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OMORE THAN JUST A TEACHERO: ANTICIPATORY ADVOCACY AS VISIOND
DEFENSE IN URBAN HIGHNEED SCHOOLS

by

KIM STEVENS BARKER

Under the Directioof Dr. Joyce Many

ABSTRACT

Specialized teacher preparation programs are graduating teachers with commitments to
advocacy. This expanded definition of teaching stands in opposition to traditional expectations
for the role of teachers that have develogedngthe history of U.S. ediation into
organizational and social frames that reinforce tradition and work against reform. These
influences constitute forces of professional weathering that may wear down teachersO visions and
actions for their work. This multicase study focusedaum graduates fronan intensive two
yearteacher preparation program tiatluded initial certificationalong withinductionsupport
in the second year of the progras they completechasterOs degresgjuirementsThe inquiry
sought taunderstand how thegnvisioned their roles as teacher advocates and how they enacted
and sustained their visions, resisting traditional teacher roles.

Participants were graduatestbé same cohort of the preparation progvemo were
completing their second year of teachingirban highneed schools and who had been

nominated and confirmed as effective teachers of diverse studefaisully members of the



university progranandof local schools. Program materiabere analyzed as background
material to establish context.ifary data that were inductively and iteratively analyzed
included extant course assignments, three individual interviews with each participant, three
schootrelated observations, and three focus group interviews.

Findings provide insight into the wayswhich the teachers enacted a vision of
anticipatoryadvocacy Anticpatory advocacy includéstervening actions that are the result of a
dual awareness of studentsO immediate and future needs aimdgi@ations beyond
boundaries of time and space inedfort to positively influence studentsO lives in the immediate
as well as distant future. Theacherseach of whonheld beliefs that aligned with the culturally
relevant foundations of the program prior to their selection, employed tools related to mEnsive
classroom management, ambitious teaching strategies, and professional collaboration that they
acquired and honed during their program. By working backward from the classrooms of effective
teachers, the study links classroom practices with teackpanation providing direction for
stakeholders concerned with the development and retention of high quality teachers for all

children, especially in challenging school contexts

INDEX WORDS: Anticipatory advocacyyisioning, Culturally relevantgdagogyUrban
education Diverse studenifNovice teachersfeacher education, Classroom management,

Ambitious teachingProfessional weathering
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CHAPTER1
INTRODUCTION
One place comprehended can make us understand other places better.
Sense of place gives equilibrium, extended, it is sense of direction too.
Welty, 1957

Urban schools are places characterized by complexity and challenge. Preparing teachers
for these unique places requires attention to context, a sense of direction. Much of the
complexity and many of the challenges related to urban schools are the result of the interplay of
racial, cultural, economic, and linguistic diversity between and among students, teachers, and
communities. Thirty percent of K-12 students, about 15 million children, attend schools in urban
areas in the United States, and half of the urban schools they attend are considered high-poverty
schools, or schools where more than 75 peent of the students are eligilhte free and reduced
lunch.

Adding to the contextual complexity is the fact thddain schools educate about one third
of all students of color in the U.S., otlerd of all poor students, and twice as many English
learnes (ELs) as other schools in the nation (Council of the Great City Schools, 2014¢hildren
of color are more likely thive in poverty, and an educationahchievement gap is evident across
races, socioeconomievels, and language proficiency. The persistence of the achievement gap
between children from diverse backgrounds and White children the dominant cultugehas fueled
decades of research on preparing teachers for effective practice. Culturally relevant practices that
include commitments to advocacyfor all aspects of childrenOs lives/e proven to be effective
with diversestudentgGrant & Agosto, 2011; Irvine, 2003; Ladson-Billings, 1994, 1995). Urban-
focused teacher preparation programs are producing teachers who are committed to culturally

relevant practice, including acting as advocates for their students’ academic and personal welfare



within and outside of their school contextesitioning them as educators whose roles as
teachers are expanded from traditional teacher roles in the U.S.

While specialized teacher preparation programs are graduating teachers with
commitments to advocacy, this expanded definition of teaching as inclusive of advocacy work
stands in opposition to traditional expectations for the role of teachers that have defreloped
historical, contextual, and socialents and influences in the United Stafiésse influences
constitute forces of professional weathering, pressures inherent to the organization of schooling
that may wear down teachersQ visions and actions fowthr#i as teacher advocates. The
research base on preparing teachers for diverse leaasfogusedargelyon results achieved
during preparation and induction, leaving questions unanswered about the sustainability of the
influence of their preparatian urban contexts beyonditial teacher preparation and into
induction Understanding howour effective teachers working with diverse students in urban
contextswereable to enact and sustain their visions as advocates illurhiwaye in which their
specialized teacher preparation equipped them for their work.

Urban Schools and Teacher Preparation

A limited number of colleges of education have responded to the special needs of diverse
students and the staffing needs of urban schools by offering urban-focused professional
development school partnerships designed to recruit and prepare teachers who have the
knowledge and skills to support culturally and linguistically diverse students and who are
dedicated to persevere in urban contexts (Abdal-Haqq, 1999; Burstein, Czeck, Kretschmer,
Lombardi, & Smith, 2009; Hammerness & Matsko, 2QMatsko & Hammerness, 2014; Quartz
et al., 2003; Tamir, 2010). Often grounded in culturally relevant ideals, these teacher preparation

programs are designed to produce teacl@usresist and rise above traditional role expectations



for teachers as they enact cultural competence and maintain a critical stance towards social
structures that impact their work and their studentsO achievement (Burstein et al., 2009; Cochran
Smith, 191; Ensign, 2009; Garcia, Arias, Murri, & Serna, 2010; Milner, 2040¢rell, 2000)
Designed to actively integrate theoretical with practical perspectives and experiences between
the university and local schools, the programs provide candidates with early and ongoing
teaching experiences in high-need schools (Anderson & Olsen, 2006; Zeichner, 2010). Support
systems comprised of university faculty membersmentor teachers, school admirasors, and
boundary spannergXperts who have connections to andadie to negotiate both educational
context$ are important features of urbéwmcused professional development school partnerships
(Burstein et al., 2009; Many, Fisher, Ogletree, & Taylor, 2012; Oakes, Franke, Quartz, & Rogers,
2002; Taymans, Tindle, FrednOrtiz, & Harris, 2012; Truscott & Roden, 2006; Whipp, 2013
Zeichner, 2010).
Context of the Study

Georgia State University (GSU), a public research university located in Atlanta, GA, one
of the ten largest cities in the United States, demonstrates its commitment to students of diverse
backgrounds, leading the state in undergraduate and graduate degrees awarded to students of
color (“A Public Research University,” n.d.). Ranking in the top 20 nationwide for undergraduate
and graduate degrees in education for students of color, the institution’s College of Education
and Human Development works closely with surrounding school districts, an educational
environment that ranks asban intensiveccording to MilnerOs conceptual framework for urban
educational evironments (OHighlights & Rankings,O n.d.; Milner, 2012). With a metropolitan
population more than five times MilnerOs urban intensive criteria of 1 million peopiity e

surrounding districts are characterized by size and density as well as calintbatlenges



related to socioeconomic disparities and rapidly increasing diversity. Sixty percesit2of K
students in the state live in lemvcome households, while 55% of children under the age of eight
are living at 200% below the poverty leyBlickman 2014) As the percentage of leimcome
students has increased by more than 15% in the last ten years, state funding for education has
alsodeclined byl5%due to budget shortfalls and declining property tax revenues (Rickman,
2014). Economic disadvantagedirectly related to disparity in student achievement, and in this
10-county metropolitan region, the achievement gap is calculated ab&8%en economically
advantaged and disadvantaged stud@kttanta Regional Commission Report, 2014). Students
of color have made up a majority of the state@®8 Kopulation since 2010, and one in five of the
stateOs youth are immigrants or revémmigrant parent (Hooker, Fix, & McHugP014)

This schobenvironment, like other urbaintensive school contextsades unique
challenges resulting from layers of racial, linguistic, cultural, economic, and linguistic diversity
between and among students, teachers, and communities. This interplay is so salient to teacher
effectiveness and student achievement thatstiintes what has been termed the demographic
imperative, a common concern for teacher educators and researchers who are committed to the
task of preparing effective teachers of students in urban settings (€129t ; Garcia&
Cuellar, 2006 Garia etal., 20109 Goldenberg, 2014; Ladson-Billings, 200L Murrell, 2000).
Preparing teachers to be leaders, thinkers, and change agents who are equipped to address the
chalenges and complexities of higteed schools is a mission of the collegeOs collabgrative
multidisciplinary professional educatidaculty (Bhatnagar, Kim, & Many, 2014). More than
70% of graduates froi®3SU programs begitheir careers teaching in higteed urban schools,
and the thregear retention rate is 80%, compared to national reterdies for urban high need

schools at 50% (Highlights & Rankings, n.d.).



Urban Accelerated Certification and MasterOs Program

One specialized program within G®ffers college graduates and career changers with a
commiiment to urban higimeed schoolan alternative route to PreKcertification.The Urban
Accelerated Certification and Maste(G8CM) program isa cohortbasedtwo-yearsix-
semester program in which graduate students earn a teaching certificatdifPgekde) and an
English forSpeakes of Other Languages (ESOL) endorsement at the end of their first year of the
program (47 credit hours) and a masterOs degreleicdteon at the end of their second year of
the progam (30 additional credit hours) in the eveninse program is grounded the theory
of culturally relevant pedagogy and includietensive multicultural courseork beginning with
the introductory course and woven throughout the progvsifiams, May, & Williams, 2012
as recommended hyadsonBillings (1994).Intense fieldexperiences that rely on intentional
collaborations among facultpyembersteacher candidates, schdased mentor teacheesd
school administratorare hallmarks of theJACM program. During the first yeaf the program,
teacher candidates receive nplé opportunities to interact with children and families of diverse
backgrounds. Candidates support ELs through literacy tutatiagocal refugee agencyOs
summer camps well as participate as interns in a sumsaence, technology, engineering, and
math STEM) camp offered within a metro higineed districtAdditionally, each teacher
candidate has an eightonth studenteaching experiencend a spring ESOlplacement in a
high-needurban public elementary school. During the second year of the pradrs@ivl
candidates become teachefgrecord in highneedurban schools.

While they are expected to demonstrate pedagogical competence in field experiences,
these exemplary teachers are also prepared with the expectation that they will be empowered

advocates and change agents inside and outside the classroom, promoting the success of their



culturally and linguistically diverse elementary students schooled in urban contexts through
culturally relevant practice. In addition to believing that their studergs®raic excellence is
nonnegotiable, these culturally relevant practitioners recognize and value their studentsO cultural
assetsThey seekotonly to close the achievement gap, but also to actively work to eliminate it
while continuing to question the causes of its existence (Young, 2010)A0M teachers are
highly sought after by area principals, and they often accept job offers based on their field
experience work in local schools before their certification is even complete. Ninety percent of
UACM graduates accept positions in urban high-need schools, and the three-year retention rate
for UACM graduates is 100% and 95% at five years past gradu&iogram Documeit

Clearly, UACM graduates are positioned and performing outside of the norm when it
comes o their preparation for working with diverse students and their ability to persevere in
challenging urbn contextsNot only are these teachers unique in their performance and
perseveranceithin urban highneed schooldyut also, they are distinctive ihe historical and
social context of public education of the United States that has led to the development and
preservation of traditional societal norms regarding the roles of teachers. The organizational
structure of schooling in the United States along with the demographic tradition of the profession
and socialization pressures from within and outside of schools constitute professional weathering
forces that have historically played a role in weardtogvn the resolve of teachers who seek to
challenge oldole expectations inherent in the system (Cuban, 2013; Datliamymond, 2006;
Tyack, 1974; Tack & Tobin, 1994

Culturally R elevantPedagogy
The UACM program is grounded in the theory of culturally relevant pedagogy which

when introduced almost a quarter of a century ago, broadened expectations of the role of



effective teachers for diverse students to inclacts ofadvocacyLadsonBillings, 1994).
LadsonBillings (1994) used the metaphor of a coach to describe threarolimg priorities that
culturally relevanteachers in hertsdy embodied in their work thahabled them to make the
most of their studentsO cultural assets for their leaffinsy she arguesuchteachers see
themselves and each of their studentfliyg capable of success in local and broad contexts, and
they demand excellenc8econdshe describettachercommitted to culturally relevant
practiceas professionalaho recognize and value all kinds of cultural assatd whaactively
weave conndmons within the classroom, into the school building, and out into the school and
community, in order to build learning communities that support their own effectiveness and their
students’ achievement. Finally, she argued teachers who are effective at culturally relevant
practices reinforce curiosity and a love of learning among their students by building on students’
background knowledge, by constructing solid foundations for new learning, and by joining with
students as collaborative learners. Ladson-Billings categorized these priorities into three major
domains teachers must have to be successful with culturally diverse students. These expectations
were: 1) students must be successful academically; 2) students must maintain their own culture,
while becoming proficient in other cultures; and 3) students must be aware of and empowered to
challenge social and political forces around them (Ladson-Billings, 1995).

Culturally relevant pedagogy is more than just “good teaching” for children of
historically marginalized populations (Ladson-Billings, 1995, p. 159). This approach effectively
builds bridges between the curriculum and students whose backgrounds are distinct from the
dominant culture, unlocking doors to achievement that historibaiky been difficultto breach.
Furthermore, identifying teaching practices that are effective with students who are often the

least successful is likely to increase understandings about practices that will support all learners.



This approachs vital for all teachers in the United Statesvho are likely to work with children
from backgrounds differentiated not only by race, ethnicity, and language, but also by aspects of
gender, religion, nationality, and socioeconomic status in urban as well as rural and suburban
locations (Ladson-Billings, 2001, 2014; Jimerson, 2005; Monk, 200Zhao, 2010). Preparing
teachers who can mitigate student differences and social and historical influences through high
expectations, cultural competence, and sociopolitical consciousness, necessitates expectations for
teachers that go beyond traditional teacher roles. To be effective teachers need to advocate for all
stakeholders in their work and be prepared to resist and challenge the status quo in education
(Grant & Agosto, 2011). Teaching in a culturally relevant manner is not accomplished by
accident or by those with a weak understanding or wavering commitment to the challenges of a
diverse classroom, since this kind of teaching stands in opposition to traditional views of
teaching and learning (Morrison, Robbins, & Rose, 2008). Understanding the historical
development of schooling and the continued interconnectivity of the social forces that have
resulted from that history is foundational for teachers who can then be developed through
thoughtful preparation to go beyond awareness to action as they resist pressures related to time,
professional isolation, misinformation and resistance, and fatigue (Villegas & Lucas, 2002).
Research on Preparing Teachers for Diverse Students

Research on preparing teachers for work with diverse students in urban settings is largely
focused on student teachers or first-year novice teachers, demonstrating positive shifts in
individuals’ attitudes and dispositions with little research linking teacher preparation with
candidates’ subsequent actual practice (Anderson & Stillman, 2013; Athanases & Martin, 2006;
Sleeter & Owuor, 2011; Taymans et al., 2012; Zeichner, 2005). With half of all urban teachers

abandoning the profession within the first threeyears, apparelytthe yeas beyond thérst



induction year constitute a critical milestone, and research contributing to a knowledge base for
preparing teachers for urban contexts is lacking overall (Wilson & Floden, 2003). Reviews of
decades of teacher education literature calrésearch that takes a backward approach

beginning with seasoned, effective teachersncoverfactorswithin their teacher preparation

that contributed to their effective practices with diverse students (Clift & Brady, 2005; Gollnick,

1978; Grant & Gibson, 2011; Grossman et al., 2000; Hollins & Guzman, 2005; Ladson-Billings,

1995, 2001; Milner, 2010; Sleeter & Owuor, 2011; Weiner, 2002).

Ladson-Billings (1995) argued that research conducted in the classrooms of exemplary
practitioners within contds frequently associated with failustould be foundational to a
knowledge base for teacher preparation. Seeking out and listening to the voices of effective
teachers on their own development and experienoetdyield guidance and possibilities for
teader educators as well as the stailders they serve. This studgntributel to the field by
discovering how a group of effective teachers who enwsldmeir work as teacher advocates,
enacedtheir beliefs, resistd contextual challenges, and sus&ltheir visiors beyond the first
years of teaching

My Journey to the Study

My desire to contribute to the work of preparing teachers who will actively advocate and
push for positive change in education for diverse students is rooted in my work as a public
school elementary ESOL teach®&eaching was a second career for me, and | earned my
certificationin an intense 18nonth masterOs and certification preparation program at the same
urban research university whereventually returnetb work andearn myPh.D. Graduate

coursewok within my preparation programcluding reading, ESOL instruction, linguistics, and

urban field experiences from-k2th gradesequipped me with a wider range of conceptual
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knowledge and classroom experience upon taking my diashing position thawas true for
many of my colleaguesn addition, my preparation instilled in me the notion that work with EL
students and their families included a responsibility to advocate and push for changes that would
benefit the children | seed.

As | threw myself into the work of serving an average of 65KL students each year
and collaborating with teachers and other school professionals who also served them, | had
numerous opportunities to advocate and make changes in my school.douteyg those years
my email signature was followed by a quote from Picasso, OOthers see what is and bs&avhy
what could be and ask why not?0 Only limited by my own time constraints and energy, | saw my
work as a teacher as full of possibility, amg@dched out into the school and community to
collaborate with as many stakeholders as possible. My stakeholder group included other teachers,
administratorsand familyand community members, and we accomplished a great deal together
during mynineyears n the classroom. Our EL students benefited from a change in English
instruction from a model of school wide, pullout instruction to a paskheltered instruction
model. Classroom teachers and | grew together in our work. We delivered presentatians on ou
experiences using technology for collaboration and instruction with ELs, and along with a group
of high school volunteers we presented on community partnerships at local and state
conferences. Classroom teachers at each grade level earned their ESG&reedts, drawing
on our work together to complete course assignments and assessments. &tddeatshers
from our localhigh school and | organized a tutoring and mentoring program on Sunday
afternoons that matched high school volunteers with EL stsidenvork on homework and class
projects and to spend time playingddwuilding community $tevens Barke£014). Not only did

EL students demonstrate academic achievement through their classroom performance,
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participation, and test scordmjtthey alsogrew as a group in visibility and participation in the
school and local community. For the first time EL students began to take part inwadteol

reading, spelling, and geography competitions, to take-gtgported field trips tailored for

ELs, and tappear with their families at special school events for ESOL students and their
families. Family members learned that they had choices and power when it came to their
childrenOs education, and they expressed their desires and demanded answers when they had
guestions.

My work as a teacher advocate was a joy for me, and although | was often able to draw
others into the milieu of my work, | was aware of colleagues who stood at a distance. We
watched each other warily, wondering what made the otheMibke they might offer
encouragement or appreciation for the work we were doing with our EL students, they expressed
their own feelings of inadequacy to actively work for advocacy or change. It was as if an
invisible force tied their hands.

It was at tlis pointin timethatl decided to return to the university to continue my own
educationEarly coursework in my PD. program was foundational in my development as it
deepened my understandings of my own preconceptions as a White woman who continues to be
privileged due to my racend upbringingand of the need for effective teachers to be aware and
to be culturally responsive to differences in their learners. This deep appreciation of diversity
added to knowledge | gained in historical and social foundatiorducbé&on courses merged
into a realization that was profound yet disturbing for me. The professional ennui | had observed
in many of my colleagues has been observed in sociological studies of tdaciyerserations,
and it emergeffom seemingly irresigile contextual forces that waeklto maintain the status

quo despite monumental efforts to reform education, even efforts to improve tedibation
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While | was increasingly identifying with and pursuing a teacher identity that resembled John
DeweyOsrpgressive model for teaching, | realized that colleagues who took a more traditional
approach outnumbered me (Dewey, 1/3987. Willard Waller (1932) studied the sociology of
teachers, and his research questidowhat does teaching do to teachens®@ed me(p. 375) |
wondered if and how the question applied in th@ &htury

Shortly after | began to grapple with the dismal rgdhtat the work of teaching was a
phenomenon that acted a force of professional weathering, | left my job as a teacitetook
a full-time position as a graptrojectcoordinator for the urban teacher preparation program in
which | conductedhis study. Due to wideanging responsibilities and opportunities related to
my position, | worked with candidates and graduateeeprogram in various educatelrand
school contextd hada thorough understanding of the programOs theoretical foundation, design,
and goals. | observetdt graduates of the program wesspected within sdols and districts,
and they wer@ersevering in urban highmeed schools, somehow defying the forces of
professional weathering. Still resisting the notion that the negative effects of the work of
teachingweremore powerful than specialized and rigorteescheipreparation, | became catis
to see how a group of effective teachers prepared for teaching in a program centered within a
framework of cultural relevance have developed into and sustained their work as teacher
advocatesThe history of teaching in tHénited Statesndicated thatteacher preparatiocould
not bepowerful enough to overcome the social, historiaat] contextual forces that had
constructed and contindéo preserve traditional teacher roles, but leaskWhy not?0 An
important question for those seeking to becaméjre, and to educate etteve teachers for all

childrenis, OWhat can specialized and rigorous teacher preparation dadioetts to combat
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weathering effects of the system of schooling on their visions and enactments of their work as

advocates forhte children they teach?0

Research Questions
| posed the following research questions to guide my inquiry into the work of a group of
teachers whatrove to beeffective advocates for diverse studenthigh-needurban elementary
classrooms:
1. How doeffecive teaches, who wereprepared in a program centered within a
framework of cultural relevancenvisiontheir roles asadvocate?
2. How do effective teacher who wereprepared in a program centered within a
framework of culturatelevanceenacttheir visions as advocat®
3. How do effective teachera/ho were prepared in a program centered within a
framework of cultural relevanceesist traditional teacher roles and sustain their
own evolving visions as advocates?
Purpose of the Study
The purpose of this studyasto explore the development and work of effectivealegthed
teacher graduates who waeverking in urban elementary classrooms to understand the role that
their teacher preparation program playedheir visions and enactmisnofadvocacy
Understanding how the teachers eadtheir visions for themselves in their classrooms and
school contexts providieexamples of practices that may result from specialized teacher
education and that are also effective for studentsO leéiriimgnerness, 2001; Castro, 2014)
addition, understanding how these teachers egHistditional teacher roles while also sustaining

their vision for themselves as culturally relevant educators as a result of their specialized
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preparation adgto theresearch base in the area of teacher education related to preparing
teachers for culturally and linguistically diverse classrooms.
Significance of the Study

The preparation of effective teachers for work with diverse studeniso be committed
to urban ontextsis an ongoingchallenge for colleges of education throughout the country and a
critical need for urban district stakeholddresearchmteacher preparation effortstime United
States for diverse studentssieenlimited largelyto demonstratig success at nudging teacher
candidates toward awareness of diversity issues (Athanases & Martin, 2006; Furman, 2008;
Grant & Gib®n, 2011; Hollins & Guzman, 200Howard & Aleman, 2011). Continued calls for
researclon effective teachers who stayed in anthigh-needschools beyond thareservice
program and initial year of theimduction period emphasize the need to determine how their
preparation work equipped them with the tenacity to move from awareness to action as advocates
for their students, to sést professional weathering forces, and to sustain their vision of
themselves as teachers (Anderson & Stillman, 2013; Grant & Gillette, 200 itRdlings,
1995; Milner, 2010Taymans et al., 2012; Weiner, 200By focusing in depth on a small group
of effective urban teachers, this study wedbackward from teachersO practices into the ways
in which their teacher education program influehitesir work, an approach used and
recommended by scholars in the fiefdeacher educatiofiHaberman, 2005;adsonBillings,
1994; Milner, 2010; Sleeter, 2001 the current social and political climatehere the value of
university teacher education is questioned and undermined, where teachers are under attack for
failures in the public school system, and where divelnddren continue to be marginalized by
the system, uncovering sources of excellenagbanteachings of vital importance@unn,

2014; Grossman, 2008; Kumashiro, 2012; LaeBdimgs, 1995; Weiner, 2000, 200Zeichner,
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2010, 2013, 2014 Focusing oratypical cases (e, geffectiveurban teachers and a specialized
teacher preparatigorogram with exceptional resultspntributednew knowledge that is helpful
for practice and further research (Riessman, 2008). La8#lamgs (1995) argued that this kind
of study should be replicated time and again to increase understandings foreeffestiice and
the role of preparation in the work of teachers of diverse students.
Assumptions and Limitations

One assumptionrhade as | began this studysmhat the participantsauld be willing to
thoughtfully and truthfully engage in prolonged dissions about their preparation for teaching
and their teaching practicess well as to allow me to observe them in their classrooms and in
other situations related to their woilkhe classroom has been calledlack boxby writers in the
field of educaton because of iteftenimpenetrable nature and vital importance (Cuban, 2013;
Darling-Hammond, 2006; Taymans et al., 2012skedeachersvith reputations as strong
educators to open their classrooms, their school contexts, and their own professional
development to observation and scrutihngssumedhat they vould be forthrightin their
participation A limitation of thisassumption is the fact that the participaradthe freedom to
self-select representative artifacts for the initial interviewesehnd schedubkieir schoot
related observations, and answer interview and focus group questions at their discretion. These
freedoms mayave given th@articipantsopportunitiego influencethefindings in way that
highlighted or shieldetheir own pactices from view.

