  County Public Schools, but I am here today in a different role  –   as a   doctoral  candidate   in the Ed.D   program at Salisbury University .   I am conducting research to learn more about the literacy  environment in  high school social studies classrooms .    The National Council for the Social Studies  recognizes the importance of literacy in social studies instruct ion and believes that a combination of  disciplinary practices and literacies, critical thinking, and problem - solving aid in helping students  be prepared for both college and career.    The goal of my research study is to learn more about how  literacy is inco rporated in social studies classes here in Wicomico County and see if we can do more  as a district to support this endeavor.          Today’s focus group discussion will be a continuation of my exploration that began with a n  electronic   survey, that you may or  may not have  completed , that asked teachers to identify which  sources, practices, purposes, and outcomes they use with their students, and how frequently they use  them.  Today’s focus will be centered around the practices you feel are effective, the suppor ts that  are in place to assist you as teachers, and any additional resources that you think would help you in  infusing more literacy - based instructional practices into your instruction .  Speaking of literacy - based instructional practices…   o   What do you think   literacy - based instructional practices are ?     o   Can you tell me about your experiences with literacy - based practices in social studies?  How  comfortable are you utilizing them?     o   Do you believe literacy - based practices are an effective tool to help you assist   your students  in learning social studies?  Why or why not?     o   Have you participated in any professional development opportunities in Wicomico County  about using  literacy - based practices in your classroom?  If so, what type of PD was it and  what were your im pressions of it?     o   Can you share with me any other experiences that may have helped you with infusing  literacy into your instructional practices?   (Could be from the within the district, undergrad  work, Masters classes, etc.)      o   Are there any other types of   resources that you have found to be beneficial   regarding literacy  instruction ?     o   What are the challenges to infusing literacy based instructional practices into your social  studies instruction?     o   How could the district support teachers to use literacy - based   instructional practices in their  instruction?     I greatly appreciate you all giving up some of your time to speak with me, c an you think of anyone  else who you think would be willing to meet and talk with me about this topic?  