Also, my position as both researcher and staff member &fA@&M program constituee
both a limitation and a beneffince my involvement with the program began after these
participants received their certification, and my contact thiéhgroupwaslimited, it is likely

that Iwasetic from their perspective; however, my knowledge of the program and the faculty
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macde me emic teelements othe research contexn addition, | expect that as a veteran
elementary school teacher for EL$idd afoundation on which to build trust and communication
with my participantsFor naturalistic researchers the influence of values on research is
recognized as not only inevii, but also desirable, and rather than attempt to achieve or
portray pure neutrality, | refleetion and interrogatemy own subjectivities within the study, so
that | @uldfocus on the credibility of the data itself (Bailey, 2007). Ideseeflexive purnal to
document my thinking, procedures, and progress timauwigghe study (Lincoln & Gub4985)
A tool that facilitatel peer debriefing and audits, my reflexive journal adar@ssedibility,
dependability, transferability, and confirmability witrme study, four goals that are important
for establishing trustworthiness (Lincoln & Guba, 1985).
Overview of the Study

This studytook place in théAtlantametropolitan areaone of the ten largest cities in the
United States, a region characterized lzg sind density as well as socioeconomic disparities
and rapidly increasing diversity that complicate the task of educating the stateOs dh&rse K
student population. Becauswasseeking to understand how teachers wieoeprepared within
a specializedeacher preparation program envigdnenaced, and sustaedtheir roles as
teacher advocates, | empémla process of case study. Learning to teach and developing as a
teacher in the early years of a career is a complicated process that includesdbgantof
numerous significant factors including individual contextual comaléj a phenomenon that Yin
(2009 argues is best understood through the use of the case study strategy. In order to
understand how effective teachersreinfluenced by theirdacher preparation prognawithin

different environmentd,included multiple cases within the design of the study (Stake, 2006).
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This multicase study consistiof four cases that explodehe ways théeachers who
wererecognized as effective in their vikowith diverse students in urban school contexts
envisioned and enacted advocacy as part of their role as teachers, and how they resisted
professional weathering and sustained their wbhle. teachersll teaching in urban higheed
schools, veregraduags of theJACM program Situated within LadsoillingsO (1994) theory
of culturally relevant pedagogy and informed by literature on the ways that teachersO visions for
their work determines their roles (Hammerness, 2006, 2008) and by sociological thiatdies
describe the effects of social and historical forces that may weather teachersO visions, this
explanatory study includedocument analysis, interviews, paipant observations, and focus
group discussion®8ackground materials related to the peribtimae in which the participants
participated in the ICM programwereanalyzedn orderto understand the participantsO beliefs
and attitudes about teaching and learning prior to entering the UACM profgnase materials
included program interview questnnaires and notesgsumeswriting prompts, nomination
survey data, and course documents and assignments. Primary data collected and analyzed for this
study includd the participantsélminating masterOs degree assignment, a video capstone
project transcripts othree individual interviews with each participafiit/d notes fronthree
scheduled schooklated observations, atrdnscripts othree focus group interviews.

In order to address my research questions, | purposefullye#ieather grduates of
the UACM programwho were completing their second yester initial certification as teachers
of recordin urban highneed schools and wheerenominated and confirmed to be effective
teachers of diverse students by stakeholders within &@\Wprogramand the local schools.
Using elements of Ladsegillings (1994) process afommunity nominatign initiated the

selection process by seeking recommendations of program facertypersand university
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supervisors and then crosschecking the nominsfior agreement from the teachersO school
principals before contacting the potential participants. Once particyvangsecruited, |
conduceddocument analysis using relevant program documents as backgrountthatiag
the mrticipantsO capstone jes (culminatingnultimedia assignmenfsom their masterOs
coursework)as primary data sources. During théial interviews | asked the participants to
watch their apstonevideoswith me asstimuli for recalling their early visions for their work as
effective teachers arid share selselected artifacts that demonstchtieeir visions for
themselves as teacher advocates. After analyzing the interviews, | aittoee separate
scheduled classroom observationsnder to familiarize myself with thearticipantsO practices
and school context$he first observation was a fedly observation, and analysis of that visit
informedmy inquiry in the followup individual interview. The two additional observatiovere
events during school or at some otkelnootrelated activity that the participants seéztihased
on their perception that the evedsmonstratetheir work as effective teacher advocafBsose
observationsverefollowed by thethird interview. | conducedtwo focus group meetings with
thegroup in order to understand instances of advocacy thatredewound springtandardized
testing and endf-year activitiesAnalysis of thefirst two focus groupsnd the interviews
informedmy questioning for the final focus group interview. The final focus gnotgoview
addressdthe research question related to resisting traditional teacher roles and sustaining
practices asadvocats. It wasalsoan opportunity for all of the participanto come together to
review initial results of the data analysis for accuracy and to contribute to revision and additional
interpretations (Stake, 2006). Interviews and focus group mestergsecorded and
transcribed, and each participd&atdan oppomtinity to review ando change her transcripéd

individual findings | usel a reflexive journal to document my thinking, procedures, and progress



throughout the study (Lincoln & Guba, 1985). This t@akimportant in addressing
trustworthiness in my stly, and itwasuseful for reflexive thinking, peer debriefirgnd audits.

Data analysis for each case begath initial or open coding so thabkecane deeply
familiar with the data and gadinsights into possibilities for proceeding as the study loped
(Salda—a, 2013). | proceediwith the analysisvith a recursive, generative process, using
inductive analysis at each stage of data collection to guide my inquiry into the next stage
Analytic memodurther iformed my analysis, and th&yereincluded within my reflexive
journal(Creswell, 2013Salda—a, 2013) analyzel the data collected for the cases individually
in order to understand each teacher and carfeaxally, | analyzedcross cases to uncover
similarities and differences between casesinderstand the role of contextual factors in the
work of the teachersand to discover themes that represented their visions and work as advocates
as well as the ways they resisfgdfessional weathering forcaad sustained their work. While
| beganusingnVivo as a tool for organization, stme, and analysis of the data, | soon found that
the large quantity of data made the technological tool cumbersome for my purposes. After some
experimentation with the program, | decided to code the participéaintanually, feeling that
the process allowed me to stay close to the individuals and their thoughts.

Definitions

The research questions that guides studywerecentered on the work efffective
teachersf diverse studentandvisionsthey hal for themselves as teachemtvocatesand
culturally relevantpractitioners Since measures of teacher effectiveness and the notion of
student diversityand cultureare widely debated and variously constructed, and the research base
on teacher education ssterms related to vision and advocacyngonsistent ways, cldication

of each ofthese terms wanecessary.reliedon the following definitions within this study:
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Culture

The concept of culture is complex and variously constructed depending on the
perspective of the author. Within this study | relied on LaeBidings (2001) approach to
culture as the layers of prior knowledge that each human being learns from living. She explained
how culture informs without definingHDman beings are complex. Cuultural affiliations are
nested and multifaceted, and the cultural categories we use are crude approximations of
individualsO cultures,O (p. 98).

This broad definition of culture eliminates a superficial food and festivals approach that
may have thenintended consequence of excluding rather than affirming diverse students.
LadsonBillings (2001, p. 100) explained,

When a teacher uses a cultural event or activity to represent every member of that

culture, she may be assuming cultural affiliations shadents do not share. For

example, a cultural event such as the African American holiday Kwanzaa may be
as strange to African American children as it is to-Afmican American children.

Asian American children may feel no affiliation with people anst@ons from

specific Asian nations. Culturally relevant teachers know enough about the

students they are teaching to help students make use of their multiple cultural

identities. Those identities may span racial, ethnic, and national boundaries.O
By exparmling the concept of cultusgithin this studyto include layers of lived experiencése
culturally relevant practices of the participants come into focus
Diverse students

Diversity is a concept that relies on perspective for its definiBanply defned as
difference the question remains, ODifferent from whom?O Within the context of this study,
diverse students refedto those studentsho areoutside of the racial, cultural, linguistiand
socioeconomicategories from which the majority of teachers in the U.S origimate.

immediate racial, cultural, and linguistic mismatchpparentvhen one contrasthe

demographics of the teaching population with the makeup of the student population33%hile
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of all teachers in th&lnited Stategdentify themselves as ndtispanic, Whitemiddle-class
females20% ofthechildren in the United Statdsve at least one foreighorn parent, the
percentage of children of color is expected to reach 45% by 208886 of schools with
highly diverse populations have more than 50% of students receiving free and reduced lunch,
(Clayton, 2010; Garciat al., 2010; Goldenberg, 2014). Diversity within this stwayg defined
from the perspective of difference from the domindemographics of the teaching force in the
United States at the time the study was conducted.
Effective Teachess

Within the context of this studsffective teachensereidentified within the framework
of culturally relevant pedagogy (Lads@illings, 194). My intentwasto focus on the work of
excellent teachers from the perspective of this framework, sirtgally relevanteachings
the stated expectation of théGM program from which these teachers graduated. Furthermore,
concentrating on the bader frameworgaveme the freedom to account for individual teaching
styles and the varied ways in whittteteachers grouratitheir work in culturally relevant
ideals LadsonBillings (2001) arguedhat effective teaching is less dependent on what ¢éeach
dothan on how teachetBink— Qabout the social contexts, about the students, about the
curriculum, and about instructionO (p. 34). These thoughts emerge from three major domains
evident in the work of effective urban teachanslshe arguethese domaingeflect the
expectations teachers must have to be successful with culturally diverse stlildes¢s
expectations ard) students must be successful academically; 2) students must maintain their
own culture while becoming proficient in otharltures; and 3) students must be aware of and

empowered to challenge social and political forces around them (L-&il§ogs, 1995).
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Preparing culturally relevant teachers who can mitigate student differences and social and
historical influences throdrghigh expectations, cultural competence, and sociopolitical
consciousness, necessitates expectations for teachers that go beyond traditional teadfeer roles
be effective they need to advocate for all stakeholders in their work and be prepareddadesist
challenge the status quo in education (Grant & Agosto, 2011; Taymans et al. 24Ky et al.
(2002) argud that effective urban teacharaist take on roles aglvocates and change agents
addition to possessing strong pedagogical skills, lab#tegdditional aspects of their work as
expanded competencidghe mission of the AICM program is for teacher graduates Oto be
empowered advocates and change agents inside and outside the classroom, promoting the
success of their culturally and linguistity diverse elementary students schooled in urban
contexts through culturally relevant practice,O and this goabses\ebenchmark ofefining
the concept oéffective teaching within this study ACM website).

Advocacy

Culturally relevant teacherseafocused on the success of their studeisiachding
academic excellence frothem, valuing their cultures, and leading them toward social and
political empowerment, all goals that are inherent to equitable education (LBilstys,

1994). This kind ostudent focus that includes care and justice situates the work of teaching
solidly within moral practice (Noddings, 1988n order to be effective with diverse students in
urban contextdeachers must be aware of instances within and outside of scaboiai impact
the successof their students, be knowledgeable abeaysto intervene, and be willing to take
action on behalf of their studentsO best interests. Within this ativihzacy refeedto actions
taken on behalf of students for the purpokprotecting and enhancing their educational

experience, and the phraseacher advocateseferedto teachers who intentionally adepia
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readiness to take action on behalf of students as a professional expectation. Specific instances of
advocacyvaried with eachparticipant but theywereidentifiable by their potential to positively
impact the success of diverse students.
Professional \eathering

While increasing diversity in schools has important implications for effective teacher
preparation angractices beyond classroom skills such as advoaacitionalstructuresof
organizatiorandschool routinesor thegrammar of schoolingvorks as a counterforce to
teacher educatorsO and teachersO best efforts (Tyack & Tobin, 1994). History sefacirthal
most attempts to go against tradition in schools are eventually overcome, or at least altered
considerably, as institutional forces related to historical, contextual, and social realities, change
attempts at reform. Within this study, | dd4be metaphor of theaturalweathering process in
the rock cycleo describe this phenomenon. While teacher educators and new teachers may have
visions for teaching that includes culturally relevant practices, forces inherent to the organization
of schoolingmaywear away athe edges of intention and action, such ter time,visions for
culturally relevant practice are barely recognizaibleot completely chipped away, then perhaps
smoothed and reduced in size

The following chapter aatains a revievef research studiesalient to teaching and

teacher education for diverse students.
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CHAPTER?Z2
REVIEW OF THE LITERATURE
Teaching is some person teaching some thing to some student somewhere
Jacqueline Jordan Irvine, 2003
To strengthen my understanding of conceptswlasiefoundational to my research
questions and to guide my inquiry into the work of a group of teachersvetteeffective
advocates for diverse students in urbagh-needelementaryschools, | reviewed litature that
was salient to teaching and teacher education for diverse students. The importance of diversity to
teaching and learning in U.S. public schools cannot be overstated. The wide diversity-&f the K
student population juxtaposed with the relagMebmogeneous teacher population is a
phenomenon with major implications for teacher effectiveness and practice and, consequently,
for student learningAs | reviewed literature related to diversity in education, | realized that the
feminization of the tezhing profession iparticularlysalient, not only as a factor in the equation
that makes up theethographic imperative, but alas a contributing factor to the social and
organizational forces that have limited teachersO efforts to enact their expsiotedar
themselves as teachers. | address the development of the teaching profession as primarily a
feminine endeavor first in the context of the demographic composition of teaching and learning
in the Lhited States of Americ&ater in the chapter, eturn to the issue of the feminization of
the teaching force to consider how it reinforces organizational and social constraints os teacher
who would advocate for their students beyond their classrooms
Therewerefive areas in which | wanted to build bkaround for a study of effective
teachers for diverse students. First, | reviewed literature related to the history and development of

diversity as a force in teaching and learning in the U.S., establishing the importance for teacher



educators and reseagsrh to focus on issues of diversity. Next, | reviewed pedagogical
approaches to teaching diverse learners@sethpproaches have developed within the United
StatesThird, | examined literature relatedttoe preparation ofulturally relevant teachershe
areeffective with all students. The organizational and social structures of schooling that act as
forces of professional weathering @machers who seek to expand their influence beyond the
classroomis the fourtharea that | reviewedrinally, | lookel at the research base for preparing
teachers for work with diverse students in urban contexts.
Diversity in Teaching and Learning in the United States

Three aspects of diversiyre foundational to understanditige developmentf public
education in th&nited States;)ahe historical development of the demographics of thehter
and student populations) burrent trends in student and teacher demograpiitlbgr education
in the United States; andl the impacbf the demographic mismatch on divergsadents.
Historical Development of Teacher ad Student Demographics

Teaching, learning, and diversity have been intertwined and integral to education in this
nation from the time the Puritans, a people inspired by problems related to their religious
differences, fled Europe, arriving on the continent to make a place among the native peoples of
the region. The Puritans were a people dedicated to literacy for religious reasons. They believed
that in order for their religion to be preserved, childrentrbasable to read the scriptures to
understand and do the will of God. For them, education bore a spiritual dimérisadea that
Satan himself was attempting to undermine the power of the scriptures by preventing young
people from learning to read amdite inspired community leaders to legislate literadye OOId

Deluder Satan ActO of 1647 required towns of 50 or more families to provide schools for its
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citizens and is considered to be the beginningpaipulsory education in the United States
(Urban& Wagoner, 2009, 445).

As industrialization, urbanization, and shifts in populations from rural areas to urban
centerscreatedarge and developing cities in the 200 years after the institution of compulsory
education, the citizens of New Englagthbraced the ideals behind the commairosl|
movemengs a solution to rapidly increasing divers@hildren of various ethnicities, linguistic
and literacy backgrounds, and religious traditions were increasing in number, and the idea of
educating diversehildren in a common schoolhouse with a common curriculum was believed to
be the way to convert newcomers into mainstréamericans (Herbst, 198®@sgood, 1997,

Urban & Wagoner, 2009piversity proved to be too much for the proponerithe common
schod movementhowever, and as more and more immigrants brought massive social and
economic diversificatiorBostonschool officialsin the late 1800s2sponded by setting up
segregated schools, stratified curriculum, andgrgeed classroomanable to harid Othe
complicated reality of diversity@sgood, 1997, p. 394

As proponents of the common school movement struggled to deal with the rapidly
increasing and deeply diverse student population, the demographics of the teaching force tilted in
a new diredbn as immigration, industrialization, and bureaucratization of schools significantly
increased the need for more teachers. As men exited the classradm jimbs in burgeoning
industries they left openings for young women who were encouraged intaafespion by
reformers who emphasized the match between the womanOs natural maternal instincts and the jok
of teaching. It turned out to be a perfect match, since hiring more teachers at lower salaries suited
city budgets and womenOs job opportunities gemerally very limited (Herbst, 1989; Hoffman,

2003; Rury, 198p
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This demographic trend in the teacher supply would prove to have distinctive and long
term implications for the teaching profession as well as for teacher education and résearch
more al more white women took their places as the nationOs teachers, teachers of color were
systematically denied a major role in the profession. The overwhelming majority of blacks lived
in the southern padf the United Statewherethe forced integration afchools that had been
previously segregated led to the firingtiebusands of black teachers at various time periods
whenwhite local and state politiciansed their power to keep white teachers in classrooms
Although discrimination was the largest facto preventing teachers of color from entering the
profession, lower enrollments, and shorter school sessions in the South also had a major impact
in the numbers of teachers who wéiired overall (Hutcheson, 2012iddle Walker, 2001Tyack
& Tobin, 199).

With these historical events, the die was set for the current demographic phenomenon
that characterizes the teaching force in tinitédl StatesTeachers in th&nited Statesemain
predominantly female, white, and monolingual, residents of small tamthsuburbs, a fairly
homogeneous group, even as their students become representative of more and more diverse
backgroundgHerbst, 1989)

Current Trends in Student and Teacher Demographics

The passage of time has not erased the effects of history darttugraphics oftaching
and learning in the United Stat&&ather, acial, cultural, and linguistic diversity is increasing in
classrooms in U.S. public schoolss the percentage of white students decreases, a trend that is
projected to continumto the next century when the percentage of white students is expected to
make up only 45% of all students, diverse student ptpokare increasing (Kena, et,&014)

Hispanics are expected to represent students in larger numbers at 30%, Blacks at 15%, and Asian
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and Pacific Islanders at 5%inguistic diversity among K12 students is also on the rise with 9%
of all of the nationOs students qualifying for English sugeovices, a percentage that is even
greater in large cities where almost 17% of all students speak a first language other than English
(Kena et al., 2014).

While the demographic diversity of teeudent body continues to increatse diversity
of the teahing forceis not increasingn schoolsn the United State&ighty-three percent of all
teachers in the United Stat® norHispanic, white females, and the majority of teachers in the
nationOs classrooms are expected to remain so unless purposefigdaive efforts are
concentrated on preparing and retaining more teachers of color (Garcia et al., 2010; Johnson &
Kardos, 2008LadsonBillings, 2001; Quartz et al., 2008 his demographic mismatch is
perpetuated despite the increase of teacher categidf color wh@ompletedeacher education
programsat an increase of 97% from 2003 to 2005, versus an increase dod¥hite
teachersDespite theecentincrease in new teachers of color, the balance remains skewed, as
teachers of color are conntly leaving the profession at higher rates than their white
counterparts (Ingersoll & May, 2010his exodus is linked to the fact that teachers of color are
at least twice as likely to begin their careers in urban schools characterized by high saoerty
vast racial and linguistic diversity, where the teacher turnover rate is about 20% per school year
(Alliance for Excellent Bucation, 2014; Ingersoll, Merrill, & Stucke®014; Ng& Thomas
2007)

Fueling the high turnover rate that drains the teagforce of teachers of color is the fact
that urban schools are frequently staffed with more uncertified and the least experienced
teachers, and the majority of those teachers report that they feel unprepared to work with diverse

and special needs studeiiBurstein et al., 2009; Darlitgammond, 2006; Ladsemillings,



2001) Overall, new teachers leave the profession within five years of entry at a rate of 41%,
leaving a teaching force of which 45% have less than ten years of experience (Ingersoll et al.,
2014).The challenge of preparing and retaining teachers who are effective for all students in all
schools in the United States is more complicated than a demographic tradition that mismatches
teachers and studeraad continues to lead to negative consges for diverse students
Impact of the Demographic Mismatd on Diverse Students

The demographic mismatch and increasing inexperience of the teaching force is
especially concerning for students and stakeholders in diverse urban schools, because new
teachers may be inadequately prepared for challenges inherent to urban school coasteds (
2014; Clayton, 201IFrankenberg, 200#eadden, 2014; Ronfeldt, Loeb, & Wyckoff, 2013
Milner (2010) describes five concepts that often negatively impactfiéwieéness of new
teachers who begin their careers in urban contexts without adequate preparation for urban
schoolsFirst, teachers without adequate preparation may attempt to practicéloudimess,
which is an attempt to ignorace as a means of obang the impact of diversity in their
classroomsThis approach denies the salience of privilege and may actually ldgddonscious
racism a perspective that justifies inequity by failing to question underlying causes of inequity
(King, 1991). In adiion, cultural conflict may arise in classrooms where teacher background
and experience is starkly different from that of the students and their families, and teachers may
struggle to make connections with their students (May, 20idne (2003) arguethat teachers
need to have the skill of viewing their classrooms with a cultural eye in order to achiievel
synchronizatiorand maximum effectivenesthird, the myth of meritocragyhe misconception
that success is fully the result of good choied hard work (MclIntosh, 19903, a concept that

may be propagated in demographically mismatched classrooms, particularly by teachers who
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have not examined and come to terms with the ways they, themselves, have benefited from
unearned privilege. Unexamish@nd intact, this concept often leads to two final destructive
attitudes toward diverse students: deficit orientataomd bw expectationdeficit orientations

and low expectations influence teachersO instructional decisions from start to finish ddaberm
2005; LadsorBillings, 1994).

Instructional decisions in diverse classrooms may also be less effective due to the fact
that faculties are increasingly made up of more inexperienced teachers, and teaching experience
has proven to positively impact studechievement{eadden, 2014enry, Bastian, & Fortner
201Z% Ingersoll & Strong, 2011; Quartz, 200%tudent achievement when measured through test
scores increases throughout the first several years of teachersQiodieatisg the importance
of experiencgIngersoll, et al, 2014)n addition, teacher turnover itself, while causing an
increase in inexperienced teachers, has proven to have a harmful effect not siigemt
achievement, but alsmn the performance of the teachers who remainabufiiding (Ronfeldt et
al., 2013.

Adding to the complexity of the demographic imbalance between teachers and students
and the staffing challenges facing most urban schools is the fact that race, culture, and linguistic
background are not guaranteed imdirs of teachersO cultural disconnect with or effectiveness
for diverse students (Laughter, 20L&wis, 2012;Milner, 2010). Increasing socioeconomic
disparities, varying family structures due to sexual orientation, aging, adoption, and exposure to
experences related to globalization are evident in the schemaackground knowledgef
children in public schosl(Ensign, 2009; Hamilton, Werum, Steelman, & Pov&éiL1). The
Ountidy intersections of race, culture, and social classO (Gold&tliergp117) prohibit

predidion of teacher effectiveness based on the matching of race between teacher and students,
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since students and teachers embody Olayers of diversityO (Milner, 2010, \WhiléGhe
demographic imperative is concerning becaugbexignificant disparityrepresented, the task
of preparing teachers who can bridge differences between themselves, their students, and
educational demands of the system will continue to be important for all teachers as they will be
working with children and failies who represent multiple, intersecting layers of diversity.
Effective Teaching for Diverse Students

The task of preparing teachers for work with diverse learners is a concern that teacher
educators and researchers have grappled with for decadegvahopdhents in the field and
resulting approaches have mirrored patterns evident in the broader field of teacher education.
CochranSmith and Fries (2005, 2008) analyzed 50 years of teacher education research, outlining
trends within a recurring threstage pattern. First, Btorical or political events lelato
widespread awareness of and concerns about quality teacher education. These concerns are then
followed by a general condemnation of teacher education programs. The demand for reform is
followed by more research, and the authors argue that resulting research on teacher education is
framed by the way in which the problem of teacher education is defined at that point in time
usal CochranSmith and Fries historical categories to organize my reviewmbaches to
preparing teacheffsr diverse students, although the time periods are geaerhthe trends and
issues are overlapping. | reviewed approaches to teacher preparation and practices in working
with diverse students in two way9:teachingasa oneway transaction, and) lbeaching as a
two-way transaction
Teachingas aOne-Way Transaction

As CochrarSmith and Fries (2008) categorize it, early research on teacher preparation

(1920:1950) developed in response to the portrayal of teacher priepaaatacurriculum
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problem While industrialization, urbanizatioandimmigrationhad been impetus for accepting
normal school graduation for teachers in the first decade of the camtuhe 1920s desireto
upgrade the teaching professiofluenced official® effortso systematize and standardize
educational requirements for teachers, and this period also marked the first attempts to develop
scientific methods for teaching. The general sense was that if teachers themselves had adequate
knowledge, they were prepared to be effective with stud@eésher preparation shifted from a
two-year curriculum to a bachelorOs degree requiremment period of forty yeatbat had
major implications for institutions that prepared teachers (Hutoh&d®ederson, 2002).

Similarly, the following period from 1950980 marked an increasing emphasis on
developing the scientific basis for teachiii@pe TrumarCommission on Higher Education
report of 1947 outlined a new national vision for increased afweal citizens to higher
education, andgst World War 1l events such as the launch of Sputnik in 1957 spurred a frenzy
to develop a new generation of scientists (Hutcheson,; 20®an, 201D While teaching was
still perceived primarily as the techni¢eansmission of knowledge, pinpointing the most
effective procedures for training teachers was the fdeursthis reason, CochregBmith and
Fries (2005, 2008) categorize the research of this period as focused on teacher education as a
training problem Teacher rather than student outcomes were the focus of research, since the
correlation to effectiveness was assumed. The assumption was that teachers were prepared for
effectiveness with students when they were equipped with the best teaching methpdsito de
their own knowledge within students.

Teaching preparation prior to the 1980s reinforced an emphasis on teacher knowledge as
superior, and students who caméhe education system in the United Stdites linguistic,

cultural, and literary backgrods other than the dominant culture were schooled as if their



differences were, in fact, deficitBarisandAlim (2014) referto these approachasdeficit
pedagogiesDeficit approaches aimed at erasing differences that students bring to the education
system have manifested themsel\tkroughout history in the United Stabeghe form &
reservation boarding schools where native American children were separated from their families
for the purpose of cultural assimilation; ungraded classrooms whereechiifidiverse cultures,
first languages, and varying abilities were isolated from other students; culture of poverty work
that fostered low expectations and deficit orientatians; ongoing Englisionly policiesthat
undermine studentsO and families@Hanguages and inhibit their opportunities to become
multilingual (Osgood, 1997; Paris, 2012; Urban & Wagoner, 2009). Teacher preparation focused
onteacher learningand deficit pedagogical approaches toward diverse student reinforced the
view that teacimg was a onavay transaction that took place from the teacher to the student.
Teachingas aTwo-Way Transaction

Focus on teacher knowledge and deficit approaches to teaching shifted during the decade
from 198061990 Economic difficulties and several in#latial reportsA Nation at Risk1983),
and two others, The Holmes Group in 1986 and Goodlad in 1990, resulted in renewed emphasis
onimproving the global competitiveness of public schools angroducing knowledgeable
professional teachers, studerisd school leaders. A shift from casting teaching as simply
knowledge transmission, to looking at teaching as a social exchange between participants, added
to the complexity of teacher education as candidatesO knowledge, dispositions, and backgrounds
all became important in teacher preparatieor this reason, Cochre®mith and Fries (2008)
describe the approach to teacher education duringelsesde as learning problemUnlike the

previous decades of teacher education research, emphasis duringetperimd and forward
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included focus on student learning and outcomes, and this concern directly impacted approaches
to teaching diverse learners.

Along with the changing understandings of teacher and studeninigénat characterize
the 1980xame apprazhes to diverse students that Paris (2012) identifid#fasence
pedagogiesAlso called asset pedagogi@isese perspectives are based on research that
demonstrated the value of using cultural, linguistic, and literacy differences as foundations for
learning The goal from this perspective was to bridge differences using studentsO backgrounds as
springboards to propel them toward access to the dominant culture. While resource pedagogies
such as the work of Moll and Gonzalez (1994 fuwrds of knowledgand the notion athird
spaceas outlined by Guttierrez, Baquedanapez, and Tejeda (1999) did not devalue the
diverse backgrounds of students of color, they did not make any attempt to preserve non
dominant cultural ways of being (Paris, 2012).
Culturall y Relevant Pedagogical Approaches

Beliefs that best practices included the incorporation of studentsO backgrounds took hold
and continued to evolve, and important theoretical approaches to teaching diverse learners
emerged. King (1991) challenged preval@pproaches to diversity as shallow and lacking the
power to promote equity due to a failure to address the cultural experiences of white teachers
Without an understanding of their own experience as partakers in the privileges inherent to
membership in th dominant culture, King argued that new teachers maidyaiconscious
racism It is only throughpraxisof transmutationa pedagogical process that guides critical
reflection and self discovery and models teaching for social justi@ethey can be eigpped to

recognize and resist inequities in their classrooms and sdlkonts 1997)
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Irvine (2003) extended work related to teachersO beliefs and dispositions toward diversity
by examining the interactions between effective teachers and their dittetsets She argued
that a curriculum approach to preparing teachers for work with diverse students was not enough,
that a pedagogy of translation including notions of caring, other mothering, and demand
combined with discipline was necessdryine posied that context influences teaching and
learning at four important level®Teaching is 1) some person 2) teaching sbimg 3) to some
student 4) somewhereO (Irvine, 200.348. Preparing teachers to view their work through a
cultural eye was necessdoytheir ability to achieveultural synchronizationvith their students.
Teachers who approach their work with diverse students with a cultural eye will translate
awareness to action in their practice, and theories of practice developed to wdafessO
actions with their studentsadsonBillings (1994) proposed a theory of culturally relevant
pedagogy, based on her research on the education of Akioanican students that linked
learning with deep understandings and appreciation for cwlitingn classroom practice
Culturally relevant pedagogy proposes to develop students who are academically successful,
culturally competent, and able to comprehend and critique existing socialTedehners who
exemplify culturally relevant practice wile confident in their studentsO strengths and abilities to
achieve academically and will approach their teaching and learning interactions as reciprocal
learners, appreciating and drawing on community and collaboration effiovadly, culturally
relevantteachers will develop in their students the realization that knowledge is constructed, and
learning is an ongoing process that includes continued scrutiny and challenge to social inequities.
Based on research with various culturally and ethnically divetgkent groups, Gay
(2000) expanded on culturally relevant pedagogy to address the need for teachers to have the

tools to work effectively with all representations of divers@ylturally responsive pedagogy is
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the theoretical framework supporting the ws cultural characteristicsr layers of lived
experiencesas conduits for effective teachinfpachirg to and throuf strengths of diverse
studentss culturally validating and affirming, and should include: 1) developing knowledge
about cultural diversity, 2) incorporating multicultural curriculum, 3) demonstrating caring and
community building, 4) communicating with diverse students, and 4) diffatig instruction
to support diverse learners (Gay, 2000).

Nearly two decades after LadsBiillingsO groundbreaking research and writing on
culturally relevant pedagogy aaddecade afteBayOs work building toward culturally
responsive pedagogy, Paf&012) has proposed the theory of culturally sustaining pedabiegy
argues that LadseBillings (1994) intended for the notion of developing culturally competent
students to include support for maintenance of home cultural and community practicest and tha
relevance and response are not strong enough approaches to achieve. thistheamnore, he
suggests that linguistic and cultural flexibility is becoming more and more necessary for success
in United Statesand global educational contexts as demogEptontinue to shift toward a
larger norwhite population (Pari& Alim, 2014) As LadsonBillings (2014) stated,
OScholarship, like culture, is fluidEO and noted the need for a OremixO of the theory of culturally
relevant pedagogy in order to provide éghie educational opportunities for diverse students (p.
75). Sustaining diverse cultural, linguistic, and literary practices is necessary for a thriving
pluralistic society, and educational theory and research has arrived at this conclusion.

Preparing Culturally Relevant Teachers

Trends in research on education and in approaches to teaching diverse students have

evolved along with attitudes toward diversity within the U.S., but the question remains as to what

research tells us about how to best prepaheza for work with diverse students. In this
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section of my literature review | discuss research findings about teacher preparation for
culturally relevant practice as it relates to: 1) effective preparation of culturally relevant teachers,
and?2) teacheretention within urban higheed schools.
What Culturally Relevant Teachers Must Know and Do

Sleeter (2008) selected studies published after 1980 that specifically focused on preparing
White teachers for teaching diverse students in order to develomecak for program
development to prepare preservice and support inservice teachers, who were at that time more
than 90% WhiteSleeter argued that for White teachers to be effective in closing the achievement
gap for students of color, it is not enougtptepare them to teach as well as the average teacher
Instead, they must be equipped to resist ongoing socialization forces such as their own lived
experiences in heterogeneous communities, their ongoing experiences as students in traditional
classroomsand policies that reinforce a Obanking® model of teaching. Sleeter made the case that
evidence supports the effectiveness of programs where teacher educators share a vision for the
purpose of education, the nature of teaching and learning, and the matwadwee of equity and
diversity, and where that vision is evident and aligned with the curriculum and experiences in the
program

Nested within a coherent and &ated program, Sleeter descrilzethreelegged,
evidencebased platform necessary for ialty preparing White teachers for diverse students
First, crosscultural, communitybased field experiences along with thoughtfully planned
background research, curriculum integration, and guided reflasgosintegral to preparing
White teachers for w& with their diverse student€areful planning and implementatiorere
required for these experiences, since research findings sedgest without guidance, those

experiences migtdctually reinforce negative stereotypes and deficit views (Villeghsdas,



38

2002) Coursework centered on culture and equity pedaga@g another component necessary
for initial preparation for diversity, and a balance must be sought between a single course
approach and weaving the work into coursdworthe level of dilubn. Sleeter notethat active
learning strategies such as journaling, reading and writing biographies, mail exchanges, and
projects around multicultural childrenOs literature are the most effective pedafjogiesnefits

of these practices for White m&rvice teachers includéncreased awareness of discrimination
and racism, rejection of low expectations, courage in discussing racial issues with those of color,
and a greater awareness of personal cultural séleesrding to Sleeter, research suppdrée

third aspect to a coherent program for White teachers thagedfeom the undetsinding that
learning to teach vegadevelopmental process that movWesm an inward focus toward a focus
on studentsSleeter argued that for e teachers, the combinan of the development process
and learning to work with diverséuslents might necessitdield placemergas long as one

schal year in order to moveandidates from culture shotik culturally relevant practice.

Within a teacher preparation programahel such as the one Sleeter (2008) describes,
culturally relevant teachers should develop dispositions and practices of effective practice. Grant
and Gibson (2011) compiled a conceptual review based on the work of 16 senior scholars,
linking research torpctice that wa effective at bridging cultural and demographic differences
between teachers and students. According to the authorsO review of 83 studies, the following
topics addresxiwhat teachers need to know, belieaed do as culturally relevant ezhiors,
and these topics should be addressed within teacher education programs focused on diversity:

1. GenerativityTeachers must be able to take knowledge gained in their teacher
preparation programs and add and/or adapt it to produce new solutitwadiéoges in diverse

classrooms



2. The social context of schoolingleachers need to have an understanding of structural
inequalities and have the ability to critically analyze sociopolitical structures.

3. Cultural knowledgeTeachers need to know hdwlearn about their studentsO cultures,
and communitybased field experiences combined with guided reflection and supervision are
effective practices for this goal.

4. SelfKnowledge.Teachers must come to an understanding of their own cultural selves
through scaffolded selxploration.

5. Habits of mind. Teachers must develop an Oinquiry as stanceO approach that equips
them to combine cultural, contextual, and content knowledge with pedagogical tools to improve
their practice.

6. Reflective communitiesfgractice. Teachers must resist isolation and seek
collaborative opportunities involving all stakeholders within the profesaieffective practice
that teachers should obsemwihin their preparation progran($inker Sachs, Fisher, & Cannon,
2011)

7. Field experiences. Teachers must seek out experiences with experts in the field in order
to observe transformative teaching.

8. Assessing teacher competencies. Assessments of teachers should include not only
beliefs, but also demonstrations of multictdiiupractices in classrooms.
practice that wa effective at bridging cultural and demographic differences between teachers
and students. According to the authorsO review of 83 studies, the following topicsedddiass
teachers need to know, belieamddo as culturally relevant educators, and these topics should

be addressed within teacher education programs focused on diversity:
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While research on teaching practices that equip teachers for work \titrady diverse
students is informative for teagheducatorsGrant and Agosto (2011) arglinat research
focused on sociglistice in teacher education migidtually help to redefine notions of teacher
capacity by communicating a changing expectation for teachecsiOgsrand teacher education.
As the public has become more awaf@nd less patient with gaps in student achievement,
inequities in funding for staff and resources, and faculty and staff hiring procedures, research on
social justice in teacher education has increased, and with lithgeleident in these areas, the
emphasi®n social justicés likely to continue. Expectations that teachers should be prepared for
effective practice with all children reinforce the need for rigorous and appropriate teacher
preparation.
Teacher Preparation that Supports High-Need Schools

Teachers who are prepared for and equipped to use culturally relevant practices are more
effective with diverse students, and they also demonstrate greater persistence igicgallen
school contexts. Freedman alppleman(2009) found that teachers who graduated from a
preparation program that specialized in work within higled urban schools persisted in those
school contexts largely due to the beliefs, dispositions, and teaching skills they gained from their
program. Tle program focus cast urban schools as simply a special context rather than a problem
to be solved, and, likewise, diverse students were seen a source of commitment and inspiration
for advocacy. OThe program tried to normalize urban teaching rather thkmyatize it, even
though the challenges of urban teaching were explored franklyO (p. 8gdhda frank
approach to urbaschool contexts, effective teachers are more likely to remain irnegt
urban schools when they recognize strengths withingherwnity, feel confident in making

changes to benefit their students, and seek outgsiminal supports (Quariz003).
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Retaining welqualified, effective teachers in urbdmgh-need schools is an ongoing
challenge and one that makes a differenceerettucation and lives of children schooled in these
contexts (Boyd, Lankford, Loel§, Wyckoff, 2005; Darling Hammond, 2006). Teachers
intentionally prepared for work in urbamgh-need schools with diverse students are equipped
for effective practice anfibr an expanded expectation of their work as teachers.

Organizational and Social Influences on Teachers

Teachers who are committed to practices based on culturally relevant ideals have a vision
for their work that extends beyond traditional expeate for the work of teachers, but
traditional expectations for the teaching profession in thisced Statesre the result of
organizational and social frames that have evolved into a system that tends to reinforce tradition
and to work agast efforts for rebrm. John Dewey, an influential progressive education
reformer, philosopheand theorist of the early 2@entury, called for reform of teachers® work
to accommodate a chiiicusedpedagogy that included consideration of studentsO needs and
abilities and construction of learning experiences that were appropriately active and social
(Dewey,1904,19381997). Opposing traditional teachdbminated, subjeatentered
curriculum, his asstion was that opportunities for studdéed inquiry and discovery resulted in
student engagement, selifection, and skill and appreciation for learning itself (Devié&g4,
19381997). DeweyOs (198897) vision for learning in school included consiaon for the
impact of schooling experiences on studentsO futures as well as toward the goal of a more just
and equitable societie arguedQEvery experience lives on in future experience20) @s
well as,Olt is then the business of the educatse#in what direction an experience is heading,0
(p. 38). DeweyOs chiténtered vision for teaching and learning was supplanted by an

administrative approach to education that privileged efficiency and regulation, the consequences
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of which have threatedesubsequent progressive theories of learning such as culturally relevant
pedagogyLabaree, 2004)

Morrisonet al.(2008) reviewed research on the enactment of culturally relevant practices
in classrooms, highlighting the challenges to operationalizitigrally relevant pedagogy. The
authorsargue that schools are set up to privilege traditional methods of teaching, and that
enacting culturally relevant pedagogy is a nearly impossible task for teachers, because of the
clash between the traditional angparded notions of teaching. In this section of my literature
review | lookedat work related to the organizational structure and social constraints that
reinforce traditional teacher roles and act as forces of professional weathering on teachers with
visions to enact culturally relevant practice in their classrooms.

Organizational Structure of Schooling in the United States

The organizationastructure of school in the United Statess its origin in the Common
School movement that pushed the nation tov@xesupported public educatidor all children
in the 18004Lightfoot, 1978; Osgood, 1997; Tyack, 1974; Tyack & Tobin, 19B%)the end of
the 1800s industrialization, urbanization, and shifts in populations from rural areas to urban
centers forced grtleaders and reformers to address schgsiem growthand they turned to
more complex organizational and administrative solutidhe oneroom schoolhouses, products
of community interests and community control, that dotted the rural landscape ofitbe U
Statesgave wayto larger, consolidated schools. TyacRT4) traced the developmenttbe one
best systenthe new educational solution thasulted from these effori&ge-grading and
uniform curriculum, along with written examinations and assesits were characteristics that
distinguished the system from the commahaol model, where the one classroom was

ungraded, with all ages working together and even teaching eachldteeschedule of the
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urban school was rigid and prescribed, rathem flexible and adaptable to community needs,
and parents and teachers were not necessarily acquainted, since teachers might live some
distance from the school.

Tyack and Tobin (1994) argue that theention of the graded schogilew out of an
effort to dficiently address growing urban populations, and it was intended to be replicable,
standardizedand equitableReformers soon turdetheir sights on implementirtge one best
systemn rural areas in an attempt to make schools more efficient, profelssigoneous and
independent of community contrdlhe creation of the aggraded school had important
consequences for the developmenthef role of teachers in the United Stafdse division of
labor and hierarchy of supervision that characteraggEraded schools were based on a factory
model of replication of effort. Teachers were placed in separate,-giregle classrooms, and the
expectation was that they would be teaching the same subjects, the same way in the same space
day after day. Thege-graded oeggcrateschool was widespread by 1870, and it was largely
inhabited by women working alone with a group of children for most of the day, under the
supervision of a male administrator, a situation that Tyack (1974) leajietlagogical harem

This structure organized the work of instruction, and Tyack abth{@994) call it the
grammar of schoolingrhey argue that, just as grammar invisibly organizes language, school
routines and structures organize schooling in such a way that peogi¢ tecstructures as
indicative of what school is supposed to Dee grammar of schooling has reinforced the system
and proven to be remarkably resistant to reforms and serves to preserve the st&livésgquo
of time and space, classification anda@gion of students into rooms, and fragmentation of
knowledge into isolated subjects reinforced isolation at every level of the system, and this

influence is still evident within the culture of the teaching profession.
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Societal Influences on TeachersO Wo

In addition to the grammar of schooling that reinforces traditional teacher roles and
practices, social influences have a long history and continued impact on the work of teachers. |
addressdthe societal influences on teachersO work by first by eiantivo important
sociological studies dfl.S.teachersNext, | consideredhe ways that gendered stereotypes have
constrained and continue to impact teaching, a consequence of the feminization of teaching.

Sociologicalstudies of eachers Teachers andchools have long been a population of
interest to researchers. Willard Waller conducted the first sociological study of the culture of
schools in 1932, and his guiding questio).(375))do to teachers?0 resulted in the conclusion
that teaching in thelnited Statesinder prevailing stereotypes of the teacher had a devastating
effect on teachers personally and professionaéigchers operated in the community under strict
behavioral expectations and restrictions, effectively isolating them socialljzeaargued that
their suspension between roles of dominance and submission actually diminished their
personalitiesThe job required completion of daily repetitive tasks, neaiahce otontrol in the
classroom, and controf behavior and actions at dlnes, activities that Waller argued
squelched creativity and flexibility and fostered a deadly institutional formalism. Furthermore, in
trying to live up to the job requirements, teaclgaserallybegan tddentify with the faeade that
others applied tthem, and their limited sefferceptions prevented them from being
autonomous, selfiirected people within societWaller believed for the teaching profession to
change, teachers would have to be freed of the social restrictions and special statust treatme
they received in their communities, and they would need to come to terms with conflicted self

images (Waller, 1932)



45

Dan Lortie published another groundbreaking study of the sociology of teachers,
Schoolteacherin 1975. The findings of this study wdyased on interviews with 94 teachers
about their work in schools around Boston. Lortie argued the¢ ttharacteristics of teachers,
conservatism, individualism, and a present orientatiogat work within the personalities of
many teachers and aremnfarced by the organizational system of educatitexamined three
elements that are integral to all professions, recruitment, socialization, and career rewards in
order to understand how the profession attracts and reinforces conservatism, indivigualism
preservorientation.

First, regarding recruitment, Lortie observed five prevalent attractions to teaching: 1)
work with young people; 2) a desire to remain in school; 3) a sense of service; 4) material
benefits; and 5) attractive work schedule. IHguad that the fact that these factors are attractive
to potential teachers indicates that they have an orientation to continuity or preserving the past
and to a focus on the present, that is stesrh rewards. People drawn to the job of teaching
becaus®f their own success in the systane not likely to be motivated to change it, and,
likewise, those who come to the job because of the pay or the schedule may not be passionate
enough about the profession to be invested in improving it

Socialization ighe second element of the profession that Lortie explored, and he made
the important point that new teachers begin their socialization as student teachers having already
experienced an average of 13,000 hours in direct contact with classroom teacherignhy th
they graduate from high school. These thousands of hours of observation are not just passive
observations rather, they are interactl relationships that becorarapprenticeship of
observatiorthat has longerm influence and works towaocdntinuity rather than changgarly

years of teaching are often characterized as a lonelypsisiwim experience, and the lack of a



4€

codified professional knowledge bakmves teachers to learn through their own trial and.error

In addition, the physal cells in which teachis work often daot allow, much less promote,
collaboration with other teachetsrtie argued that socialization is primarily seticialization,

and learning to teach is a private ordeal that promotes individualism, contindity, a
conservatismHe described the early years of teaching as a perilous time for new teachers, as
they struggle to put theory into practice, and many revert back to practices they know from their
own apprenticeship of observation.

The last aspect of thedching profession that Lortie considered is related to career
rewardsHe argued that the fact that teaching is an unstaged career makes teachers less future
oriented and more focused on the present than other professidraialary structure offers
generally higher entry salaries with smaller increases over time, features that early teacher
organizations pushed for when women generally worked fewer years and turnover was high in
the professionAnother consequence of the unstaged nature of the paridasghat those
teachers who work longer and hartiean othersnay feel resentful and, in fact, be resented by
other teacherd he only option for advancing is to leave the classroom, and in this way, the
system is set up to promote recruitment rathen ttetention, all consequences that reinforce
isolation and conservatism.

Sociological research supports the fact that the teaching profession works to reinforce
traditional teacher roles. To recruit and retain teachers not restrained by conservatism,
individualism, and a present orientation, Lortie (1975) recommended that teacher education
programs screen applicants to identify candidates who are flexible, creative, adaptive to new
ideas, and able to deal with ambiguityso, Lortie called for more longitlinal studies to

identify relationships between teacher character types, training, and teaching practices, more
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mentoring, rigorous professional development, and inehaiged research opportunities for
teachers (Lortie, 1975Prganizational and sociaifluences combine into forces of professional
weathering thagérodeor eliminate teachersO abilities to enact their visions for culturally relevant
practice.
Research Focused on Effective Teachers for Diverse Students

Research focused on effective teacHmrgdiverse learners has increased significantly in
the previous quarter century. While research supports the effectiveness of culturally relevant
pedagogy for teaching diverse studestholars agree that gaps persist and outcomes are
inconsistent anchconclusive in the knowledge base. Multiple literature reviews in the field over
the decdes have notethe prevalence of smadicale studies, particularly sedfudies by teacher
educators (Grant & Gibson, 2011; Hollins & Guzman, 2005; Sleeter, 2008r8e®wuor,
2011) Scholars argue that this pattern, resulting from the general lack of emphasis and funding
for studies investigating work with diverse students, allows for gaps and diminishes the potential
for transferability. Also, weaknesses in stuphality such as lack of thick description,
overreliance on selfeport with few followup observations, lack of attention to instrument
validity, and the failure to radminister measures to confirm growth and change are also
recurring issues in the reselmase (Anderson & Stillman, 2013; Hollins & Guzman, 2005;
Sleeter, 2008; Sleeter & Owuor, 2011). Thin detail about placement, geographic, and cultural
settings is a consistent weakness in much of tlearels, and presentation of the cultural
mismatchin simplistic ways offers little basis for determining effective student teaching
practicesIn addition, a recurring assumption in the literature that any positive move on the part

of a teacher candidate toward work with diverse students is a succests $si/than truthful at
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best and, frankly, disturbing considering the negative impact teacher candidatesO deficit
dispositions and attitudes may have ciXstudents (Anderson & Stillman, 2013).

An additional consequence of weak study quality is thalievihe research reflects levels
of success in preparing teachers for work with diverse students, the gains often do not rise above
the level of awareness, and awareness does not predict implementation or even the ability to
implement culturally rievantteaching. With the focus of research limited to stemin
outcomes, little light is shed on what actually happens when teachers close their classroom doors
and begin work with their diverse students. FoHawobservations/ould strengthen links
between peparation and practice and address the notably paradoxical assumption within much of
the research that beliefs are easily changed during preparation, but remain constant over time
despite contextual challenges that will arise (Anderson & Stillman, ZBxrBer,Bhatnagar, &

Many, 2013). Also studies that link field experience outcomes with perspectives and practices of
supervisors, cooperating téees, and multicultural teacheducation graduates may lead to a
greater understanding of which types of pargs are most effective in preparing teachers for

work with diverse students (Anderson & Stillman, 2013; Grant & Agosto, 2011).

Overall, the research base needs to address: 1) how teachers are being prepared for work
with diverse learners; and 2) how preggéon impacts practice. Lads®illings (1999) noted,
OMulticultural teacher education continues to suffer from a thin, poorly developed, fragmented
literature that provides an inaccurate picture of the kind of preparation teachers receive to teach
in culturally diverse classroomsO {fi4). Dunn(2010) echoed this statement more than a
decade later after reviewing researchushan teacher preparaticarguing thawidely varying

teacher preparation programs and evaluation practices not only complaigtasatnat could



strengthen the research base, but also they entangle efforts to link program characteristics with
outcomes.
Conclusion

Within this literature review havecovered work that establishes the fact that diversity
impacts all aspects of teanfy andlearning in U.S. public schoolsecause of the stark difference
between an increasingly diverseskstudent population and a relatively homogeneous teacher
population. In addition, | have discussed research that supports the fact that diverde stude
thrive in classrooms when their teachers practice culturally relevant pedagogy, a fact that may
become even more important as layers of diversity continue to expand due to globalization.
Literature supporting the impact of organizational and socieéfothat act as professional
weathering agents on teachers is evidence that preparing teachers for work beyond the traditional
role of teachers is a challenging endeavor. Finally, my review of research on teacher education
for diverse students reveals thnairk in this challenging field would be strengthened by study
designs that incluglthick description of contexts antiservations of classroom practice,
particularly with participants who are effective, committed teachers in urban sdbools
understandhe effects of their teacher preparation on their practices. My study of just such a
group of teachers and the attention to methodological quality that | outline in the following
chapter, will contribute to the knowledge base for preparing teachers fomitbritiverse

students.
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CHAPTER 3
METHODOLOGY AND METHODS

Maybe stories are just data with a soul.
BrenZBrown

This chapter describes the data sources and data collection, analysis, and management
procedures incorporated into this multicasedy A multicase design iappropriate for
investigating the work of a group of effective teachers, because learning to teach and developing
as a professional in the early years of a teaching career is a complex process involving multiple,
social realities ashinteractions as well as individual contextual conditions (Stake, 2006; Yin,
2009. The case in this study wéounded by the requirements that participasi®egraduates
of the UACM program who hdcontinued to teach in higheed urban schools fond years
after certification and who weirecognized as effective teachers of diverse students. In order to
more deeply understand how the participants enwsi@naced and sustaedtheir expanded
roles as teachers, | incluflenultiple casesvithin the deign of the exmratory studyStake
(2006) argueethat understanding how a phenomenon presents itself in varied contexts is an
important reason for conducting a multicase study. A literal replication procedure can
demonstrate how different contexts mégoanfluence the teachersO work and illustrate an array
of realities related to the questions (Stake, 2006; Yin, 2009)

Research Questions

| posed the following research questions to guide my inquiry into the work of a group of
teachers whavereeffective advocates for diverse students in urbigh-needelementary
schools

1. How doeffective teacherwho wergrepared in a program centered within a

framework of culturatelevance envisiotheir roles asadvocatg?
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2. How doeffective teacherwho wergorepared in a program centered within a
framework of cultural relevananacttheir visions asadvocate?
3. How doeffective teacharwho wergyrepared in a program centered within a
framework of cultural relevanaesisttraditional teacher roles asdstan their
own evolving visios asadvocate?
Conceptual Framework
Despite the fact that universities are focusing efforts on preparing teachers for an
increasingly diverse student population, forces outsidee classroom may serve as
professional weatherg agents thawvear dowrnthe effectiveness of teachers who are prepared for
and intend to be advocates for their students. | wanted to understand how effective teachers
envision their work as advocates for their students, and hovh#weyresisted contaxal forces
and sustained their visions for culturally relevant practice
This study is grounded in the theory of culturally relevant pedagogy (Ld&zifimys,
1990, 1994, 1995, 2001J3ince the participants in this study received their preparation within a
program thatvasfounded and operated around principles of culturally relevant pedagogy, the
frameworkwas appropriate as an evaluative tool for identifying participants, guiding data
collection, and conducting daamalysis. Culturallyelevant teachers can be expected}o:
demand that their studenéxperience academic succegssupport students in maintaining their
own culture while becoming pficient in other cultures; and equip their students with an
awareness that will empower them to challenge social and political forces that impact their lives
(LadsonBillings, 1995).
This approach effectively builds bridges between the curriculum and students whose

backgrounds are disthfrom the dominant culture, unlocking doors to achievement that have
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historically been difficult to breach, and this kind of bridge building is a vital skill for all teachers
in the U.S. The demographic mismatch between most of the teaching forcéJisthe only

becoming more complicated by increasing socioeconomic disparities, immigration, and
globalization of business (Zhao, 2010). All teachers, regardless of their own demographic
categories, are likely to work with children representing racesicdtes, and languages, as well

as aspects of gender, family background, religion, nationality, and socioeconomic status that are
different from their own background (Hamilton et al., 2011; LaeBilimgs, 2001, 2014).

Preparing teachers who maintain hegpectations and advocate for all students despite
differencesandwho maintain and enact a commitment to change through developing their
diverse studentsO cultural competence and sociopolitical consciousness, necessitates expectation
for teachers thago beyond traditional teacher roles (Lad®ilings, 1995)

Work on teachersO visiangormed this study as welljluminating the importance of
teachersO ideals for their practice theit role in the education profession (Hammerness, 2006).
Researclsuggests that teachers have ideal visions for their practice, and these visions are
substantial, vivid, and remain consistent over time (Hammerness, 2006). Furthermore,
Hammerness (2008) found that teachersO visions are powerful influences in detegathier t
effectiveness and perseverance within the professgision shapes the way that they feel about
their teaching, their students, and their school and helps to explain the changes they make in their
classrooms, the choices they make in their teaching even the decisions they make about
their futures as teachers. When they feel that their visions are within reach and they may be able
to attain them, they feel successful and remain motivated, committed, and inspired in teaching.

But when they beliex that their vision is far from what their actual experience, they may come
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to doubt themselves, their schools, their students, and their future as teachers. (Hammerness,
2006)

Schulman (2006) argdehat teachersO visions for their work might tie togetieenents
of teacher effectiveness that are often presented in isolation: content knowledge, pedagogical
knowledge, sociopolitical values, and student achievement orcegsssMoreover, Schulman
arguedthat these visionsvhich comprise packages of tbac effectivenessare malleable and
Oappear to be deeply influenced by the quality and character of teacher education and
professional development that teachers undertakeO (Schulman, 2006, ix).

The development and maintenance of vision in the workfettfeteachers who were
prepared in an urbafiocused teacher preparation program and who have resisted contextual
forces and sustained their culturallyenent ideals is a process thatswaundational to the
research questions.

Participants

The @se inthis study wa bounded by theequirements that participants wexféective
urban teachers whgraduated fronthe UACM program, a program thatasdesigned for and
dedicated to the development of teachers who embrace and embody an expanded definition of
the traditional role of a teaché&While pedagogically competent, these exemplary teaehenes
also prepared with the expectation that theyild be empowered advocates and change agents
inside and outside the classroom, promoting the success of thermattyland linguistically
diverse elementary students schooled in urban contexts through culturally relevant practice.

The program is situated in an urban research university that works in close collaboration
with surrounding metropolitan school districésd participantaiereexperienced teacher

graduatesvorking in highneed schools within the partner districts. TH&CM program was
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created in 200%vithin the Early Childhood Educationdpartment olsSUin an effortto provide

highly qualified teachersf area higineed partner schodtsy offering an alternative

certification path for college graduates seekingh@angecarees andto become certified

teachersWith the award of a federal support grant in 2007, the Urban Teachers Research Project
(UTRP)gained the mechanism to develop a comprehensive database for the purpose of tracking
graduates to determine retention rates and career development. The first cohort to complete
certification under the UTRP began teaching during the -2@0€chool year.Wwo UACM

cohorts that are now eableyond theb-yearsmark, reportt00% retention at 3 years out, and 91

95% at Syears out (APR, 2014).

The program evolved significantly in response to the needs of partner districts and
developing policies related to teaclpeeparation, but a hallmark of tpeogram design that
remained consistent wahe effort to maximize multiple and diverse field experiences through
intentional collaborations among faculty, teacher candidates, sbhset mentor teacheend
school adhinistratorsFederal grant funding provided the means for program participants to
receive a stipend during the first year of intensive preparation. The participants in this study
engaged in the program when the design requ@@cher candidates in th&-semester BCM
cohortbased program to begin their journey to certification and masterOs degree with an
introductory Maymester course that wiesigned to challenge their preconceptions about urban
contexts and diverse learners and to instill or extend a commitment to educational equity.
Immediately following the introductorgourse, teacher candidates begdebased coursework
and their firsfield experiences interacting with children and families of diverse backgrounds in
urban contexts. Candidates suppdEL students through literacy tutoring in collaboration with

a local refugee resettlement agency as well as partidipatmterns in aummer STEM Camp.



During the fall semester, each teacher candiciatgpleted a placemewtth a partner school
mentor teacher beginningth opening school activities two-week fall placement with an
ESOL teacher gave teacher candidates insight intadhle of professionalsrhose role wa
intensely collaborative and targeted toward supporting EL students, their parents, and their
classroom teachers and administratbiging the spring semester, the teacher candidates
completed an additional classroolagementAt the end of the first year of the program having
earned 47 credit hours ACM teacher candidates earned P+®tK grade teaching certification
and the English for Speakers of Other Languages (ESOL) endorsement. During the second year
of the progam, UACM candidates becae teachersf-record in highneed urban schools. They
receival ongoing, classroorbased university support in their schools, even as they eettan
the university in the evenings to complete an aalut 30 credit hos that lel to a masterOs
degree in early childhood education at the end of the second year of the program (Williams et al.,
2012)

| drew on the teacher graduate ptmrecruit participants who wetdACM graduates
completingtheir secondyear of continuous teactg experience in higheed urban schools and
whowererecognized as effective teachers. Tbeeondyear of teaching is significant in terms of
teacher development and attrition, as well as in expectations of effectiveness for student learning
(Henry et al. 2011; Quartz et al., 2003). Henry et al. found that teachersO effectiveness, when
based on their studentsO improvement in test scores, significantly increases during teachersO
second year in service, but for those teachers who remain in the professiom years, there is
little increase in effectiveness based on this measure after the third year. In terms of attrition,
first-year teachers leave the profession at a rate of more than 13 percent, and more than 40

percent of teachers leave within fiveayg of entry (Quartz et al., 2003; Ingersoll et al., 2014)
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Focusing my study on teachevho were completing their secony@ar of teachg ensure that
they had significant time to increase their effectiveness ademMelop intentions regarding their
futuresin challenging urban contexts.

While alumnae andlumnirecords provide historical and logistical information related
to UACM teacher graduatesditen on elements of community nomination as described by
LadsonBillings (1994) in her study of effest teachers of African American students. While
LadsonBillings was able to draw on her community connections to lead her to effective
teachers, teliedfirst on recommendations frommqgram faculty and supervisoro were
familiar with the program gra@es and their work in metro school districts using a nomination
survey thatvas sent electronically to teestakeholders (Appendix A)n order to crosscheck
the initial nominations, personally contacted each of teachersO principals, asking them to
confirm the nomination of eadkacher.

Stake (2006) arguetiat the benefits of multicase study designs are maximized when the
number of individual cases lies betweeantl 15, although he acknowledgbldt some
phenanenon may lend themselves to the inclusion of more or less tasesiied fourcases
meetingthe general requirements for selection for a multicase study: 1) relevance to the
phenomenon; 2) contextual diversity; and 3) accessibility for understahaimgmplexity of
the case (Stake, 200@ecause | hathore nominations tharwas able to use for trstudy, |
purposefully seleeid prospective participants, taking into consideration school location, to
increase contextual variety and possibilitiesifbensive study (Stake, 2006).

Upon receiving Institutional Review Board (IRB) approval from Georgia State University
and the school district sites for the studgtnailedinvitations to potential participants, informing

them that they ldhbeen nominatetb participate in the study due to their reputatias effective
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teachers for diverse students and inviting them to take part in the study. The invitatiordinclude
details about the purpose of the study and a description of the activities participalats w
engage in if they choose to participadd of the potential prticipantsthat | contacted responded
to say that they would like to meet personally to learn rdetails about the studgnd they all
signed the informed consent and received a cojiyfaf their records at the time of our meeting.
In addition, | schedutgthe initial interviavs with the participants at thatne and invitel them
to bring selfselected artifactBom their classroomthat illustratel their visions for their work as
adwocatedo discuss during the first interview

After stakeholders in the UACM program nominated teacher graduates for possible
participation in the study, and the school principals of the teachers | selected confirmed the
nominations, | recruited four papants who took part in the study. Over a period of 16 weeks
duringspring semester of 2015 | interviewed and observed the particgptoted of25 different
times

Data Sources and Collection

Case study is appropriate for understanding complex hunsaegses and for coping
with situations when contextual factors may blur and cara®ifindings. Yin (2009) posited
three principles that strengthen the quality of case study research and analysis, increasing the
likelihood of the development of convergifindings: 1) inclusion of multie sources of dat&)
creationof a case study data based 3) maintenance of a chain of evidence. | address these
principles in the following sections covering data sources and collection, data management, and
data analysis.

The data for this studyerecollected on each ohé cases over the course of fimenths,

capturing the work of the teacher participants in the spring semester cetb@ndyear of
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teaching in urban higheedschools (Appendices B & C). Datallected in the course of the
interviews, observations, and focus groups redialdepth understanding of each subject, and
theywerecollected with the researcher in close proximity to the subjects (Creswell, 2013). The
timing of the data collection activities in this study, spring semester of one schogrgeated
perspectives of theaeher participantsO work wigioups of students whaveresettled into the
routines and expectations of their current grade Isegld classroos) Primary data collected

and analyzed for this study inclutlextant artifactsn the form of capstonegjects (equired

video assignments created by the participants for completion of their masterOs degree), three
individual interviews with each participant, three scheduled sateteled observations, and

three focus groupsterviews (Appendix D). Théollowing table (Table 1) presents the

relationship between the research questions and the data sources.



Table 1
Research Questions to Data Sources

Questions

Data Sources

How does an effective teacher who was prepared in a progr
centered within &ramework of cultural relevance envision his
or her role as an advocate?
¥ What were visions of advocacy upon entering the
program?
¥ What were visions of advocacy at the end of Year Two?
¥ How did those visions change during the course of the
program?
¥ How have those visions shifted by the third year of
teaching in high-need urban schools?

Background data:
Extant program
documents

Primary data:
Capstone mjects
Teacherselected
artifacts
Interview #1
Observation #1

Focus group #3

How does an effective teacher who was prepared in &
program centered within a framework of cultwelevance enac
his or her vision as an advocate?
Situations such as:

¥  Standardized testing

¥ School/community events
¥ End-of-year academic tasks
¥ End-of-year social activities

Primary data:
Teacherselected
artifacts
Observation #1
Interview #2
Observation #2
Observation #3
Interview #3
Focus group #1
Focus group #2

How does an effective teacher who was prepared in &
program centered within a framework of cultwelevance resis
traditional teacher roles and sustain his or her evaiving
vision as an advocate?

Primary data:
Interview #1
Interview #2
Interview #3
Focus group #1
Focus group #2
Focus group #3
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Documents and Artifacts

Documents and materials collected during the course of the participantsO participation in
the teacher preparation prograrareanalyzed to establish context, a background source for this
study, one that is relevant and useful for crafting questions, guiding investigation, and
corroborating other data (Yin, 2008ackground data within the program archiireguding
admission ingrview questionnaires and not&gjting samplesand course documents and
assignments providedata that shed light on the development of the participantsO visions from
their start in the program. Participant nominatiorvey data wa another source taickground
data that providgadditional insight into the work of the participants from the perspectives of
their colleagues.

Extant data available from the program archjtis participantsO multimedia capstone
projects,werea primary data source, priding backgroundnformation on the participas®
visions and experiences as advocates during the time in which thefirateyear teachers and
masterOs studeimigthe UACM program. The capstoneqgjectsweredigital storytelling
assignmentdesignedasan opportunity for the candidates to synthesize their own learning from
thesecond year of thgrogram and to apply their learning to their dvaliefs and goals related
to beingempowered educaits. Specifically, candidates were charged with connectngrs
major projects within the masterOs program coursework requirements to National Board of
Professional Teaching Standards (NBPTS) and to their own visions for themselves as
empowered educatorhe purposeful process of creating democratic learning comties
where teachers and students aréeeoners was the goal of the progradtltimately, the process
empowers teachers to transform traditional approaches so that students develop as critical

thinkers, inspired learners, skilled workers, and invobitidensO (Progm document). The 10
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12 minute videosverepresented by the candidates publicly at a gathering to celebrate
completion of their masterOs degree at the end of the second yearACteptbgram

Analysis of the capstone vidassignments pwrided confirmation that the participants
did have visions in mind for their role as teacher to include advocacy as they began their
teaching careers, and providathpshatof the visions for their roles asatehers at the end of the
two-year program, wich was at the end dfeir firstyearas teachers of recond their
classrooms. My analysis of the capstonggrtsguided my questions for the first interview, as |
soughtto understand the participantsO visions for themselves as empowered teaskéirasas
serval as a stimulus during the first interview for dialogue related to enactment, resistance, and
maintenance of the participantsO visifrteacher advocates.

Interviews

Yin (2009) arguedhat interviews are the most important sources for saghy/
information. Each participant engabe three semstructured interviews, each up to 50 minutes
in length, with questions focused and crafted to address lines of inquiry devatowe move
through the study together. Questions for thgal interviewwerecraftedbased on elements of
the elite interview strategy, and a stimulus response strategyddhelsecond half of the
interview (Merton, Lowenthal, & Kendall, 1990; Peterson, Bennet, & Sherman, 1991).

Elite interviewees are individuals wiaoe generally considered to have expert
information related to the research questions. The elite interview strategy forefronts the status of
the interviewee, placing them in a position to support their own status (Pettrabn1991).

This approach wsaappropriate for the initial interview, since the participareéseaware from
the initial contact that they debeerselected for participation due to their reputagias effective

teachers with diverse students. Preparing background information ioettveewees prior to
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the discussion and employing opemded questiongavethe participants room to share their
expertise, adding important information to thierview process (Marshall &d38sman1989)
Opening questions during the initial interviewtlis studywerepreceded by a statement
acknowledging the fact that the participawwererespected as effective teachfar diverse

students and followed with ope@mded questins related to the participantsO visartheir

work. To further focus thaitial interviews on aspects of the participantsO visions for their work
as effective teachers, we wagchtheir capstoneideos together and examahthe seliselected
artifacts that the participantsdughtto the intervievg to illustrate their work ateacher

advocates before discussing teenaininginterviewquestions Appendix B.

The second interviewasscheduled after the first futlay observation, and the third
interviewwas conductedfter the final two selselected schoaklated observatian These
interviewsweresemtstructured and targeted toward understanding how the participantsdyview
enaced, and sustaiedadvocacy within their school contexts both wittheir own classrooms
and within situations beyond their immediate classrs. Questions for the second interview
weretargeted toward understanding aspects of the participantsO woritbatved during the
full-day observatios, which lasted-B hours per observatipwhile questions during the final
interview addressdthe twoobservations that each participant selectedrfer(Appendice§ &

G). Results of analysis of the data collected at each phase of the study gusldusdgent
inquiries. | documemidthis process within data summary tables and analytic memos within my
reflexive notebook in order to keep my data collection targeted and organized and thenake
datacollectionto-researckguestionconnection transpare(@nfara,Brown, & Mangione,

2002).



Observations

LadsonBillings (1995) arguedhat the understanding of classroom practices must begin
in classrooms; furthermore, multiple and varied observations of culturally relevant practice in
action are called for in research on teacher education (Hollins & Guzman, 2005; Sleeter, 2008
Young,2010). My study design includeldree observations of the participants in settings related
to their teaching practice over theucse of a fivemonth period during the spring semester of
theirsecom year of teachingvariation of the observations occedas the participants rdea
their own selections regarding the second and third observations, a process thed tlesieal
priorities and understandings regarding their teaching practices and pragaiss to additional
contextual data related to theinthing.

| began my observations by spending a full school (i@ hours)in each of the
classrooms of the participants. The other two observatvens of schoclelatedevents that
were selected and scheduled by participants during school or at sengroéthat they fé
demonsratedtheir work as effective teachers for diverse students outside of the clasSedbm.
selected events that | observed included: stuldgeihtonferences, afterschool soccer games, a
Black history month assembly, a STEM idgsbuild project, a schoedponsored 5k run, honors
presentations, a Girl Scout meeting, and an onsite wildlife experiereand postobservation
checkins occurredeither electronically or in reaime based on the participa@tsquestsgiving
the participantopportunities tengage in the research process through reflection and dialogue, a
process that illuminatgkeory in motioras teachers have the opportunity to stop and think about
their practices, engage in dialogue about their work, s risturn to rneeat the process
(Johnson, Oppenheim, & SUP009) The checkins were opportunitiefor establishing specific

contextual details, faansweringyuestionsfor follow-up, andfor scheduling future
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observations. In addition, the cheicls provided opportunitieor ongoing member checking, as
| confirmedand clarifed my observations immediately and revegongoing analysis with the
participants as the observations progeesand each observation setas a touchstone for the
follow-up interviews.

The participant observatiomgereconducted at the site of each case, scheduled with the
participants at their convenience during the spring semestedédetailed field notes
throughout th@bservationsising a computer when appropriate and paper and pen at other
times, revising and fleshing out the field notes within 48 houesiofiobservation to produce
expanded field notes (DeWalt & DeWalt, 2011). | use a-dokimn format to facilitate
recording acarate and detailed descriptions of the observations on the left side of the page,
reserving the right side of the page for reactions, questions, and ideas thegdshamng the
observatios. My observationsvereholistic in nature, andrhace notes on@ions and details
such as the participantsO behaviors and interactions, the classroom and school setting, and the
instructional strategies and materiated duringnstruction.
Focus Groups

Focus groupsvereopportunities for all of the participants¢ome together to share their
ideas and opinions about their experiences envisioning, enacting, and sustaining their work as
advocates for diverse students, experiences that directlydredatee research questions. The
social nature of a focus group isrteficial for sparking natural interactions while allowing the
researcher flexibility to explore lines of questioning that may emerge unexpectedly (Marshall &
Rossman, 1995WVithin this study hesewerealsotimes for member checkirggparticipants
reviewedinitial results of the study for accuracy and for contributing to revision and additional

interpretations for the evolving data analysis (Athanase® &MDhveira, 2008; Stake, 2006).



Privacy was addressed within the focus group protocol. Particip&otsvished to share
information related to acts of advocacy directly with me had the option to contact me privately at
any time after the completion of the focus groudpee focusgroupstook placein person at
restaurant locations of the participantsGoeh@ind theyoincidel with the end of spring
standardizedesting and enof-school activities. The final focus grotgok place on the GSU
campus, and it was ttimal opportunity for data collectioand for the group to jointly review
and react to iniéil findings

The first two focus groupsereintentionally planned for weeks that coincide with spring
testing and eshof-yearactivities(Appendices H &). Becausehe school district regulations
required that researchers be out of the schools afteerigeof March, itvasnot possible to
conduct observations ofdeeimportant annual elementary school time periods. Spring
standardized testing is a major and culminating event that takes place duringeetkvperiod
in April. Although every grade leveloes not participate in the testing, every grade and each
student and teachareaffected, because schedules and routines are adjusted, building access and
noise is restricted, and school announcements are centered on testing. During the focus group
discussions participants sharastances of advocacy related to testing such as: providing
accommodationscheduling, test administration, and testing preparatoous group
discussions centered on eofdyear teaching experiences incldakscussion of filel day and
honors day activitiesThe first two focus groupserescheduled during theeeventful and often
intense tim&ames in order to give participants opportunities to share challenges and instances of
advocacyThis method of data collection wappropriate for tis particular point in my study,
because tlid not have the advantage lzging able to actually obserirestances of advocacy on

which to base my questioning, and the group dynamic encalirstgeaction.
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A third focus group discussiancludingall of theparticipantsvasthe final opportunity
for data collection, and it includenember checking ahitial findings (Append J). A display
of artifacts related to theACM program includingorogram and institutional documepasd
course ad practicum materials, including textbooks, syllabi, and handbooégl@tgrapls of
cohort activities, waavailable for the purpose of stimulating memories about the participantsO
years in the program (Athanases & DeOliveira, 2008). Before begirtrendjgcussion, the
groupsilently interacted with the artifacts tecall personal memories or thoughts from the years
in which they were involved with theACM program (Northcutt & McCoy, 2004).

Data Management

Extensive quantity and varied means of dmtthering are means through which |
attairedintimate familiarity with the participants in order to gain deep understandings of their
individual work and lives as teachers and to develop a convergent line of inquiry (Charmaz,
2007;Yin, 2009). Creation o casestudy dathase, the second data collection principle evident
in quality case studwork according to Yin (2009), veamportant to my study design to guide
and organize the collection of a large variety and amount of data over the course ofythe stud
Data Collection Planning and Organization

Purposeful data collection and organization toolsmiede up my casstudy database
were a casestudy protocol, data organizational tables, and field notes and reflective writing, all
gatherednto a reflexie journal. A casestudy protocol (Yin, 2009) is an overview of all of the
procedures, questions, protocols, and reporting guidelines used within the study. Within this
study a case study protocol satve guide data collection within each case and to establish a
trail of evidence helpful for my own reflection and peer review. Data collection tables grovide

visual organization of data sources, connections to the research questions, and collection
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activities (Anfaraet al, 2002). Charts for visually associating data sources with purposes
(Appendix A) and representing the roles of the pandiots and the researcher thoogithe
course of the study (Appendices B and C) are included.

Field notes with asxiated reflections and analytical menwereopportunities for me to
write for discovery and important for reflecting and guiding datieciion as the study
progressedCharmaz, 2007). Charmaz argubat writing for discovery fere writing to report
findingsis a productive practice that strengthens data. OWriting for discovery engages writers in
actions through which they learn what they are going to say. Writing for discovery is active,
emergent, and opeendedO (Charmaz, 2007, p. 83). Another bieteefiriting reflections and
analytical memos durg the data collection processsmhat the writing lead to a skepticism that
is important for uncovering complicating and multiple realities and perspscBtake, 2010).
Freeman, deMarris, Priessle, Rsian, and St. Pierr@007) argud that evidence of skepticism
is an important hallmark of quality qualitative research, revealing the researcherOs ability to self
critique, to recognize limitations, and to consider alternative explanations.

These dataollection planning, management, and reflection ta@eecollected in a
reflexive notebookthatwasuseful during and after data collection for personal reflection, peer
debriefing, and, finally, for analysis and description of the data in the finak (€reswell,

2013; Lincoln & Guba, 1985). Weak representatibdaia collection procedures haveen
recognized as a recurring weakness ircatlanal research, and my goalsia strengthen my
study though thoughtful planning and reporting of methodspaocedures (Anderson &
Stillman, 2013; Clift & Brady, 2003ollins & Guzman, 2005; Sleeter, 2008 he reflexive
notebookestablislkeda chain of evidencénatstrengtheadmy findings and reveatlithe nature

of data collection proceduresll interviewsand focus groupaereaudio taped, and



68

pseudonymsvereassigned after transcription to assure anonyrdgntifying information on

extant documents used for analysis was redacted, and capstone DVDs were removed and

replaced within cohort files by the ezgcher alone. Audio files were stored on password

protected, firewalled computers, and data collected were stored in a locked office. Signed

consent forms and subject number lists and dataviieskept in a locked university location.
Data Analysis

The reflexivenotebook organized the datse and constitid@ chain of evidencior
collection and analysi®ata collection and analysis occurred simultaneously within my study,
spiraling in analytic circles as | collectdata, analyzd, and wpote aboutthe work in a recursive,
iterative process (Creswell, 2013; Merriam, 1998). Using the corstamparative method of
data analysis (Strauss & Corbin, 1998), Idugpen codingf the data before cycling back
through to identify categories and relationships between categories that could constitute a model
useful for understanding each case (Creswell, 2013)

Strauss an@€orbin (1998) suggest that a minimum of 10 interviews sepkations is
necessary for building grounded theory. | met with each of my participants at least 10 times
during data collection, and | open coded as | proceeded to draw meaning from the data and to
make decisions about how best to proceed with datactiole Specifically, | used open coding
through the second focus group in order to address research questions 1 & 2. | continued open
coding through the third focus group to address research question 3. Returning to the audio
transcripts of the interviewsas an important part of the analytical process for me, because |
wanted to confirm that | was remaining true to the participantsO words and meaning as | coded. |
explained in an analytic memo from July, 2015,

Since | was on a long drive today, | listened to the recordings of all of the
interviews for the first participant and then the focus groups. Even though IOve
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listening to the adio. Of course, the participantOs verbal emphasis is missing from

the written texts, and this turns out to be important to my understanding of her

vision. This is definitely a process | will continue with each participant.
In fact, | listened to all of #haudio transcripts a minimum of four times for each participant: 1)
to verify the transcript, 2) to review after initial coding, 3) to review after focused coding, and 4)
to review as | wrote the profile. This process helped me to feel very close tarticmantsO
words as they were expressed verbally and to be very familiar with the content of the
participantsO data.

Once all of the data wepmded, | cycled back through each individual participant to
collapse codes, using focused coding to develgggoaies (Santana, 2013)codemapping
chart illustrating the coding process is included (Appendixdfce | completed analysis of each
case, | conduetanalysisacross case® build abstractions from the single caaad toserve as
more sophisticateexplanations for overarching phenomenon: the work of a group of effective
teachersvho advocate for thedtiverse students high-need urban schools

Member checking of the data and analysis aeclthroughout the study in order to
strengthen analysend to establish trustworthiness. Folloyw interviews and focus groupere
opportunities for formal member checking, and jamed postobservation conferencesve
informal opportunities for participants to react to &mdlarify analysis as it progresd within
the study.

Trustworthiness

It was my intention to conduct a study that addeécethe four research goals that support

trustworthiness: credibility, transferability, dependability, and confirmability. | designed the study

to include multiple meanto specifically address the goals, and | deved@md maintairda
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reflexive notebook an activity that supports all four of the trustworthiness goals (Lincoln &
Guba, 1985)
Credibility

Credibility of findings in naturalistic research is achievedugfoprocesses that interpret
phenomenon while at the same time taking into account multiple contextual factors (Guba,
1981) Procedures built into this study design tledtto credible findings includenultiple data
sourcespersistent observatiomember checkinggnd peer debriefing.

Multiple d ata sources Incorporating data collected from a variety of methods and
sources is another technique used for verifying the credibility of findings. Data collected and
analyzed for this study includelocumets and artifacts, three individual interviews with each
participant, three scheduled schoelated observations, and three focus groups interviews. The
various methods of data collection within each case combined with the varying perspectives of
the paricipants across casgieldedevidence that confiredthe findings (Creswell, 201&uba,
1981).

Persistent doservation. Persistent observation supports credibility when the researcher
gains understandings about the characteristics of a phenomenon ttiasggbontact (Creswell
2013; Guba, 19811 built relationships with the participants by spending time @mene
during the initial interview and subsequently during additional interviews antthree
observations within their school contexts. Cres\iil3) contends that learning the culture of
the participant and building trust are important in claims of persistent observation. My
experience as an elementary teacher and, recently, as a supervisor of student sasahers g
background knowledge thtecilitated my understandirgpof the participantsO school cultures and

serval as common ground on which to build trust.
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Member checking. Member checking, a procedure that Lincoln and Guba (1985) argue
is the most critical methodological technique for dsthing credibility,took place formally,
informally, and continuously throughout the study during interviews,gime postbservation
debriefs, during the focus group meetings, and finalyparticipants read and commented on the
findings for their ow casesClarifying and confirming the representations of the participantsO
experiences wa of utmost importance to ensuring that the research questsraaddressed
adequately, and so | involg¢he participants throughout data collection and analgeis sought
their feedback on the final wrigp of the findings for their casall four of the participants
engaged in member checking, and three of the participants provided specific feedback to
improve on their own section of the findings.

Peer cebriefing. Peer debriefing, or revealing elements of the developing stualy
neutral peer for honest critique and feedback, is valuable for uncovering underlying bias and
meanings, testing out initial hypotheses and emerging design, and releasing tensexhtorelat
the study (Lincoln & Guba, 1985). | empkxypeer debriefing by meetingitiv a fellow doctoral
student, Carla Tanguaguring the course of data collection, analysis, and writing of the report
share my progress and any dilemmas thagefAppendix L).

Transferability

In addition to attention to credibility, incorporating practices such as purposeful sampling
andthick descriptiorincrease possibilities for transferability of the findings to other conssds
are supportive of trustwdriness (Guba, 1981; Geertz, 1973; Stake, 20@G)empted to
provide enough description, so that other researchers could compare the context of this study

with their own and make determinations about conducting a similar study.
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Purposeful sampling. Purposeful samplinggasaccomplished in this study through
intentional selection gbarticipants who mehe criteriathat reflectedhe purpose of my study:
to understand the development and work of effective teacher graddretegereadvocatesor
their students in higimeed urban schoolsselecédas participants graduates of thACM
program whovereidentified as effective teacherso attempting to select participants who
wereteaching irdifferent contexs, since this strategy maximizdéee potatial for range and
variety of data (Guba, 1981; Stake, 2008)e participants taught at four different schools within
two different metrearea school districts.

Thick description. My study includé rich description of the details evident throughout
the chta collection activities, a feature of quality research that scholars have repeatedly called for
in studies of teacher education (Hollins & Guzman, 2005; Sleeter).B&i&y (2007)
suggestedhat researchers provide descriptions in field notes thahetieulously detailed so
that sections of the notes can be incorporated in the final analysis to help the reatiee Wsua
process of the study. She argued thvthdescriptions should create verisimilitude; narratives
that transport the reader backthe site of the researdWith sufficient information from reading
the study, readers should be able to make decisions about the possibility of transferring the
findings or the study desigo other context§Geertz, 1973)My field notes includeletailed
descriptions of the school and classroom contexts of each participant, in addition to details about
the interactions and activities | obsedvAlso, field notes and memos attontextual detail to
interviews and focus group procedures and outesrhattempted to achieve verisimilitude

within the profiles of my participants by using the rich details from my data collection.
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Dependability is another criterion to which naturalistic researchers adhere in order to
establish the trusiorthiness of their work, specifically to satisfy a perception of consistency in
the findings The concept of consistency is complicated within the naturalistic paradigm, since its
inherent rejection of nasve realism necessitates that multiple realisesying perceptions, and
human error are inevitable within research studiesa states,

Thus, for the naturalist, the concept of consistency implies not invariance (except

by change) but trackable variahtgariance that can be ascribed to sources: so

much for error, so much for reality shifts, so much for increased instrumental

proficiency (better insights), and so @981, p. 81)

Within my study | have incorporated the use of overlapping methods, the creation of an audit
trail, and the conduction @f dependability audit to support consistency or dependability in the
findings

Overlapping methods Overlapping methodaereaccomplished though the inclusion of
document analysis, individual and focus group interviews, and observations. Uncovering
consigent results through each of the data collection methods streadtherdependability of
my findings.

Audit trail . An audit trail supports dependability by detailing all research activities
related to the study and providing the information necessagnfexternal dependability auditor
to examine and critique the researcbgess (Lincoln & Guba, 19839)creatal an audit trail by
keeping a reflexiveotebookthat includes a case study protocol, data organizational tables, field

notes and reflective wing, and details of the data analysis so that an auddsrable to

evaluate the process of decisimaking within the study.
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Dependability audit. A dependability auditor examines an audit trail to determine
whether the processes within the inquiry swand (Guba, 1981). | scheddlke dependability
audit witha peer debriefeafter the completion of my analysis of the data.
Confirmability

Finally, confirmability is concerned with establishing the trustworthiness of a study,
because readers want to Issured that the findings of research are derived from the participants
in the study and are not the result of researcher bias or inflUémceaturalistic researchers the
influence of values on research is recognized as not only inevitable, but atabldeand rather
than attempt to achieve pure neutrality, the researcher reflects on and reveals subjectivities within
the study (Bailey, 2007Attention is then shifted from scrutinizing the inquirerOs objectivity to
focusing on the credibility of theath itself Simply put, the researcher wants tkader to feel
that the data areelievable

The use of multiple methods of data collection to confirm findings, documents, individual
and focus groups, and observations, strengithémecredibility of mystudy, and those multiple
methodswveredescribed earlier. Two other stegadludedin my research design to strengthen
credibility of the findingsvere acknowledging my own subjectivities (see section following)
and arranging for a confirmability auditschedulée a confirmability audit at the conclusion of
the study witha peer debriefdn order to certifythat the data and methods of analysis used
within my study suppoedthe findings (Guba, 1981).

Researcher’s Role

My relationship to the participds in this studyvaslimited to incidental contact, since |

had notmet the35 membersf the cohort from which my participants were selegedr to my

employment as grant coordinator for thA@M program. When | began work in my current
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position, the andidates were completing their certification gogsedto take their first positions
as teachers of record in higieed urban schools. | did not teach any of their courses or support
their field experiences for either the first or second yednef program participation. For two

of the potential participantschmeto my work with them from an outsider or etic perspective.

| engaged briefly withwo of the participants in my studgr six weeks during the
summer after their certification as graduasearch assistants. One of those candidates then took
a position at the partner school for the grant that | coordinate. Through my work at the partner
school throughout the past year, wel daveloped a cordial and respectful relationship, and she
has beemmelpful in supporting BCM-related requests.

Because of the nature oiAACM program, relatively small, céeknit cohorts typically of
25 t030 students who stay connected to the program in part due to purposeful efforts by faculty
to remain in contact th alumnae andlumni, | have observed that graduates identify with other
graduates and current students. Many of tA€M alumnae andlumni eventually serve as
mentor teachers and act as contacts for program faculty within schools. This generallglcollegi
relationship along with my knowledge of the program and the fagaitgme an insider@s
emic stance. In additioas a veteran elementary school teacher for ELs with very recent
classroom experiencehada foundation on which to build trust anchmmunication.

As a staff member within theACM program, my relationship to the program and
individuals within the cohort group waertainly emic. | have a great appreciation for the work
of the faculty who designed the program and continue to worktbangintain and improve it,
as well as the university that supports the important mission of preparing teacher for work in
high-need urban schools. As the researcher in this study, | appdihehparticipants and the

program from which they graduated e perspective of ca, an ethic that Noddings (1986
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arguedis conducivenot only to teaching, but ald¢o powerful teacher education and research.
Research for education should, in fact, include notions of collegiality and community. Choosing
research gestions that benefit all stakeholders leads to reséartdaching rather than research
onteaching, and has the potential to benefit individual growth as well as to support the
community (Noddings, 1988). OThe central method of ethical caring ikfalfagarch for
understanding of the subjective aspects of experienceO (Noddings, 1985@2%01y goal

wasto understandhe experiences dbur effective teachers whgraduated from the ACM

program and to use those experiences to benefit teaalsaters, their student teachers, and,
ultimately, the children we all servEhe results of my work with the teachers who participated

in my study is presented in the following chapter.
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CHAPTER 4

RESULTS
If we want to grow as teachers -- we must do something alien to academic
culture: we must talk to each other about our inner lives -- risky stuff in a

profession that fears the personal and seeks safety in the technical, the distant, the
abstract.

Palmer,The Courage to Teach, 2007
In this chapter | prent the findings from the study that | conducted for the purpose of
understanding how a group of effective teachers working in uhiigimneed schools enacted
their visions for their work as advocates for their students. Furthermore, | explored ways that
they sustained their visions while resisting professional weathering forces that have traditionally
worn down teachersO visions and in many cases driven them from their workriedtgh
schools and even from the profession itself.
| analyzed the datafahe purpose of answering my research questions:
1. How do effective teachers who were prepared in a program centered
within a framework of cultural relevance envision their roles as advocates?
2. How do effective teachers who were prepared in a program cgntere
within a framework of cultural relevance enact their visions as advocates?
3. How do effective teachers who were prepared in a program centered
within a framework of cultural relevance resist traditional teacher roles
and sustain their own evolving visioas advocates?
My participantsselected the following pseudonyn®&sie, Michelle, Lola, and Jordan, and they
generously shared their classrooms and inner lives during our work together. | have attempted to
honor them by presenting findings to my researgdstjons in a way that highlights their

personalities and acknowledges their individual backgrounds and experiences while also
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communicating details rich enough to give readewsige of place as well as aense of
direction. Each case includes informatitnighlighting personal educational experience and
journey to teaching, classroom and school context, nomination and recruitment to the study, and

findings related to the research questions.



Susie

I’'m the kind of person who up until recently, before I came into the UACM
program, was really okay just drifting along in life in a sense. I was in bad
relationships, because I just didn’t find myself having a voice to get out of them. |
had been living abroad for a while, so my mom and I kind of lost contact, but |
was home because I had run out of money in South America but was planning to
move back to Australia.

So, I came home and I was working nonstop, and I was having this
conversation with my mom. I was asking her to loan me $1,000, so that I could
pay off my credit card bill and buy my plane ticket to Australia. And I was like,
“I’ll pay you back when I get there.” And she was like, “No, I'm not going to,
because you said you were going to pay me back first, and I'm holding you to
that.” And then we got on this conversation about it, and she was like, “I am not
the boss of your life. You are in charge, but I think you need to realize that you
are the one who is in charge of your life. No one is going to make you happy but
you.” And I think she saw through my unhappiness and was really speaking very
truly. “No one is going to make you happy. We can’t make you happy. Moving to
new places can’t make you happy. Your job isn’t going to make you happy unless
you can make yourself happy. You are the one who holds that power. You just
need to think about the choices that you make.” At the time I was like, “Ugh,
mom.” You know?

But I think about that a lot, and that’s advice I’ve given other people. It’s
so true. You have to believe you have the power to change your life and hold
yourself accountable for the kind of life you want. Once I actually did move to
Australia, what she had said to me was sitting in my head the entire six months
that I lived there. And finally I was like, “Yep, I'm leaving.”

Education and Background

Ol honestly canOt remember my thmatle teacher,O admitted Susie, a Caucasian woman
in her late 20s, OlsnOt that weird?O Although Susie did not recalidearabout her own
elementaryschool experience, she noted that the memoriedidteve were powerful. Ol do
remember little things,O she said.

| remember a girl who was the smartest in the class. We had each done a project,

and | had actually gotten a higher grade than her becausénl @lot of work on

my fifth-grade project olVorld War Il. And itOs nothing big, but the teacher

called out the other girl(~)s~ name saying she got a better grade, and that just made
me feel like she just didnOt know that | put in all this work. And she didnOt correct
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herself, and | didnOt say anythafgourse. You know what | mean? | actually

got the higher grade, but she called out someone elseOs name.
Her own vivid snapshot memories of her experiences and feelings in elementary school fueled
the empathy that Susie felt for children and the catle which she treated them. She had
worked with young children as a nanny in positions outside of the United States as well as with a
childrenOs publishing group, giving her multiple experiences with children as well as traveling
and living on several diffent continents. Susie described her personality as Ooutgoing,
determined, and independent,O characteristics she felt were developed through her international
experiences. Her experience living abroad was also influential in her interactions with the paren
and families of students, giving her a deep understanding of the impact of linguistic and cultural
barriers.

Susie earned double major in English andychology at a large university in the United
States and a masterOs degree in childrenOs litatamriaternational university prior to
applying for the UACM program. An excellent student, she earned DeanOs List status and was
awarded for her graduate work in childrenOs literature.
Journey to Teaching

Ol had a great mentor who guided me to teadisted Susie. She explained,

While | was in schol in Vancouver, working on my childrenigerature degree, it

dawned on me that | wanted to spend my life around kids and working in a

publishing house would never be that fulfilling for me. | felt thaight be wel

suited for teaching, and because my degree was interdisciplinarytHenad

opportunityto take someducation courses, and that is when | discovered what

education is all about.
Extensive travel and positive experiences with young childrere factors that Susie credited

for her awareness of and interest in different cultures and in teaching young children from

diverse backgrounds, leading her to apply for admission to the UACM program.
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While Susie admitted in her UACM program selectiotetview that she did not know a

lot about urban schools and communities, she was able to identify many of teagésll

frequently found in urbaschool environments such as parental involvement, language and

socioeconomic differences, parental awareaeslseducational background, and studentsO

abilities, selfesteem, and comfort. OEvery child deserves a good experience in school,O stated

Susie during her program interview, and she expressed confidence that she was Oprepared to

interact with children,Ond that she was Ointerested in the research and background for urban

communities.O

OAs an Atlanta native, my roots to this city have given me the desire to teach in my
community and to create a classroom environment that is both encouragstgrandting for
students,O Susie wrote in her application goals statement. She described her vision for her
influence as a teacher of urban students,

Through clear expectations, a shared belief that every child can succeed, and a

foundation of respect arappreciation, | believe that the elementary teacher can

create a powerful learning experience that can stay with a child through high

school and beyond.

Susie explained how she felt the UACM program would support her development as a teacher,
| am lookingforward to benefiting from the direct and harmtsapproach towards
pedagogy. | know that | will succeed in the program due to the focus on
mentoring while instructing and the continued support of professional
development. As | want to teach in urban emwiments throughout my career, |
am pleased and excited to see the specificity and care that the program takes
towards genuinely knowing and understanding the unique challenges that needs of
both teachers and students within the urban classroom

Susiecompleted her preparation program and accepted a position as a classroom teacher at one

of the schools in which she interned.
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Classroom and School Context

OAs much as I've been around kids,O exclaimed Susie, Ol guess | still had a really nasve
idea of wlat a teacher does. | never thought they worked this hard! | wish they'd told you that
before,O she said laughiSysie was a thirdrade teacher completing her second year of
teaching in an urban higieed school at the time this study was conductede G&0o be more
forgiving of myself this year,O explained Susie. Although her first year of teaching was also in
third grade, Susie explained that the current yearOs experience was very different and more
difficult for her for a number of reasons.

I'm geting better in ways that | didn't get better last year. I'm being pushed as an

educator in different ways, so when things that were successful last year don't

measue up, | have to remind myselfyes, but you didn't have someone throwing

stuff, so ofcourse that lesson didnOt worBu you know, there are different

successes.
Susie had been assigned to teach the special education inclusion class, and behavioral and
academic challenges required constant vigilance to support 25 students, ten of whom had
Individual Education Plans (IEPs) and all of whepoke Spanish as their first language.

We had a really awesome class last year, and in a lot of ways | feel like we were a

really cohesive group in a way that this year it's not quite as cohesive. One reaso

is that half of them are pulled out for resource two times a day, so a lot of the

main instruction occurs with people out of the class. We have a lot of

interruptions to our day, either due to behavior or people coming in or schedules

changing, so it'sat just me and my kids anymore, and | feel like that kind of

helps you have a really clokait community, but | love my support and | need

my support. So it's going well, but it's just a little bit different.
In fact, the first meeting | had with Susste warned me that she had a new student with severe
behavioral issues who had recently come to her class. The child was in foster care, and her
schooling had been interrupted repeatedly, gaps and short stays at various schools had prevented

her from conistent and comprehensive analysis for support services, and she was currently only

eligible for 30 minutes per day of consultative special education support. Susie wanted me to
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understand that this situation might impact the-dialy observation that | wédiconduct for the

study. Working with students whose challenges included linguistic, learning, and behavioral
issues required a great deal of differentiation, documentation, and collaboration with educational
support facultymembers

| would say, havinghe inclusion class this year and having some pretty severe

behaviors was challenging. It definitely took my focus away from the instruction

that | was able to achieve the first year, it became a focus on behavior and making

sure kids will be respectful drstill able to learn even when somebody is having a

really, really rough time in the corner. So that was rough.

Adding difficulty to the challenges of the class itself was a change in theupabtieher grade
level team from her first year of teachir@usie explained,

| had a really great, cohesive team last year, but my two that | planned with every

week who really made my first year so great, one got moved to another grade and

one was on leave for half of the year, and although she's back, and she's

wonderful, we just haven't gotten in routine of planning. So, I've kind of been in

my own little world this year. A tiny part of that I'm thankful for because | was

really afraid coming in not having that support network, so in a sense | definitely

feel like I could make it. | could move to another school, or they could leave, and

| would be fine, but it's, yeah, super frustrating and very disappointing to have a

team that | sometimes | don't really respect.

A challenging group of students combined withdglevel teammates that were not working
well to support each other made SusieOs second year especially difficult.

SusieOs classroom, located near the end of a long hallway on the first floor of the school
building, was typical for classrooms built in th850s. Despite limited storage, Susie had
organized her books and materials so that they were accessible and easily replaced. An extensive
classroom library with books divided into reading levels and identified by colored dots
dominated wall space undéretroom length windows, and open shelves were neat, with books

intentionally displayed in labeled buckets. Student work sudheag McLeod Bethun®©wanted

postersO and graphic organizers were displayed on every wall as well as the windows. Content
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area veabulary, general vocabulary, actuild-friendly standards for mathematics and English
language arts were posted. There were two desktop computers, one for student use, and the other
at the teacherOs desk attached to the interactive white board. Desksaneed in groups of
five, two pairs facing each other and one desk on the end.

SusieOs school, a Title | elementary school located within -smééghmetropolitan
district outside of Atlanta, was built nearly 70 years ago, and consisted of a patchwork o
sprawling corridors and buildings that had been added throutgtedecades to accommodate
everincreasing student populations. The school complex was perched on a hill with indoor and
outdoor stairways, sidewalks, and dirt paths, connecting the vaaotssof the school.
Originally built to accommodate residents of the immediate neighborhood, parking was difficult
to find during school hours, and many parents and students walked to and from the school within
a neighborhood that was made up primarflgensely populated apartments and a few modest
singlefamily homes. Ninetyone percent of the student body identified as Hispanic, while 3% of
the students identified as Black, 3% as Other, 1% as Asian, and 1% as White.
Nomination and Recruitment to the Study

OShe models respect and respects her students, and works with the students to help build
their confidence and to encourage them to communicate thoughts and feelings,O wrote one
UACM faculty member who nominated Susie as an effective teacher foselisterdents.
Faculty members commented positively about her instructional planning and strategies, her
responsive classroom practices, her professionalism, and her leadership abilities. She Oreally
works to make the classroom experience positive andviaa®anotherfaculty member. OShe
conducts morning meetings and provides consistent guidance,§/statsather. They

described her as a lifelong learner, noting that she was already participating in a research study at
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another university and was prejpay to present her own classroom research at a national
conference. One faculty member noted that she Oseems to have maintained learned UACM
beliefs and criteria in her classroom setup and implementation of teaching and learning.O

Prior to contacting Susito invite her to participate in the study, | paid a personal visit to
her principal at the principalOs request to explain the study and to answer questions she had.
OSusie is one of the best teachers | have in the building,0 stated the princigdeattéed my
institutional affiliation and explained that | was assembling a pool of participants for a study of
effective teachers. She welcomed me to contact Susie about participating in the study. |
contacted Susie by email at the end of January tteiher to participate in the study, and we
met soon after to discuss the study and to go over and sign the informed consent.

I met with Susie a total of 8 different times between February 1 and May 28, 2015 for six
personal and focus group interviews dgimeke observations. The observations included one full
day classroom visit, and two salélected events: a) studded conference night and b)
classroom awards day. Because the classroom awards day occurred after the March 31
observation deadline reqgait by the district in which Susie worked, she took pictures and video
clips of the event, showed them to me, and discussed the event in depth. In addition, Susie
responded to several emails and met with me one additional time for clarification and member
checking.

Care + Belief = Teaching without Boundaries

Ol think that | really care about all of my students,O Susie quickly replied when | asked
her why she thought others viewed her as an effective teacher. She relayed a conversation she
had engaged in cently about her effectiveness as a teacher.

My boyfriend's dads an engineerand he's in academiand he was asking me,
QNhy do youthink you're a good teacher?0O W do you thik that your kids
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listen to you?@o | got really nervous, since thaasvthe first time that I'd met

him. | gave similar answers that | think they know that | care about them, and that

| really do believe that they can all succeed.

SusieOs commitment to caring sprang from her belief that every child has the potential for
success and that children in urban classrooms often encounter adults working in their schools and
communities who neither believe in their potential nor care about their future lives. She

expressed these beliefs in her writing sample essay.

To be a succeasffteacher in any classroom, one needs to be aware of any social,

economic, or educational challenges that each student faces, but also have an

inherent belief that every child can rise above. However, | believe that to work in

an urban classroom, a teacheeds to hold these values above all others.

SusieOs intense commitment to each student was evident in how much time she spent
thinking about each of her students, in the ways that she spoke to them, and in the things that she
did for her students arttieir families. Ol wholeheartedly believe that every child has the
potential and the right to learn in an exciting, engaging, and respectful classroom,O she wrote in
her application goals statement.

| came to associate the notions of caring and beliéf Suisie as | collected and analyzed
data, and | found that in her case it was practically impossible to untangle the two concepts.
Susie cared deeply about every aspect of her studentsO lives, because she believed that her word
and actions were powerfudnd that they would influence her studentsO growth beyond the
boundaries of her classroom. She explained,

I'm not married. | don't have children of my own, and | have a lot of time to

devote to my craft, especially in the first few years. But it just éalb/rstruck

me, even this year sometimes, that people don't always care about their kids, and

so | think because | care a Band sometimes that's a fault of mib#hat colors

the way that | teach and how | handle situations differently than othelepé&op

been told before that I'm very patient, especially with some of the special ed ones

that | have this year. I've definitely gotten better about that this year, but it's
because | care about them beyond my classroom. | think it's valuable toetake th
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time and teach them strategies that addition to multiplication and everything,

but that are going to be helpful for their life skills later.
For Susie the concept of care was not just a warm and passive feeling. Rather her approach to
caring was practive and vibrant, giving her a powerful presence. Transitive verbs such as:
pushed, impacted, shaped, created, and transformed from SusieOs Capstone Video project were
demonstrated during my observations as she went about her work advocating fatdregs stu

When a colleague suggested that a Oteacher is not just a teacher,O Susie responded,
OAbsolutely!O SusieOs approach to advocacy was a logical progression for her: She actively care:
for each of her students and saw this work as a worthwhile investinieer energy and time,
because of her core belief that all children are valuable and capable of success. Active caring led
to an expanded vision of teaching, a vision of advocacy as teaching beyond boundaries. Those
three themes related to her work @eacher advocate emerged from my analysis of the data
associated with Susie: a) advocating through active caring, b) advocating by believing that all
children can succeed, and c) advocating by teaching beyond boundaries.
Theme One: Advocating through Actively Caring

Susie expressed her vision of active caring as part of her role as a teacher advocate in her
program admission interview and documents. OThrough understanding, teachers and classrooms
can become places of emotional growth as well inteiécirowth,O she argued. OAsk them a lot
of questions; take a real interest in each child,O she stated as ways for teachers to connect to
diverse students. OKnow about them. Respect them, and find out about them,O she continued.
OHighlight the strengths fdividuals and how those strengths work in a group,O she suggested
as a strategy for motivating cooperative work. Susie described her vision for her future

classroom as a Oforwambving safe havenO and emphasized her desire to build a classroom
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communityon a foundation of respect in which she, the teacher, would provide Oempathy and
understanding.O Susie noted the range of caring that she observed within her school context.

| definitely didn't think that that was something that would be lacking in teache
until | started working, and then | kind of realized that not everyone truly cares
about their students and puts their students first. And everyone is different and
some people have different stresses that | don't have.

SusieOs awareness of her patkimfluence on her studentsO lives was a force in her vision for
advocating through active caring. In her program interview writing sample, she described the
power of a positive school experience in supporting resilience within her students.

While everychildOs strengths and difficulties will be unique to them, | as the
teacher can turn my classroom into a fun place where children can forget about
their troubles, while also learning coping mechanisms. | understand that the
classroom is in no way a replacent for counseling or therapy, but | endeavor to
teach my students that they can rise above everything. As every child will be
coping with something at any given time, the classroom should serve as a
positive, forwardmoving safe haven where children ¢earn while also

believing that they are strong, resilient individuals.

Susie felt strongly that school experiences continued to impact individuals even into adulthood.
She explained,

Every adult remembers stuff from elementary school. 1tOs a reallyatioe

time. | mean 10m sure this happened to you as well. But when | tell people that IOve
just met that IOm a thigtade teacher, oh my gosh, you instantly hear their-third
grade teacherOs name, their class, maybe a field trip they went on or how they
didnOt like their teacher and how they wish their teacher was like you.

| mean just the other d&yone of my other behavior problefhsreally sweet kid.
His mom walks to school, and sheOs my only mom that speaks English, so |
actually talk with her quite It. | talk with her almost every other day about good
stuff and bad stuff, so I@&nd her text messages, likep@k at[student name]
HeOs doing an amazing job.O And she was Yke, Khow, my thirdgrade teacher
was this person, and he didnOt tikeeyou. He jusdidnOt. You just care so
much.O | was like, OOh, thank you. | really do.O



Susie enacted her vision for advocacy as active caring by being highly attentive to her students®
physical and emotional needs and fiercely protective of theieatadnvironmenas | present
below.

Physical needs. SusieOs attentiveness to her students was apparent duringaay full
classroom observation as she attended to various physical needs of her students. As students
trickled into the classroom in the mang, she noted the ones who were wearing their eyeglasses
and those who were not, reminding them in a friendly tone, OThey donOt live in your backpack.
They live on your face.O In fact, a third of SusieOs students needed eyeglasses, and she had
respondedda the general confusion surrounding her studentsO vision needs by creating a chart
that showed those that Ohave glassesO and those that Oneed glasses.O

There's a big glasses chart there [on the wall], and there are about eight or nine

kids that wear gla®s. So, gosh, it must've been last semester sometime, it was

before they got their eye check in third grallut somebody had mentione®hQ

yeah. | wear gisses. | used to have glasses.O I'm like, OWhere are fegyP(e O

broken.l don't know, they'rat home.O
Ol started getting onto them and having the office call home on days when they didn't have
[them] and talking to the nurse about getting them glasses,O she continued.

Yeah, so then we do a check in the morning, and the kids actually are gotd ab

checking each otheso if | say it to one like, OWhere are your glasses?O They'll

be like, @h yeah, you should go get your glasses.O
The problem of misplaced eyeglasses had become such an issue in the classroom that Susie was
purchasing chil-sized eyeglass cords to have on hand for her eyeglass wearers.

One student has a little thing around them [eyeglasses], which is great because

when he takes them off, and when he's squinting or having trouble focusing,

putting on his glasses is no problem. So, I'm going to order about eight more of

those little thingsl didn't get them for him, he came with them, but they're just

so smart. They just stay on your face, and he really needs to be wearing them

most of the time, but some of them don't. A lot of them don't wear them at home,
and | think most of them havesss, but | think those would be really helpful for
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school, so, I'm going to order some of those, they can't be very expensive, like
one dollar I'm sure.

Monitoring and supporting her studentsO vision needs was one way that Susie actively
demonstrated hexare for her students.

In addition to daily concern and activity related to the vision needs of her students, Susie
monitored her studentsO clothing for weather appropriateness, an issue during the freezing
temperatures that were occurring during the weetsnd my fullday observation. Olt is an
everyday conversation,O Susie explained, referring to her to admonitions to her students to wear
long pants instead of shorts to school. OEveryone is wearing pants!O she proclaimed proudly
during the morning meetg that | observed, and later she explained how she handled the issue
with her students,

For a while when it was not that cold, or when it was too cold, but they didn't

realize how coldwe'd talk about it. @kay, why is it important to be wearing

this? Lke, even if we don't gout for recess, you're walkingSome of them that

are wearing shorts are walkers in the morning and in the afternoon.

But, | mean, | aimost started bgimean about it. | told them, @ish we could go

outside, but nobody's dreskstor theweather. Today's inside reces@/thout

saying names, but they can tell, and then they started wearing pants. The very

next day they started wearing pant&dod, so you have pants. I've seen you

wearing pants. You have them. Be a leader. If yoom says, Ol want you to

wear shorts,O say ONo, it's cold, | want to wear pants.O You coul@®do that.

Susie dealt with students who continued to wear shorts after the weather turned cold by
discussing their personal agency in dressing themselves alogjitted consequence of not
dressing warmly during cold weather, a demonstration of her care for their health and wellbeing.

In addition to attending to studentsO vision needs and clothing, SusieOs attentiveness

resulted in other acts of caring for phydioeeds during the full day | spent in her classroom.

She provided a snack for one student, walking up to her desk and pointing to a cabinet across the

room and saying quietly, OYou know where it is.O Later, Susie explained,
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She has been complaining euftequently, like she'll just shut down at the

beginning of math and tell me that she's hungry. So, we talked that day about how
you can bring a snack. We talked about examples of snacks you can bring that are
healthy and that will give you energy.

Laterin the morning while Susie was conducting individual reading conferences, she discovered
that a student had lice and needed to go to the nurse and subsequently home. OWe never had lice
in my class last year, it's been twice this yaad | have ended ujuying lice shampoo to have

on hand when students need/ite had dong conversatiorabout it two weeks agd she

recalled.

So two weeks ago, one of my students came in with a note saying that her mom

had found lice on her head that morning and askielgefcould get checked out,

so | ended up teaching in the front entrance hallway for, like, an hour one

morning. My entire class got checked, and then two other students were found

with lice. So, obviously, you have to have a conversation when your wheke ¢

is out there, and so we talked about how it spreads, why it's bad, what you can do

to help and what the shampoo does.

Susie advocated for her students by actively caring and attending to her studentsO physical needs
by monitoring eyeglasses, weatlagpropriate clothing, snacks, and lice prevention.

Emotional needs. In addition to actively caring about her studentsO physical needs, Susie
devoted attention to their emotional wb#ings.“I do feel like | tend to their emotional needs a
ton,O Susidated.

I would guess that physical needs are handled fairly well in a school like ours,

because there's just an awareness that our kids sometimes don't have food.

Emotional needs | don't know. | feel like I'm constantly watching them for the

slightest lttle Plike, if you were sitting here, and your face looks different than it

normally looks, | want to talk to you out in the hallway about it. | feel like

sometimes teachers don't do that.

SusieOs awareness and concern for the emotional health oholidgrevident in her interview

writing sample when she described her vision of a classroom community supporting studentsO

emotional growth. She wrote,
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In addition to providing a safe, fun environment where children can escape the
outside pressures trals of their life, a teacher should also encourage the

positive role that community can play in overcoming a tragedy or disappointment.
By community, | am not suggesting the open discussion of a problem with the
entire classroom, but instead a respéethd honest conversation between teacher
and student in which the teacher provides empathy and understanding, while also
stressing the ability of the child to overcome and succeed no matter the difficulty.
In an urban classroom, there might not be a wafteacher to be aware of all

the personal or family problems of eyehild, but if the belief of OYou can

succeed no matter whagpervasive then | feel resilience and overcoming

tragedy might easier than originally thought.

Susie considered her eohs a teacher to be weighty in the lives of her students, and she expected
that her attentiveness toward her students would also extend to their emotional needs. She stated,

| think about that every day, how much power and influence | have over them,

andl think a lot of people in teaching just donOt realize that, or donOt know it.

They must not, based on some of the ways they talk to kids, because if Mou did

I mean that sculpts every way that | phrase something. Every way that | handle a

situation is tlt I'm shaping the way that you understand what you did. If it was

good or bad or not the right way to handle, this is the opportunity where you're

learning how to be a human. ItOs crazy.
Susie described herself as Oa pretty reflective person, in géreeteait that she felt might have
been encouraged by her own motherOs example. That reflective stance supported her
attentiveness to her studentsO needs. On several occasions Susie commented on how her
attentiveness to her students emerged from herfaatieem. Ol think about my kids all the time,
and | think about the subtleties that | might have missed that | could have made better,O she
stated. Ol pull kids out in the hallway for everything, good stuff, bad stuff, personal stuff,
anything at all,0 shexplained. Susie tuned in to her studentsO emotional lives, and her empathy
for them led her to intervene when necessary and to foster a supportive classroom community.

Empathy. Recalling her own behaviors and experiences as a student in elementaly schoo

was a source and motivation for SusieOs active caring for her students® emotions. She stated,
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| really think most adults forget their own childhoods and how you just remember
adults slighting you in some way. | remember a teacher in second gradel or thir
grade saying something to me that was not mean. It just made me feel not great.
You have the power to either build or put down. You should be adding value.

Susie felt that adultsO failure to reflect on their own childhoods could lead to neglect of
studatsO emotional needs. She explained,

| think thereOs just a big disconnect between adults and children. | donOt think itOs
that they donOt respect how kids think or what theyOre processing. | think itOs
sometimes just a lack of education or a lack of ames® or remembering that

you remember stuff when youOre little.

Susie recalled memories of instances from her own elementary years that influenced the ways
she interacted with her students.

| remember getting a lot of my report cards. | mean | did willicusly.

Obviously | did well. IOm insanely smalitaughs] No, but she [the teacher]

always would write that, O[Susie] is great, but she stares out the window a lot.0
And now as a teacher I0m like, OWell, | probably was bored.O | mean | remember
we sat aour desks a lot. | probably was a little bored. | donOt remember school
being hard at all. But, also, | donOt remember having a conversation with her
about that. So itOs little stuff. You know? | wish that she had talked to me about it.

ItOs not necessarily that those events color the way that | interact. 1tOs that |
remember them. 1tOs that itOs kind of like a phenomenon to me that you remember
such specific moments that in the scheme of your life are probably not the most
important momaets in your life, but they take you back to that, and you remember
exactly how you felt and probably where you were sitting. And we sometimes

donOt afford kids that theyOll remember it, and so we just think that you can say
what you want or, OOh, theyQurereally paying attention,O because they are.

These are people with feelings and memories, and theyOre going to become adults.
YouOre responsible for how theyOre going to interact as adults.

Susie recalled another memory that influenced her care fotuumrgsO feelings.

| always went to daycare up until fifth grade, and | never got in trouble.
Obviously, IOm a pleaser. | also loved babies growing up. | still love babies. So,
when | was in fourth and fifth grade, | mean those people were my fBxthigy
people that worked there. So, after school sometimes, if | had gotten my
homework done, theyOd let me go to the infant room and just help out.

There was a younger girl, like second or third grade, who wasnOt allowed to go
see her baby brother, but she kealanted to, and the director asked me not to
tell her. ODonOt tell her that you got to see her brother.O But I did, and | remember
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the director was talking to me, and not even in a mean way, but just pulled me
aside and | knew she was disappointed in, @ed | remembdnow terriblel felt
about thatSo,| remember thateelingfor those kids that are like me. When |
have to get onto them, sometimes 101l go and apologizeshatarthough | know

it was necessaryecause | know it really hurts themhave disappointed me.

But, you need to learnpd obviously | never told that girl again. | learned my
lesson.

Reflecting on memories of her own elementary school experiences gave Susie insight and
empathetic understanding for her students.

Susie also drewn her personal experiences living and working in various
countries around the world to anticipate the needs of her studentsO families. Her
awareness of th&tress family members might experience due taliadlenges of using
resources that were generalysumed to be famifyiendly, spurred her to organize a
family field trip to the public library located near the school. She collaborated with the
librarian and a school interpreter to welcome families to the library and to help them sign
up for librarycards and to use the computers. She noted,

| would have really loved for them to have sat down and practiced logging

on to computer, because I've lived abroad and that's really overwhé&ming

even if it's free and you can't really make a mistake. It'sadwvaming if

you don't really know how they work.

SusieOs attention to the emotional needs of her own students and other students in the school is
evidence of her ability to empathize and her commitment to protecting their feelings.

Classroom community. In addition to empathizing with students and their families, Susie
purposefully developed and maintained a cohesive classroom community as a means to care for
and support her studentsO emotional needs, a strategy that was an integral part of her teacher
preparation progranand one that she recognized could be a challenge to maintain ovedlime.

think peopldin the cohort]started to just sort of faction off in ways that didn't help our group be

very cohesive,O she recalled of her own UACM cohort. Shenaedti



9t

| think that's just human nature. | think you really have to work hard. | think that's

probably something | personally see in my classroom. If you want a cohesive

classroom environment, it's not something that you can do on day one, and, like,

Ol didt!O It's something that you have to work at until the last day of school if you

want that to be your thing.

Susie strengthened her classroom community all year by making personal connections to her
studentsO lives and using positive affirmations wittiming meetings and eraf-year
classroom awards to guide and strengthen her studentsO self images.

During moning meeting the day of my futlay observation, Susie took time for sharing
personal information about her own life to build connections astiirith her students. The
students had just been back in school a couple of days after several snow days when school had
been called off by the district. Some of the students had not returned the first day school was
back in session, because they said thidynot know school was open again. Susie explained that
she understood why they would be confused and why they might not have known. She went on
to tell them that she did not have a TV in her home, and that when she needed to find out about
school closigs, she used her cell phone. She followed the conversation by demonstrating and
encouraging the students to be proactive in helping their parents to find the information.

Throughout the day Susie continued to share aspects of her personal life in brdler to
connections with her studentsO lives. During a discussion of a book about Mary McLeod
Bethune, Susie brought up the fact that some parents work two jobs and some work at night. She
told them about a time in her life when she was working two jobsatee money and explained
that sometimes people do this when they going to college. A schealide tornado drill was
another occasion when Susie shared her personal life with the students, explaining her thought

process when choosing a safe place todeer own home in the event of a tornado warning.

Knowing that many of her students did not have access to basement locations, she explained that
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her home did not have a basement either, and that she would go to an interior bathroom to
protect herself fronbroken glass and debris. Susie also shared her own experience having lice
when she talked to her class about the condition. OI'll lie half the time about [it], if I havenOt had
a personal example,O she laughed, Obut | really have had lice.O Shariagipersoation to
demonstrate commonality with her students was one way that Susie strengthened her classroom
community and student relationships.

Susie also found numerous ways to build personal encouragement into her classroom
community to support her studentsO-esiéemShe expressed her wonder at the influence she
had over her studentsO images of themselves and each other, OFor evesejcshthat you
can change the way that either their peers view them or that they view theilistlaéraost
makes me want to cry to think | have power over ti@s just so profour@During the morning
meeting, a student reminded Susie that they hateadtOencouraging wordsO from the day
before. Susie pulled several notes out of a large, painted box to read to the class. Several of the
notes were compliments addressed to her, and one was addressed to the entire class. It read,
OYou are the best cla®sSusie reminded the group that they should write encouraging words to
each other, and then pulled out some stuttestudent notes to read.

Susie admitted that she manipulated her classroom in positive ways to encourage students
and to get results shegdeed. One strategy that she used was to pull a student into the hall for a
personal talk. She explained,

If people are kind of working but maybe getting off task, I'll pull somebody who's

doing a great job out in the hallway, the rest of the class like, @h man, she's

getting onto smebody, I'd better get to workédd, then, I'm telling that person,

QVhat a great job you're doing! You're just being adeadhen other kids are

talking.QAnd they'll come back in feeling pretty proud, but the reshefkidsare

like, Ol'd better get to work@m totally manipulating the situation at times, but
it's like being positive, but still getting the reward that you want.
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A table cluster point system was another classroom strategy that Susie used asta means

provide positive reinforcement and encouragement to students in her class. OMy point system, is

pretty just nonsense,O she laughingly explained.

If | feel like a team has low morale, I'll add points after they leave, so they can
win, and all they wins having lunch with me, so, they don't win prizes. | like it

too, because you get to know them. But, if one team's winning over and over, and
the other teams aren't getting along, I'll @déhts. Giving a point, like,It®s a
vocabulary word! Love it! Piat for you!O

Superlative classroom awards provided Susie with another opportunity to encourage her students

and strengthen their classroom community andesgfem. She explained,

We do a school wide awards day that just has perfect attendance aiphfdis

list and honor role. And there are all the stipulations, like in order to get an award
that you have to have alk in a certain subject, as. You canOt haes orDs.

And so | always felt like while weOre celebrating kids that have workeyg realll
hard, some kids are never going to get an award.

The only awards | feel like | can manipulate on the school wide daygare
Improved in Reading andMost Improved in Math, because thereOs not any
stipulation on how a teacher can decide that. Sositudsing it with my special
education teachdthis year, anyways, weOve chosen one kid that sees her for
reading and for math and one kid for me for reading and math. But | love my own
awards day.

Classroom awards day was one of SusieOs favorite dhwgsyefar, because it was very personal

for her classroom community, and she spent hourstipkéng,O as she termed it, about how to

use the awards to encourage her students and then preparing the voting documents, awards and

prizes. She explained,

About two days before, | write on the board all the awards that weOre getting. We
discuss what each one means and we list some behaviors that will go along with
it, like DPOSoMost Friendly Dwhat does @fost Friendly perondo? Or Aways

Smiling DDoes thamean that theyOre just smiling, or is it that they have a
positive attitude?Bvokworm Bbecause they thought it was somebody who liked

a worm, at first, which was very cute... We build it up.

She continued,
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This one package that | got has®fmething awrds in it, and most of them are
achievemenbased, but then there are a few likettiest Eyes, and | take those

out. So | let them vote on everything, and they have a list of the awards and then
the list of kids in our class. Not everybody can complete the list in the amount of
time, so | say they can take it home. But | only get aboui#ifemback, and |
almost immediately thme those out. | kind of look at them to see if there are
obvious winners, but then I just kind of do it myself.

She reiterated, OThey're awful at voting. They don't understand the system, and I'm like, OGreat! |
can't wait to count thes®@n the trash. So, | just decide myself based on what | think each kid

should win.O She stated,

| really view it as my last chae to make an impression on them or to give
them something before they have the summer, or theyOre going to fourth
grade. ItOs the very last opportunity that you can build someoneOs
confidence or make them view themselves in a different way. | think the
fact that they think that their peers voted for them is really powerful. So, |
love to try and trick them like that. | mean, | remind thnoughout the
presentations,|@as really surprised, but you guys all voted for this
person. | washinking anotheraard for them.O

The class awards presentation is a unique event for SusieOs students. She described the setting,
ItOs the last day of school, because itOs kind of part of our party, and so itOs very
relaxed. We set up the chairs like weOre in an audit@o there are no desks,
and weOre all looking at the front.

The classroom awards presentation was one of the observations that Susie selected as a

demonstration of her advocacy for her students, and she explained how the awards were

determined to suppt her studentsO selteem.
So myWho's Who in Reading Bl had two of those. TheyOre not the best readers,
but theyOre ones that have really worked hard, that have grown a lot in their
independent reading and that have just become readers when teesevyer
resistant beforeWlost Responsible, everybody voted for this little girl whoOs just
the class mom. SheOs the first to help anybody who gets hurt or needs help.

Most Athletic, Future teacher, andHard Worker, and Heading to Hollywood were some

of the other awards presented. Susie explained the backgroufwddng to Hollywood,
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you get to know each othergwvere like, This person can go from smiling to
upset really giekly. And thatOs really important in Hollywood, because you have
to really control your emotions&hd she wahappy that she won. I0m lik&e@!
That can be a plus, that you can cry likati®

Susie explained how a cohesive classroom community capfebst the building of her
students€elf-esteem

We have lots of opportunities for them t® jpositive to each other, like
Oencouraging wordgQOour class that we read out once a week. But | just
think it can really just kind of shift their mindset abthe#mselves. For

one in particular who won a reading award or somethifig, great that

they can think, Oh, my gosh! My peers really think IOm a good reader.
Maybe | really am a good reader. | do go to special education, but hmm. |
have been working hartiguess | should keep working hard@BatOs the
dialogue that | want them to have in their mind|[s].

Susie recognized that the time and attention she devoted to classroom awards for her students
was not typical in other classrooms. She explained,

| think some do [classroom awards]. | donOt know if itOs the same, and | donOt

know if thereOs all the pifl@inking that | put into it. | think another person does

awards, and they might have their kids vote, but | think what the kids vote on is

what they get, sbdonOt think thereOs as much manipulation. | donOt think so,

though. 1 donOt think thereOs a lot.
Susie concluded her description of her classroom awards day,

And then they actually made me an award. This was a secret. | mean, | knew,

because theyOd hdeding this paper. But they gave Best Teacher Ever, and

they put money together and got me a little water bottle from the dollar store with

my favorite candy. It was so sweet, and they know that | love puppies and kittens,

so they had mini posters madso sweet!
Susie envisioned active caring as part of her work as a teacher, and she attended to her studentsC
emotional needs and s&$teem through empathy, personal connections, and a strong classroom
community.

Academic environment. Active caring hrough vigilant protection of and careful

attentionto her studentsO academic environment was another avenue through which Susie
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advocated for her students. She acknowledged that on occasion she would forgo or minimally
participate in suggested activititiat she felt were marginally useful for her studentsO success.

Olt really is just out of my different priorities,O she explained referring to a Ocollege dayO
poster that each teacher in the school was asked to create and post in their classrooms. While
some teachers prepared elaborate posters featuring school colors and pictures of themselves as
college students to celebrate their alma maters, Susie had written on the poster, OWe are going to
[School Namelniversity,O and then had each of her studegsitsi

| will sit there and make thos#pry McLeod Bethun®Wantedfosters] for my

kids, and | bought that chart paper. | will gladly do that, but I will not make a

poster for myself and print out a picture of me at college. | want them to get

excited,and we've looked at colleges online, but it [college day poster] is not

useful for them.
In addition to protecting studentsO instructional time by minimizing time spent on projects that
she felt were not useful, Susie protected their instructional tinmeatiyng the most of the time
she had with them even if it inconvenienced her personally. When her class spent an hour in the
lobby of the school building waiting on the nurse to check each of her studentsO heads for lice,
Susie continued to teach in thdly. She also routinely provided snacks for her students in her
classroom to save time. Ol know when they go to the nurse the first thing she asks is, OWell, have
you had breakfast®Susie explained. She continued,

So, | always have food in the classrofimthem, and they know where it is, and

it's in that cabinet, and it's just granola bars. So, when anybody complains about a

stomach ahe, the first thing | ask is, OHave you had breakfést@@nost of the

time it's ONo0,O and so then it's like, OOhega granola bar&hd then problem

solved, and then you don't have to go to the nurse, because then she'll take them

and get food in the cafeteria. All you do is eat while you're learaimd)nothing
has to happen.
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Susie was constantly looking for watgswork around school schedules and protocols to
maximize instructional time, and standardized testing windows were periods that were especially
challenging. Ol've sort of struggled with testing,O she explained.

My ESOL support isn't always there, and special @ support isn't always there,

so we've been doing hardcore review and reading where we're writing paragraphs.

All of a sudden I have 13 kids I didn't account fbiney can do the workutthey

need someone to sit with theémgive them extra suppt, and | think if we had

some differentiated projects going on, then they just carry on. They could be

working at anything at any time.

In addition to protecting instructional time, Susie also enriched her studentsO academic
environment by taking thentie to explain important school and extracurricular events,
encouraging participation and family involvement. | observed her reading aloud to the students a
flyer that was going home with them about a play presentation. She stated,

| didn't receive an emadr any information, but I love the idea. | read it out to my

kids, so they would know what it was, but it's like a little play on Friday for the

parents to come and see, and | guess it's going to be kind of like a story, but

they're teaching them how tesast your child with reading at home in their native

language and what that looks like, so that sounds pretty cool.

After school | observed Susie talking with students who remained in the room waiting for their
dismissal time. The friendly conversation included an admonition from her that they think about
joining chorus the following year. Susie advocated for her stadsnactively seeking out and
seizing opportunities to protect and maximize their academic environment.

Resisting. Susie recognized that her commitment to actively caring for her students in a
proactive way was not typical of her colleagues. She st@i¢d like some of them are
pedagogically strong, but sometimes their caring seems to stop way before mine does.O

You're thinking about [the students] all the time. If you're not there, there is not a

day that goes, | mean an hour that goes by, probiaty|'m not thinkng about

my kids or thinking, They would love this, or this is what that kid needs, or,
right, this clicked, let me tllabout it with another personYOu can tell the
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[teachers] that when they're done, they're done. They don't wiatit sbout it
anymore.

Susie recognized that her commitment to caring is something that she shared with her UACM
colleagues. OThe differences between some of our colleagues and us this year have been stark,O

she stated.

We have a few teachers on myrtearho are just done witlschoolnamg, done
with the year, and they didn't really, you know, review for their kids before the
exam. Like they're just checked out. They didn't really review. We've been
practicing alreadyWe've been doing test revielxssav a teacher making copies
of a test review, r&d it was like a week before. She was gising thema practice
testfor the first time and she's like,l®e just been so awful this y€and

laughing about it. | can't even fathom her attitude

So, you'e not going to be here next year, but you should still care about the kids.
Our principal even had to say that in the staff meeting, because she overheard
teacher who is leaving say\@ll, I'm not going to be here next year this

doesn't even applptme.O And the principal was liké,d@n't know | had to say

this, but it does apply to you, eviryou don't teach those kidd.@ean it was

pathetic. We had to have a talk about how you should still care about the kids that
are in your testing grougven if they're not in your class. It's jNSWHAT?

How is that even allowed? It's crazy.

Susie recalled one disturbing situation that she felt illusttatede lack of understanding and
caring that some teachers demonstrated toward studewtss @minded of the UACM program
last weekand the importance of names thatfaeusedon a lot during our Maymester course,O
she explained.

We were sitting in the teachers' lounge, and it's rare that I'm in the teachers’
lounge, because | usually end up havmgpend my lunch in the office for a little

bit, so it's not enough time for me to come back down, And | heard this
conversation between two thigfade teachers about their kids' names and how
there was one called Said [pronounced Seyed] in one ofasses, because they

are cetaught. This one teaehwas saying,IQust can't believe that. | told him

that when he's in my class his name is Said. That's just it. It's spelled Said. Sorry.
So I'm not going toall him that. His name is Said.O

And I'm looking at her face, and I got angry. | got super angry. | had already had a
pretty hard day, so | was likel @bn't want what has happenaaddmy own
frustrations to color the way that I'm responding to her at all. It's maybe not worth
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my time to even addss that.@ut it just made me so upset for the kid. So, | was
sitting at the table with them. | was on my own. | wasn't part of the conversation,
but certainly | was present. | could have said something. It's usually not my nature
to be so confrontatiohabut it just made me really angry at the time, and just

some things that you hear in a hallway of how teachers treat their students. It just
Bthey just don't really treat them with respect.

Names are one of theaws that we identify ourselveand | thnk by this teacher
ignoring this fact, she was making a choice to not accept this student as an
individual, andwhen she ignored the correct way to pronounce his name, she was
making a choice to put down his culture.

While Susie was keenly awaaed critcal of lack of caring and acts of disrespect that she
observed among her colleagues, her resistance was often limgteditioal perspective
includingstrong internal feelings of disapproval for the teachers involved and empathy for the
wronged studest She was dissatisfied with her response and struggling to find her voice to
intervene. She recalled one example,

There is a teacher this year. SheOs new to our school. And my team was rough in
the beginning. Rough! | mean we had to have an admatuassit in on all of our
meetings for a while, because there were so many fights, and | canOt even imagine
how much the administration is just really getting frustrated with my team,

because | know that there are a lot of complaints and meetings that happened
without my knowledge, because they donOt apply to me. But thereOs a teacher that
in the hallway on rough days, sheOll have a class, and sheOll motion that sheOs over
it like this [cutthroat motion] in front of her kids. ItOs so terrible. No wonder

things ae going badly. | was really shocked thetfirme she did it. | was lik®

Orhat didrOt just happenf®d now IOm just trying not to make eye contact with

her in the hallway, because | donOt want my kids to see that. ThatOs not something
| need my children to see.

| thought about talking to an administrator about it, but | donOt want to be that
person, Bcause | should be able to handle that myself. How do you say
something like that to an adult? How do you say something to someone who
should know that? You know?

She comes from a really different school environment. She come¢Disimct
name]in a canpletely different school than weOre in. It was a bilingual school.
She speaks Spanish as well, which is great. SheOs an asset on the team, but
behavior problems were much more of an element in her job there than they are
here. She was breaking up fightslastuff like that, a definite change of culture.
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Not that that would be okay there either, but this is a different environment. It is
never is appropriate. 1tOs just really shocking.

While Susie grappled with situations involving direct confrontation watfleagues, she resisted
the lack of active caring that she detected around her by trusting in her own judgment, focusing
on her own power to positively influence her students, and by going her own way or alone at
times.

Susie described two situations @vhshe resisted activities or actions that she felt did not
support her students in a caring and respectful way. First she recalled her school honors day.

We have our own classroom awards day tomorrow, because | hate the school
awards day. So at our [scHpawards day, thereOs a form we fill out. You have

this many orPrincipal’s List, and this is what you can do for ya®utincipal's

List, Honor Roll, Most Improved you only get two, blah, blah. And so for every
third-grade class that's going up, there eecentage that is sitting down and the
rest are lined up and getting their awards. | noticed that onegiact class,

every kd is in line, and | was like Wiow, everyone got awards. They must all
haveHonor Roll or something, oPerfect Attendance.OAnd then the principal

starts reading oWuper Student Awards, which is not a categy. My friend and |

are like, @vait a second. That's not the other side of the paper is it? What is a
Super Student Award?QAnd then I'm thinking about it, and I'm lik€] hat teacher

just made it herself and is giving it ddT.hat is great, but that is my biggest

problem with my team. It is that there are good ideas, and then there's gossip and
not good ideas, but nothing gets communicated well. That would have been great
and it seemed really consistent. Had we done it across the grade level, because all
the kids know the awards, so evemgaelse is sitting there like\Wbat's aSuper

Student Award? Why didn't | get that? Why didn't my teacher give timat?0

As noted edier, Susie resisted the possibility of students missing out on the encouragement and
affirmation of academic awards by creating her own classroom awards and ceremony. She
explained,

I love our classroom awards. They're just superlatives, and it makeshiiném

when you give them an award, that their peers actually voted for them. So one of
the ones | got intspecial edhis year who has shown a lot of improvement in
reading, mainly that he likes to read. He likesryoand read everything to me,

like here, @o you want me to read it out loudBOt he's getting/ost Improved

in reading, and | cannot wait to see how he's just like, everyone voted for me.
Yeah.
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Another situation in which Susie resisted lack of caring for students occurred during
standardied testing when a colleague decided arbitrarily that students could not use the restroom
during a testing break. In this instance Susie pushed back and effectively took over the situation.
She explained,

| was in a testing room with one of my good frietatst year and | basically ran it

Bshe monitored. We had about 30 something fifth graders, and this year | had 29

fifth graders, but myesting partnewas an interesting character. She is very

dominating, and really got onto the kids early on. One deyafuld not let them

go to the bathroom ding the break, and | was likeN®, I'm going to let thema

because we have ten minutes.O
She recalled, Ol would have been the kid just sitting there so scared, just sitting there like, 'l
really have to go. just want to get through with this,® and focusing orQfiasie noted that she
thought about how to handle the situation and finally decided to let the students go to the
restroom despite what her colleague had said. She also recalled feeling uncéernttoatebe
testing environment might have felt negative and even foreboding for the students. She said,
OAlready, without me doing anything, | was already the good cop, like the combo, you know. All
right, well, fine, because you're allowed to smile atithbecause you want them to be
comfortable in the testing environment.O Olt's been frustrating,O Susie elaborated. Ol couldn't
believe that. We took very different approaches.O She continued,

I mean how could you, if you're worried about your own childli&e they

should be able to go to the bathroom. How are you going to focus if you are

thinking, OOkay, well | really need to gd®0 like I just started handling

everything.
Susie asserted herself and took over the testing responsibilities, descaeibihgughts, which
were, OSo, you just stay over there, and 10l just do it myself. Thank you.O Susie was still

reflecting on her reaction to the situation and resolving to do things a little differently in future

situations.



10¢€

When I'm in a situation andreew person, | will be the quiet one first tmétiof

test it out and be like Zhat are you about, and how could | still get to my goal

without like, you know, ruffling any feathers®Bmt | wish that | had said

something sooner, because | still let thiesis go to the bathroom.

Susie resisted lack of care for students by trusting her own judgment to make determinations
about activities that were less than beneficial for her students and about the best ways to
encourage her students. She also continueeffect and improve her own response to
colleagues in situation when she observed lack of care for students.

Sustaining. Susie sustained her commitment to advocacy as caring by focusing on the
positive impact her actions made on her students, by maintaining realistic expectations, and by
relying on the support of her administrators. She explained her understanding of ¢nepdw
role of a teacher.

| just feel like as a teacher, especially in elementary school, you have such power

to shape the way kids think about themselves. And | donOt take that responsibility

lightly. I think it colors a lot of how | choose to phrasengs to my kids and the

activities that | choose to do. | mean, | guess | respect, and | value the way that

their personalities are forming, and IOm a huge part of that. And | can either be a

negative influence or try not to be an influefdé&e be ambivéent or something.

Or | could work to be a positive influence, and | would like to be that.

Susie described one studentOs reaction to receiving a classroom award.

It was surprising how many just walked around with their awards. The boy who

won Most Athletic, | mean, he carried that around all day. Our special education

teacher who has worked with these kids since kindergarten is moving to another

school. So she was taking photos with all of them and different groups, and he

just held his award the entitiene.

While Susie was confident in the power of her advocacy through active caring, she did not
expect that her students would recognize her influence specifically once they became adults.
Reflecting on her classroom awards day, she explained,

| donOt knw that these are things that 101l ever get credit for in their lives. But if

you can shape somebody to be the best that they can or realize that they have a
hidden talent or change the way that they view themselves in school, thatOs so



107

powerful. And | alwgs want it to be a fun day. | mean half the reason that theyOre
excited is because they get a prize, and they get a little bag.

In addition to her belief in her power to positively impact her studentséstagn through her
classroom community, Susi@ok note of the impact of her close relationships with her students
on their success in the broader school community. She explained,

| was d recess today with some seceayrdde teachers, and they had kids sitting

out missing recess, and | haven't had. thikey were like, OOh what's he in

trouble for?® and they were talking to each other. Ol love when you ask him what
he did wrong. | just love to hear his answersO | guess that kid admits to a lot of
other things that he did. And | was thinking, OWowallyehaven't had anybody

get in trouble recently.O We've had issues with a student using bad language, and
he has a point chart. He loses rewards for that, and we have conversations, but |
think when you can build a relationship with your kids, you canhjasdle things

so easily. Once you do that, thereOs no, OWell, now move your peg, and that's how
many minutes less recess for you.O It just becomes so much easier on you.

Building relationships with students through careful attention and active catioglgo
resulted in their success, but it also supported SusieOs realistic expectations for her
students. Susie explained,

| think that sometimes people are really idealistic and have these big ideas. They
don't really understand how children work and ttsinot just like that (snaps

fingers). Sometimes it is a lot of hard days to make a very positive change in a
child. I don't expect to see drastic changes, | have seen some really good changes
this year, but hopefully I'll see some really good changdw@e years if they
[students] continue having good teaching. And I think that's how | think about
myself as well. I'm definitely not the teacher that | want to be now, and | probably
won't be the teacher that | want to be next year, but it's a journeysa\it's the

same with kids. If you come in and expect to take every kid in your class that's
reading on a kindergarten level and move them up to grade level, you are going to
be disappointed in yourself, and you're going to be disappointed in your kids.

Observing her studentsO successes and judging those successes through realistic expectations
gave Susie confidence in her efforts and desire to sustain her advocacy through active caring.
Finally, she also credited a supportive administrative stafffffiained her work as a

caring teacher advocate and encouraged her to continue with that commitment. She explained,
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| feel like my administrationsi really awesome in the seribat they can see

teachers that are passionate about what thegribthey ceadbratethat in a sense.

| don't really know that they are best at discerning good teachers from okay

teachers that hide it well. But they're very supportive of me.
Susie sustained her advocacy of active caring by focusing on her studentsO successes,
mairtaining realistic expectations for her students, and drawing on the support of her
administrators.
Summary — Theme One: Advocating through actively caring

Susie envisioned active caring as part of her role as an advocate for her students. She
enacted herigion by being vigilant in her observations of her students and attending to their
physical needs including situations related to health, food, and clothing. She also attended to her
studentsO emotional needs, drawing on empathy to relate to them and huslabportive
classroom community to support their setteem and confidence. Finally, Susie demonstrated
care for her students by protecting their instructional time and making extra efforts to enhance
their school experienc8usie resistedituatiors when she oferved lack of care for studefip
trusting her own judgmemven as sheontinued to reflect and improwonher own response
and shesustained hezommitment taactive caring by focusing on her studentsO successes,
maintaining realistiexpectations for her students, and drawing on the support of her
administrators.
Theme Two: Advocating by believing that all children have talents and can succeed

Ol have to say, | don't think that | ever thought that kids couldn't achieve something. |
think that's just a core belief.O Susie stated. She elaborated,

It doesn't look the same for every single one, but | really, really do believe that, so

| spend a lot of tim®and I'm thinking about in comparison to some other

teachers that I've gotten todwm. | spend more time thinking about what will help
them get to the end and what those steps in between look like, especially for my
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successful so that they can take more risks

Susie reiterated that her belief in the potential for each studentOs succeed was central to her
personal philosophy of teaching, and the fact that this was a core value was evident in her
program application and interview documeiske argued in henierview writing sample that
believing that students can be successful is especially important in urban schools. She stated,

While | would argue that every elementary teacher across the United States
should firmly believe that their students cartceed no matter the challenges they
face, | feel that this is a more relevant education issue in the urban classroom.
Working in an innexcity, possibly aineed school unfortunately means that some
of my students will be dealing with issues that | haseer faced. While | may

not be able to discuss and relate to them with-fiestd experience, | can provide

a place where they can learn to move on from their disappointments in a safe
manner. Too often society loses faith in minority children or in oérldvho

come from challenging environments. Thistath-common belief that because of
oneOs background or hardships, one will not succeed is not only unfair, but doing
a disservice to our education system and our youth.

In her program interview, Susitated that Orecognizing studentsO talentsO is an effective way of
connecting with culturally diverse students, and she also suggested conversely that low teacher
expectations negatively impact learning for diverse students. Oln learning that they an survi
and overcome certain challenges, a child will begin to inherently believe that they can tackle
anything which should mirror their teachersO beliefs and attitudes,O she wrote in her interview
writing sample.

Susie compared feelings of helplessness abuent world crises she often experienced
with her feelings about her students, saying,

When I'm riding to work and listening to the radio, and there's so much negative

stuff going on, that I find myself just feeling like the world is so hopeless.

Everyhing around me, like Myanmar, all the refugees are drifting into Thailand.

It's just such a horrible situation. But it's funny, | don't feel that same negativity

towards my kids. Maybe if | read about them somewhere, | would feel like the

odds are stackembainst them, but | just can't picture bad stuff happening for
them. | have an unrealistic positivity about their future in a sense. Does that make
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sense? It sort of clicked, that most of the time I'm like, the world is awful,

everything is terrible, andhén I'm like, no, it's not, they're going to be great.

SusieOs Ounrealistic positivityO or unwavering belief about her studentsO future successes was a
form of advocacy in her work as a teacher, and this belief was the foundation of her actions in

the lives of her students. OBecause | care about you, IOm insinuating that youOre worth something
so | necessarily believe in you,0 explained Susie. Ol think thatOs very true.O Susie enacted her
vision by adhering to pedagogical practices that supported hiemss@® successes, by placing
confidence in her studentsO abilities as individuals, and by maintaining high expectations for
herself as a professional.

Pedagogical practices supporting success. SusieOs vision that all students have abilities
and can succeeglas evident in her commitment to pedagogical practices that supported her
studentsO successes. She explained the importance of her own pedagogical knowledge to her
work setting her students up to be successful,

| want to be that teacher that truly knoves Btudents, really has a whole wealth

of knowledge in terms of strategies, and | feel like I'm starting to get there in

terms of some behavior management strategies, but it's only my second year.

| have a lot to learn of how to effectively reach thasis becase I still go home

wondering, Bow ae they not understanding this?O awth& am | doing that is

preventing themrbm getting it?O oMZhat can | do to bridge that gap?0O
Susie believed that all children have talents and can succeed, and hatleeddeals by
adhering to strategies grounded in culturally relevant strategies, child development
theories, and responsive classroom management techniques.

Culturally relevant strategies. Susie discussed the way that her vision had developed
since she égan teaching, deepening to include an individual focus on each student. She wanted

to Otruly knowO each of her students, and her careful attention to each of them supported this

commitment. She stated,
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| feel like an effective teacher of diverse studéws strategies to teach them, no

matter their background, no matter the background knowledge that they come to

you with, no matter their prior schooling, whether that's super high, and they are

above a lot of other students, which is a challenge thabdideor a lack of

schooling, and they're coming to you in third grade.

SusieOs pedagogical understandings included a firm commitment to culturally relevant practices,
and some examples of culturally relevant strategies in her classroom included making
comections to studentsO lives and providing-teghl thinking activities and authentic

experiences.

Making connections. Susie felt that paying attention to students was an important part of
her effective teaching, because it gave her important background knowledge that could help her
connect with students as well as immediate information about their response to heranstruc
She stated,

When I'm explaining something, | am looking at all of your faces, and if you look

a little confused, we're switching gears. But, | also love to use them as examples,

or use stuff that they know. We [were] taught that in our classe#’sjusst

effective teaching, just effective, how to form a relationship with the kid, get to

their level. | mean, food, anything, an example that they would understand. And

when their eyes light up, great, | can tell we're on a roll. And I think jusg bein

totally tuned into them is helpful, which means you need to get to know them,

obviously.

Susie used individual book conferendesing independent reading tirme one method of

getting to know her students personally. | observed her book conferending iahy allday

observation. While the class was working on projects or reading silently, Susie called students up
oneby-one who had signed up for a conference with her. The book discussions were friendly

and personal as Susie and each student discumsbddk they had finished reading. After each
discussion, the student read aloud some sentences in response to SusieOs request, and she aske

the student thought the book Owas too easy, too hard, or just right.O Then the student left to go to

the libray to find a new book to read. Susie made notes before calling the next student up, and
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other students continued to sign the white board letting her know that they needed to conference
with Susie.

Susie demonstrated her knowledge of her studentsO baclgaswsite connected the
curriculum to studentsO home lives throughout mydaylobservation. As students drifted into
the classroom, discussing the previous snow days and the unusually cold weather, Susie
compared her thermometer reading (17 degrees)wiitt students had already learned about
the freezing point of water and turned the numbers into dqustin equation. She also made
connections between a nonfiction text on Mary McLeod Bethune and the personal lives of the
students. The discussion baed between the informational text and +i#al connections that
included parents working multiple jobs, students getting scholarships to college, and families
who attend Sunday Schools at their churches. Susie also supported the lesson with visuals that
built connections including maps of the location in Africa where BethuneQs family originated as
well as of Chicago where she attended college.

Math instruction also included examples of SusieOs incorporation of real life connections.
The subject of the sty problem of the day that students completed on individual white boards
was the number of books that Susie and her-pushpport teacher had read since the beginning
of the year. Also, when reviewing the geometry vocabulary, Susie used the examigleibf a
to link shapes into broad categories and she used the analogy of two friends as a mnemonic
deviceto link the academic vocabulary wopdirallel, to its definition.

Reflecting on the connections that arose during her instructional conversatisies, Su
described how her approach had developed,

At this point in my teaching career I'm starting to feel like things just come

naturally to me more so than they have before, so | think the way that | talk to my

kids and the things that | stop and talk aboutepth are things that | think |
consciously had to do up until this semester.
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In addition to connections built during instructional conversations, Susie fostered a culturally
relevant learning environment by encouraging the use of the students@rmumgé as they
worked in cooperative groups, freely ceslgitching between English and Spanish throughout
the day.

Higher-level thinking activities. Another demonstration of SusieOs commitment to
culturally relevant strategies to support high expectafimniser students was through the
fostering of highetevel thinking by incorporating higlevel vocabulary, intellectualialogue
and authentic experiences. Susie selectedatad texts with rich vocabulary and language
features, promoted school wi@& EM-focused activities, encouraged her students to express
their thinking through intellectualialogue and arranged for her students to engage in authentic
experiences through field trips.

Ol've been wanting to read aloud one of the origimalia Bedelia books, because so
many of them get the nexmelia Bedelia books from the library,O she explained. Susie
explained the new series,

It's like she [Amelia Bedelia] is a kid, but she still does the same things, it's just

kid problems instead. But | lovelddse books, so my books from the library, |

specifically got a ton of Amelia Bedelia, because | knew that they would be

interested in the old ones that | used to read. | was happy that [childOs name], the

little professor, knew some, like they Odraw tlapels,O but she actually drew the

drapes.

Susie intentionally selected amelia Bedelia book as a readloud during her observation, due
to its focus on homophones and idioms. Also, she explained that she had told the students that
she used to likdmelia Bedelia books when she was their age, and she thought they would like

that connection. As Susie read the book during my observation, she stopped several times to act

out words such as OfrazzledO by waving her hands and acting flustered. She als@stopped t
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explain the meaning of a Obook jacketO and to make a connection to the saying, OYou canOt judc
a book by its cover!O She demonstrated the phrase OYou could hear a pin dropO by dropping a
pin for the students to try to hear, and they all listened igtentl

Susie read a chapter from bo@ke Tale of Despereaux, during my fultday observation
after indoor recess, and explained that the challenging vocabulary contributed to her decision to
choose the book. She stated,

We've been doing an author study of &&iCamillo this year. It is very informal.

We did one part during ITBS when our reading time was all over the place, and

we had kids coming and going. We did a novel studyeofiuse of Winn-Dixie,

and they loved it. It was the first one we read, andihéothis little brochure,

really easy, like every chapter you have a little job to do, like vocabulary

prediction. It was really simple, and it was great for when kids would be gone for

three chapters and come back, and they loved that book. Kate DiCiamillo

awesome, and she has such high vocabulary in her books. So, | kind of ordered it

leading up tdDespereaux. It is a difficult book.
OThe vocabulary is becoming more natural to me to use it, and then quickly explain it when |
don't think that they wouldnderstand, and to put it in a way that they do understand.O Susie
explained. Her confidence in her ability to scaffold challenging vocabulary supported her efforts
to challenge her students.

In addition to exposing her students to highel vocabularySusie committed personal
time to efforts aimed at providing her students and others in the school with enriching academic
experiences. She explained her work on her schoolOs Science, Technology, Engineering, and
Math (STEM) committee,

I'm also on the STEMommittee with three other teachers and the principal

because we're trying to get STEdMrtified, and | think the teachers that are on

that committee really are committed to, one, teaching those content areas, but also
believing that that it will assist okids.
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Susie conceded that the process was a lengthy one, but she felt that the results would be
invaluable for her students, and she specifically pointed out her service on the committee as an
example of advocacy occurring outside of her classroomegtiained,

[ just love it. | think it's going to only do good things for our school, and it's also

exposing them to things that maybe they don't have exposure to outside, or they

do, and they just don't know the academic language for it. My kids argsalwa

doing science experiments outside. Maybe they just need that structured

environment in here. So I'm really excited about. Becoming STEitfied is a

long process. This is our very first year. We have a science lab this year finally,

and we just did aufirst STEM day on Friday, which is great.
In addition to her work on STEM certification to providemal opportunities for highdevel
thinking activities within the school, Susie fostered independent thinking and intellectual
dialoguewithin her clasroom. During instructional conversations Susie encouraged groups to
discuss by asking, ODo we agree? Why or why not?,0 rather than simply asking students if a
groupOs answer was correct or incorrect. OThank you for the complete sentence!O she exclaimed
as students explained their thinking to the class. After students worked out solutions to math
problems on individual white boards, Susie took up several boards and displayed them to the
class, noting that each student not only found the answer to theprobtém, but also illustrated
their mathematical thinking. Students in the class discussed what they liked about each of the
boards including the strategy that each student used to find the answer. This subtle yet consistent
emphasis on higlevel thinkingwithin her own classroom emerged from SusieOs firm belief in
her studentsO abilities to engage with challenging vocabulary and intellectual thinking and
dialogue

Another example of SusieOs commitment to culturally relevant practice andiéngher

thinking was her work organizing field trips as a means of providing authentic experiences. She

organized a gradievel trip to a local nature center as well as to the family library trip. While the
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library field trip was originally SusieOs idea and plannetlébown students, she emailed the
logistical information as well as the bilingual informational documents and permission forms to
her graddevel peers, and offered to assist them in planning the trip for their own classes.

Child development and learning. In addition to pedagogical knowledge that included
culturally relevant practices, understandings of child development and learning theories were
critical to SusieOs expectations and instructional decisions that focused on success for each
student. Sheredited her knowledge in this area with her ability to assist each student in meeting
his or her potential. She stated,

| think sometimes people just don't give kids credit, so they create these lowered

standards or incredibly high standards, which theyérer going to achieve. And

| feel like sometimes when you hear teachers talking about their [studentsO]

deficits, [it is] more so that maybe they have really unrealistic expectations, or

that they're not facilitating them in the best way.

Susie arguechat in order for teachers to have appropriate expectations and to know how best to
instruct each student, they needed to have a grasp on child development and learning theories
and continue to grow through experience. She actively engaged in and oftémetéedd in the
process, collecting data, writing reports, and attending meetings to ensure that her students were
appropriately assessed and served when necessary. This purposeful attention to child
develgpment and learning resulted in success stthesSusie felt would allow her students to

reach their highest potentials.

Susie shared some examples ofwerk using the Responseliaervention (RTI)
process to support students who had experienced interruptions and gaps in their education and as
a resllt had fallen behind grade level as well as students with behavioral issues that interfered

with their learning OA lot of kids would have just gotten, OOh, well, another teacher's problem,O

or OLeave them behind, 0O she explained about students whotiesliffecessitated lengthy
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and complicated intervention processes. She described one situation requiring multiple
interventions,

One student did not know his letter names, and so we'd been working all year on
identifying letter names, and this one st was not working. So, because |
thought he also had a speech problem, we did a different strategy of him picking
out the letters that he knows, and it was great that he actually could do that,
because then he could get phonological awareness testiict), véhwasn't able to
last year when he got tested. He'd been tested before and did not qualify. They
couldn't do a full range because he didn't know his letters. So, anyways, he
qualified for support finally, which was great.

Not only is the RTI processomplicated with some students, but also it can be extremely
labor intensive. Susie explained,
IOve hadtudents recently that had movadrom out of district, so their files
were a little bit incomplete. They didnOt have behavior plans like we thought they
should, so it took a lot of disruption to my class, a lot of data collection, and pages
upon pages of writing up what had happenedde reports, and meetings in
order for those students to get moved to a better school with a smaller class size
with paras for every student.
While the RTI process was an extremely important tool for Susie as she advocated for the

services that her studis needed in order to be successful, appropriate use of testing

accommodations was another tool with which she had developed expertise. Susie described the

importance of accommodations for one student and her struggle advocating through the testing

accomnodation process,

| had a student in my class who arrived yehr from a different school, and he

was on 3@minute consultative IEP. Based on his behavior, he needed to be in
resource, so early on after he had some episodes in my class, we startedgollecti
data. There was confusion between the special ed coordinator for our little district,
the special ed case manager, and the testing coordinator for our school. The
student did not end up with any accommodations at first, even though he could
have receive some based on being an ESOL student. | mean his behavior was

rough

So, | thought he was going to be in a small group setting at least based on what |
found in his documents, and then thg détesting they were saying, OOh, no,
he's in a whole groupSo, | put together like the special behavior chart and
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incentives, and went and talked to his testing teacher, went and talked to the
testing coordinator to explain that it was very stressful, and to ask if they could
mimic frequent breaks. And | talked him individually about what to do when
you're frustrated.

This was all in vain because he had episodes every single day of testing and had

to be removed every single day. The most he completed was 15 questions on

science, because he had a very rough.tl got pulled out of my own testing

group to work witthim and try toconvince hinto continue testing and to do his

best. The administrators weike, OHe needs to be in small group.O I'm like, Ol

know that.OKey, heshould have individual testing@ also know thatlO

emailed them the week before, li@®h, wowOwhen we started doing review

could immediately tell we were going to have issues

| felt like | was trying in some ways, and then in other ways like nobody was

advocating and nobodgally knew what to do. Because he's become quote,

unquote become kind of a problem child, like people don't really know what to

do.

Susie took the lead in securing support and accommodations for her students, relying on her
knowledge of child developmeand learning theories when support staff and administrators
were not immediately responsive to the needs of challenging students.

Classroom management. In addition to culturally relevant strategies and theories of child
development and learning, Susiéa@ on her responsive classroom management skills to set her
students up to be as successful as possible. Ol had a lot of problems [with classroom
management] when | was at [School Name], and | didn't have a great mentor in terms of that,O
she recalled. & continued,

| wasn't sure of myself, | didn't have a lot of strategies, so it was not really good in

the end. And then it got a lot better, and | had a really good mentor, and | started

to think about it more, and | would say it's pretty strong now.

Suse acknowledged that while she was Ostarting to get there,O it was an ongoing process both in

terms of improving her own management skills and reinforcing the rule®atiges with her

students. She explained,



One thing that has helped me that | tellestpeople that are struggling with [it], is
that they are going to mess up. | think that | was idealistic about my classroom
management, that when it wemrong right after, it wasn'tL@t's do it again.

Let's do it again until you get it right, bersl know you can do it right.was
that I'm doing something wrong, and | just wasn't sure of myself

SusieOs confidence and success with her management procedures drew attention from her
administrators. She explained,

| think that class management hasrbagroblem in third grade and other classes,

and so teachers have been instructed to come and watch me. | don't think I'm

doing anything different. | think that I'm being consistent, and | think that I'm

holding them accountable. We definitely have cosaions every day about how

you are leaders and how you line up and showing people how you control

yourself, I know, every day. But also my management within the classroom of

how we treat each other.
While Susie felt confident in her use of responsive classroom management procedures, having a
class with a large number of special education students had been especially challenging during
her second year of teaching, and her grasp of classroom managaategies had become even
more vital to her studentsO ultimate success.

OTeaching special edtlass where weOve had some unusual behavior issues has really
made me questiogverythingO she stated.

It's not even just teaching the content now. It's lmachedule my day and their

day so that they can access the content, because if I'm doing something wrong,

then they're shut down for the day, and then they're going home. So, | feel like |

have to think about many more things than | did last year in tefrtesichingd

talk about teaching the whole child. That whole child looks really, really different

this year than it did last year.
One way that Susie adjusted her schedule to accommodate her studentsO needs and to support
their ability to learn and toghave appropriately was to incorporate a Ocooling offO period after
recess. She recalled,

| played around with my recess was time a lot this year, because my ESOL

schedule was changing so much, and | want to maximize the time that | had
assistance. But, weould go outside for ten minutes and then be wild. So, we
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started a coebff period, and we haven't used that terminology in a while since it's

gotten cold, but our coalff time was to cool off our minds, to calm down and to

cool off our bodies in the mconditioning by sitting still. So, we had ten minutes

of recess and about 15 minutes of a read aloud just to cool down.
In addition to being aware that her students could benefit from a-@ftpetiod,O Susie was
aware that too much sitting was nondacive to her studentsO successes. When discussing the
full-day observation, Susie expressed her concern that the students had to spend more time than
usual Oon the carpetO receiving direct instruction because she was trying to make up for lost
snow days.

[This] isn't my ideal day, because | can tell some are getting squirrely and

especially for some of my boys with behavior charts, focusing is a big problem, or

a big challenge for them. So, | feel like sometimes today when I'm asking them to

do too muctthat it's difficult for them.
Susie was aware of the developmental needs and limitations that impacted her studentsO abilities
to learn, and she was responsive with her management practices to support their success.

Susie had observed that classroom manet approaches varied, and she reflected on
negative hidden messages that poor classroom management conveyed to students.

It shocked me when | went into the classroom of a respected teacher last year.

She's a really good teacher, but | was shockedtibet was an entire group of

first graders in the back that were just talking and not listening to her lesson. | was

like, that's just not okay. And sometimes when I'm obsemihgr teachers, I'm

just like, ®low do you not re&ée that kid has his headwn?0O

| think that it is a lack of high expectations, because if I'm just allowing you to sit

and just talk or play at your desk, then I'm sending you the message that it really

doesn't matter if you learn, because this isn't going to be important to you.
For Susie, failing to manage student behavior to maximize their learning was in effect lowering
expectations for studentsO abilities to achieve.

SusieOs high expectations for her students® behavior included the belief that they needed

to be accountabl®r themselves and to become leaders by their examples, and she felt it was her
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responsibility to teach them those skills. She stated, OMaking them be a leader and just being
accountable. ItOs not okay to just, if you donOt have somebody teaching YoyoOhdee
been taught, sir, so here you go!® Somebody cares enough to make you do it the right way.O One
way that Susie promoted leaders was to highlight instances of success. OWe say, OCheck
yourself, are you doing the right thing?O0O She describ&éeéramanner in which she led her
students to think about their behavior,

At the beginning of the year, | make up an errand. | say, OOka;N/ | have to go across

the hall. I'm looking for leaders, and I'm going to be right back.O And then I'll wait

outside, and'll just peak in and just stand there and watch to see whatehey'r

doing. Then | would be like, OAwesome joe¥@n if everybody wasnOt behaving

perfectly, and then #y're like prou®Q love that | can leave you by yourself,O

not that | really do thatso I'm just going to €t a coffee, are you guys cool?0

[Laughter]
Fostering accountability aligned with SusieOs approach to classroom management as a tool for
positively shaping her studentsO perceptions of themselves and protecting them from negative
management approaches used by other educators. She stated,

| think people forget that kids really remember stuff, and it sticks with them, and

it drives me crazy whenHear some teachers saygd, my class is just crazy

today. They're just insanthey can't do anything today\ad as tle inclusion

teacher, I'm like, OTH& not us.O I'm like0odjob! We're not the crazy ones!O

Even though, of course, some of us are, bona fide, right? They work to prove it.

But no, really, why would | say that in front of them?
Skillful responsive classroom management provided Sss&udents with structures and
supports so that they could be as successful as passihléding up their own selésteem and
protecting them from negative perceptions. Management procedures that included consistency,
purposeful scheduling, and accaalnitity were especially important for SusieOs students who
struggled with behavioral issues.

Confidence in students. Susie held high standards for her classroom management in

response to her belief that all children have the potential to succeed, atsbstiemonstrated
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her belief by placing a great deal of confidence in her studentsO abilities to be leaders within their
own realms of influence. By trusting them to be leaders and to take ownership of their learning
and their choices, she sent them powlariessages about her confidence in their abilities.

Advocating within their families. Within moments of beginning my futlay observation
of SusieOs class, | observed her encouraging her students to be advocates for themselves within
their own familieslIn light of confusion over school closings during extreme winter weather,

Susie explained how to locate school closing information on local television and radio stations.
OBe a leader. You are eight; you can tell your family, OWe need#l ta @bannel D You can

do that!O she admonished. She reminded them that they should listen for the name of the school
district not the name of the school, since schools are not usually named specifically. OMaking
sure that they're advocates as children is what | achiteathem,O she explained. OSo, if you
arenOt sure if you have school because of the weather, don't just stay home from school! Like,
you're eight. You can be your own advocate for your education,O she said.

A district-mandated tornado drill occurred thg my full-day observation in SusieOs
classroom, and teachers had been instructed to review the drill procedures. Rather than simply
calling the students into the hallway to practice Oduckcover,O Susie introduced a discussion
about tornados prior tine drill announcement. She began by asking the students what they knew
about tornados and assured them that there were not usually that many tornados in Georgia. She
also explained that since falling trees and broken glass were the biggest dangets during
tornado, they would take cover in the hallway if there were a tornado warning. Susie took her
students into the hallway and crouched against the wall, demonstrating thea@dicokerO

position as her students first watched and then practiced.
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Susie reognized the value in giving her students reasons for the serious nature of the
drill that they were asked to conduct. She said, OSometimes in emergencies I'm afraid that I'm
going to scare them, but they're eight, they deserve to knowO She continomedpingéo tell
you why we had to go out, because in a real emergency you need to know where to be. | can't be
telling you when we're going out, look like this.O She believed that her studentsO abilities to be
leaders within their own families should bestered, explaining,

Maybe your parents dtirknow, but you can tell themSdmetimes | just think,

when | stop to explain about a tornado drill and things like that, I think by giving

them more, | know that I'm taking time out of a lesson to discuss what they should

do at home. But, even when they're not at school, it's stijbmyo teach them

what should happen later, so in a sense | guess I'm being an advocate in that way.
Susie believed that her students could be advocates within their own homes even as children and
that not only could they handle information that that M@aquip them to be involved in
important decisions, but also, they deserved to know.

Advocating for their learning. In addition to trusting students to be advocates within
their own families, Susie trusted them to be able to understand and to commainacatdeir
own learning. Studeréed parent conference day was a school wide activity that Susie
highlighted as an example of her advocacy for her students and offered as an opportunity for me
to observe. Ol like that the students get to give their paagatr,O she explained. OltOs important
that they know where their children are spending time.O Susie saw the event as a safe space for
both her students and their parents to practice conversaiondearning using English as well
as their home lange, Spanish. She explained,

The studented conferences, which is a schedte thing that weOve been doing

the past two years, is really getting the kids to take ownership of their learning

and their accomplishments throughout the year and also endi#imgto have

those conversations with their parents. Our schodé goal is to get them to
have these conversations outside of school, and to facilitate them happening.
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Prior to my observation of the studdetl conferences, Susie showed me the handoatshe

created for her students and parents to use together as the students guided their parents through

the presentation. One form included reading progress data, and the other included math progress

data, and the questions were printed in Englishedsas Spanish. For each subject students had

a small checklist to mark as they presented the data to their families. The checklists included

computerized assessments, teachade tests, and spelling tests. There was also space for

students to describedin behavior, an area of which they were most proud, and their goal for the

next semester. There was space for parents to write comments and questions as well as to sign.
Olt took an entire morning practicing with the kids, with the PowerPoint,O explained

Susie regarding the preparations for the event. OLetOs go over BddiiggNow, we turn the

page. Okay. Pretend that your parent is here. What would you say to them?O And my parapro was

walking around pretending to be a parent, so, that was helpér wh practiced.O Susie had

practiced each of the stages of the conferences with her students during the school days prior to

the event, and it was evident that the students knew what to do and were excited about being in

charge. They took their parents guided tours of the classroom before sitting with their family

members at desks to go over their data notebooks. OLook how much ownership he takes in this

class!O she exclaimed as one student carefully showed his mom the broom and cleaning supplies

in thecloset. OHe has never even been the sweeper.O Susie applauded the student as he finished

giving his mom a tour and observed as other families toured and then settled for the presentation.
Susie used a simple PowerPoint presentation to keep the studeraskoduring the

conferences and to remind them of the things they had practiced. There were six family clusters

working with six students, three of the clusters having both male and female caregivers, and

three clusters have only one female adult. Sgeamger siblings moved around the room during
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three presentations with two preschagkd siblings running in circles in front of the interactive
white board.

Susie spoke louder to be heard over the playing children, guiding and complementing the
groupand responding to questions. OThis is great! | see lots of parents talking about spelling
words!O she announced as she moved from grarpup to explain terms such @agerential.

She explained the difficulty of certain skills, and reassured family reenand students that

they should not worry about areas for improvement. OThe score is from earlier in the year,O she
explained, now it would probably be higher.O She continued circulating through the groups until
the presentation concluded and then seitdtie door thanking each family for attending as they
exited.

Susie explained the importance of studedtconferences for her studentsO successes,

| think sometimes in elementary school, the students just don(N)tNknow how

theyOre doing. They know if they@ trouble or not, but they donOt

necessarily know if theyOre learning. So | think itOs really beneficial to

have those wg honest conversations, likeéy@Ove made great gains, and

this is what youOre getting better at, but look at this one skiidhateed

to work on. And hereOs some stuff that you can do on yoynathout

me, to work on that.O
Susie felt that engaging in the studésd conferences had enabled her to have direct
conversations with her students about their progress, andethéhaesdata notebooks as
references during the discussions. She stated, OThe knowledge of how theyOre doing in school is
really powerful, and definitely facilitating conversations between home and school and inviting
them in ways where the kids take owrgpsO Trusting the students wiitfiormationabout their
own learning was a demonstration of SusieOs confidence in their abilities to make an impact on

their own learning.

| just take it for granted that | had those conversations at home, and some of them
do. Sometimes their parents are not really surprised at what theyOre getting,
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because I0Ove had conversations periodically with them about skills, but | think

some parents really are surprised. And | think some of the kids really are

surprised.

I donCt tink it does a kid any justice telling them that theyOre doing great all

along or telling them theyOre doing poorly all along, because thatOs not really an

accurate description of how theyOre really doing. | think for every kid, itOs

important to figure ouvhat youOre good at, what you take pride in.
Studentled conferences equipped SusieOs students to understand their own learning and skills as
well as to communicate with their families about their learning. Developing these skills was
evidence of Susis®igh expectations for her studentsO abilities to influence their own academic
successes.

Self-regulating their own behavior. Fostering a sense of responsibility for personal
behavior was another approach that Susie used to demonstrate her confidenstuigemtsO
abilities and ultimately her belief in their potential. Ol want to give them the chance to make good
choices for themselves, so when we're in line, | might say, ODo you need to make a smarter
choice?0 This gives them the chance to take ovimefsheir own actions.O She described a
typical conversation about choices,

Orou're making a choice now. I'm giving you the option to make a smarter

choice. You know whom you want to talk to; you know what you want to

talk about. | don't know that. Buby do know the rules, so if you talk

later in my line, I will remind you, | will get onto you. You magt get a

point in the hallway.O
Susie used behavior charts as an intervention for students with behavioral challenges, and |
observed that she had cemsations about the studentsO charts in the afternoon in order for the
students to understand the consequences of their choices and to have the opportunity to adjust.

Susie explained that withll of thestudentswvith point chartsthe conversations takégge

throughout the day,



One gets a prize every hour with his behavior chart, so he comes to my

desk every hour, and we have a discussion about his point chart, and |

have a prize bag back there. The three boys with point charts, they get a

prize at the eth of the day if they've had so many points, and we talk about

it every time.

The regular discussions about behavior and consequences were a powerful component of the
intervention. Susie explained,

What's the point of having points if you don't talk abtBecause then,

especially with a few, we've been working on not letting one things ruin

your day. Like, if | remind you to keep your hands to yourself because you

are poking a friend with a pencil, don't let that, at 7:30 a.m., ruin your day.

That is o section that's done, and now we're moving on. So, it's important

to have those conversations.

If a student had difficulty that was documented on the chart, Susie had a personal and friendly
conversation with the student about ways that he or she nagitile to avoid the situation the

next time. She noted that although it took time each day to review the charts, OItOs pointless if yot
donOt talk about it.O Susie also took a proactive approach to preparing her students for dealing
effectively with challeging situations. When she knew that an activity or situation was going to

be difficult for a student to handle, she would preview strategies that the student could use to
maintain seHcontrol, sending the message to the student that she had confiderioe dh she

could successfully regulate his or her own behavior.

Susie devoted time to proactive approaches to support her studentsO abilities to control
their own behavior, and she took additional time to fostering resiliency when they failed to make
thebest choices for their behavior. She described one situation,

The princiQaI()s book of the yeal'ig 7 Habits of Happy Kids, and we just read

the storyp OBeginning With the End in Mind.O | chose a kid who has been having

a really, really hard year whast this last week has really turned it around as an
example of the strategy in the story.

His point chart this week was covered with threes (perfect score) and smiley
faces. It wa amazing. | explained to himT s is just one [perfect chart]. Next
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weekwe might have some twos because people make mistakes. And thatOs fine,
but if we can have three poicharts all with smiley faces,O | was like/iat

would you like2What would be your ideal prize?O And he wanted a pi—ata. OSure.
Absolutely.O And | expilaed, @ doesnOt have to be three consecutive ones,
because not everybody has three good weeks in a row, but this is one, so, maybe
next week we kind of mess up. Maybe we get some ones. ThatOs okay. Then next
week maybe we géhrees. Great. Now we hawed.OHe was really excited.

My hope is that whatever weOre doing in the class, especially in terms of the way
that we treat behavior and the goals that we set for the way that we treat others is
realistic in adulthood.

Referring back to the story OBegirmimith the End in Mind,O Susie explained her determination
to equip her students and to trust them with their choices. OYou are a person. You have agency in
the world. You can make the change,O Susie reiterated,

Should you be okay in a not great situafidfin. Some people need a little more

direction on how to do that and need a little more help in their stepping stones.
But this is a conversation | have a lot with my students.

By trusting students with opportunities to discuss and apply strategiesffoegdhtion, Susie
gave each child tools to seHflect and to take control of his or her own behavior, evidefhce
her firm belief in their ability to improve and maintaeli-control

Professional expectations. Not only did Susie demonstrate beliefrier studentsO
potential for success by adhering to the most effective pedagogical tools for instruction and
promoting their agency as individuals, but also she held high expectations for herself as a
professional as she collaborated with other educatatslealt positively with state testing
policies. This professional approach benefited her students as SusieOs efforts maximized
appropriate supports for their learning and turned standardized testing, an activity that often
interrupts instruction, into ampportunity for her students to participate in challenging and

engaging assignments.
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Collaboration. Susie acknowledged that working with so many different adults could be
a challenge and sometimes a bit frustrating. She said, OWhen people find o yeahes,
especially an elementary school teacher, [they ask,] OHow can you do that all day?0 I'm like,
OThey're not my problem. It's the adults.O The importance of collaboration and the value of
interpersonal skills were factors that Susie recalled iag laesurprise to her as a new teacher. In
one focus group discussion she explained,

It seems like one thing that we're all sort of talking about is how much you have

to work with other adults to do your own vision. When you're doing your

Capstone and walking into your classrodt's,like, @m just going to rock it, and

| don't need toatik to anybody.Qike you do, and there are things that get in your

way if they're not aligned, so it's not just forming a cool vision that you're really

strong about, but navigating all these barriers that get put up.

Working effectively with other edutars was a task that Susie took on purposefully, and she felt
that it was worth the effort when she knew that her students were receiving appropriate supports
that would allow them to be successful academically.

Susie acknowledged that teaching the spedatation inclusion class required her to
accommodate daily interruptions as about half of her students were pulled twice per day to
receive support services. Students in SusieOs class also received ESOL services, and this added
an extra level of planninp arrange her schedule to accommodate all of the specialists and their
schedules. Susie felt that not having all of her students in her classroom together each day
impacted the feeling of a Oreally ckbsgt communityO that she had enjoyed her first géa
teaching, but she was certain that the support was important for her studentsO success.

| observed Susie as she collaborated with a special education teacher Oon the flyO prior to
the studented conferences. Susie and her colleague were revievanglentOs data notebook,

and Susie was asking for suggestions for an instructional strategy to support the student. The

teachers commiserated about the way segpade standards built into a thigdade standard
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that was difficult for students to graspusie demonstrated a computer game that she had found
that was helpful for teaching the standard, and she offered to share the link with her colleague. In
addition, they discussed modifying activities for differentiation and an idea for a behavior
interventon all within a space of about ten minutes. It was apparent that Susie had an easy
rapport with hecolleagueand that there was mutual respect for the knowledge that each had
regarding the needs of students.

Not all interactions with other educatorgiive school building were as productive as her
work with the inclusion special education teacher. As noted earlier, Susie recounted several
instances when she had advocated for accommodations for students who had come to her class
from other schools withowtppropriate supports in place. She stated, Ol felt like | was trying in
some ways, and then in other ways nobody was advocating and nobody really knew what to do.O
In these cases, Susie took the lead, meeting and coordinating between administratorsuand va
specialists in her school while also collecting and documenting student information that could
support evaluation.

Skills Susie used to collaborate effectively with her colleagues were challenging at times,
but she explained that these were the g&iljs that she was trying to teach her students,
knowing that they would be adults and working with other adults later in life. She stated,

ItOs not all great in adulthood, and working with some challenging adults is

perfect for that, because you dori@ags love the people that you work with;

thatOs true. And obviously IOm not saying it just with my coworkers now. My old

job I didnOt love everybody, but | had to work with them. Those are real

conversations and real skills that you have to have. Yau{Deeit.

Collaborating effectively with colleagues especially benefitted SusieOs students, since her

students were served by a group of teachers and support specialists, and her acts of advocacy
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were undergirded by her high expectations for her studabil&®s and her insistence on her
students receiving the best and most appropriate supports available.

Positive approach. SusieOs professional attitude toward collaboration was accompanied
by a positive approach to standardized testing despite thengesléhat often accompanied the
tasks. The statmandated test had been revamped and was being administered for the first time
during the semester that | was collecting data. After administering the test the first time, Susie
found that she actually apprated the fact that the test pushed students to use evidence from text
in their writing. She explained, Ol actually kind of like the Milestones test, because it really
pushes them to write and really use evidence from text.O She continued,

| feel like inthird grade, at least the way that we taught writing last year, it was

like, okay, write an opinion piece about a monster. Write a narrative about what

you did in the summer. It was teaching the conventions, but it was way more fluff

than what they reallpeed to be doing. And they can do this. | was shocked when

| started really working on like pulling evidence from the text. Not just my middle

or high, but my special ed kids can do it. It's really great. And | know that if | had

started early on, like ewesingle day, talking about the same things that | expect.

It would have been amazing for them to do that.

In addition to adopting a positive outlook on the merits of the test as a means of improving
academic rigor for her students, Susie also intermladd differentiated projects for students to
select during standardized testing as a way to deal with the uneven schedules and locations of
students during the testing window. This positive approach to what is typically lost instructional
time for many tachers and students would provide her students with additional opportunities for
learning and engagement, an investment in her students resulting from her belief in their value
and potential. Susie worked at making the best of standardized testing, leeppen mind

and reflecting on ways that she could make the experience better for all of her students,

accepting that the test would be out of reach for some children. Ol know one student just copied

the instructions for the test,O she said, smilinga®lilke, OHow'd you distudent namé&lO He
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goes, OSo good. | wrote so much!O And I'm just like, OAwesome!O A positive effort and outlook
on standardized testing and as well as collaboration were professional expectations that Susie
adopted to support theest possible atmosphere to support the successes that she believed were
within reach of her students.

Resisting. SusieOs unwavering belief in her studentsO potential for success endured
despite challenges inherent to her students® backgrounds and lctatiexsewith which they
are often associated. She refused to give up on challenging students, because of her belief in their
potential, and focusing on successes strengthened her resolve. She described one situation,

One little boy in particular who justeeds so much care, and it was just, honestly,
kind of a nightmare at the beginning of the year. But it has turned around this
week. It was like a different child. I think he is a little bit immature, and he has a
lot of difficulty processing emotions amggbes from zero to 100 really quickly. |
think because of some things that might have happened in his past, he is very,
very scared of change.

So, on the second day of school, | was sternly sasongething to his neighbor,
GDkay, itOs time. Get out a bowke(e starting independent readindl@ even
yelling. Not even mad, but he got so scared and actually backed his chair away
from me like | was going to hit him. IOve never experienced that with a child.

He also had run away from school once or twicgeicond grade. He attempted
about five times over the course of the first month with me, so | have a walkie
talkie that | carry now. But heOs doing so much better. | felt like | spent so much
time. | didnOt really get a lot of support from my gieslel wunselor, but the
gradebelow counselor was wonderful who worked with him in second grade. 1tOs
just this whole team of people that are constantly there to care for him and he just
needs a lot of love at the moment.

But, you know, immediately | knew he wgoing to be sitting next to me. And

you could tell right away that he needed a lot of attention, that it was going to take
him a lot of processing, so he was my little buddy. HeOs always next to me. |
make sure that he gets a lot of positive attentind,lecause of that, heOs doing

so much better.

We just had a parent conference, and he and mysetharmom were all tearing
up. OYouOre doing so well.O | was likee @roblem before was that you were
not learning, antbok at what youOre doing now@s great.
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Her studentsO successes bolstered SusieOs confidence and reinforced her high expectations for &
of her students.

In addition to drawing encouragement from student successes, Susie drew strength to
resist giving up when she succeeded iniggupports her students needed despite the
cumbersome and often frustrating RTI process. She described an example of success she
experienced at the end of the school year,

Well one [example of success] was the placement for one of my students with

pretty severe emotional behavior disorder. Through a lot of data collection and

journaling of incidents that have happened, he is getting a parapro with him all

day, literally allthroughout the day next year. He's also getting resource for

almost every subject, which normally | wouldn't say is the best, but it absolutely

is the best for him. It's really too much for him to be in a classroom with

everyone. Even to specials, whiclwisen he has a lot of trouble, but I'm happy

with that. It'll be good for him. Yeah, that was one, and I'm very happy.

Experiences that resulted either in improvements of her students® performances or in improved
situations of academic support reinfor@uasieOs determination to resist giving up in difficult
situations.

In addition to drawing on successes to maintain her resistance to low expectations in
difficult circumstances, Susie accepted an outsider role on occasion, acknowledgiigethat
teacher® skills and expectations were different from her own, and taking a nonjudgmental
attitude toward them, while not questioning her own beliefs and practices. OlOve heard and
overheard some people say that they don't have time for that [STEM certificaticalise
they're behind in reading,O she admitted in a matter of fact tone. Ol mean on the whole our school
is a little bit behind, for sure.O Despite the knowledge that other teachers were not supportive,

Susie maintained her support for the endeavor, admgitime to visiting other STEMertified

elementary schools in the district and collaborating with district teachers.
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Susie also observed that teachersO pedagogical skills varied, and that she was
comparatively advanced in her knowledge and skillsiteesply being in her second year of
teaching fulltime. She described differences that she had observed,

| would say the program definitely helped. I think | probably have the propensity
to pay attention to a lot of things when | am teaching, and I'mvaaigdl do this
because it's one thing you have to do to be effective. | sometimes see teachers
lacking this sometimes.

Professional learning opportunities within her school building highlighted differences in
pedagogical skills that Susie depended orupipert her studentsO successes. She explained,

This colleague of mine who is an instructional coach for the school is wonderful. |
learned a lot frm her, but she was telling meyd just assumehat everyone
teaches like you.8nd that's kind of beenralization. You really do. You just
assume that when | see you in the hall and we chat, that you're doing the same
things in your classroom that I'm doing in my classroom.

But at the beginning of the year there's been a push for centers and guidegl readi
and guided math, and | wdike, @Ve're not doing this already? We already are in
my classroomWhy are we doing this trainingBDt having a veteran teacher

who actually used to work as an assistant principal needing to learn how to set up
centers ad to train kids to use centers was kind of-epening for me.

Once every two weeks there are these afternoon sessions on how to do guided
reading and what exactly that looks like and, unfortunately, | missed most of the
first five sessions because of pgrent meetings and stuff, IEP meetings, what
have you. But when Itially went to one, | was likeBay, this is far enough
along. We're like into the meat of guided reading. Sure, bbwatys use more
help with that.@nd I'd think, "Why are we talkim about this? Of course we d
all this.QAgain, it was just kind of eye opening.
Susie gained confidence as she experienced the successes of her most challenged students, and .
she accepted an outsiderOs role, realizing that her own pedagogical kea@antkdgills were
exceptional and valuable for supporting her students® academic success.

Sustaining. Susie credited her preparation program for giving her the skills to sustain her

firm belief that all children can succeed. She explained,
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Before enrollingn the UACM program, | had a very shallow understanding of
what it would be like to be an elementary school teacher. The UACM program
taught me how to be a culturally responsive professional, what it even means to
be culturally responsive, how to teachdsnts from a variety of backgrounds, and
how to use a number of teaching strategies to reach every student. In other ways,
it solidified beliefs that | had always held, but never had to voice, such as all
students can achieve greatness; all studentsapeble of learning, etcetera.

Susie had worked with teachers who were prepared for their work in other preparation programs,
and she contrasted their experiences. OThey build up people to be changers without giving them
the skills,O she said.

We havesomebody at our school who was part of the Teach for America group,
which we all understand what that means and what they come with. We've had
some really phenomenal teachers at our school from that group, and this is a great
venue for them to get into telaing, but it's what they always needed to be doing.
One of my good friends is a perfect example, but then there are also plenty of
pegle that try it on and decide, OThis is not for mehidk absolutely if they

build up people to be changers withoutigg them the skills and not making sure

that they really want to teacthen,they arenOt going to make it.

There's a special education teacher at our school who you can have one
conversation with or watch her interact with a child for more than fiveiras

and know that teaching is not even what she is meant to be doing, and definitely
not what she wants to be doing. Every day is a struggle for her, ahd s0 s
leaving, and we're like, @, onto better things? Not education, right??NTh

good, goodor you. Great.O

Susie felt that she was equipped with the pedagogical knowledge and skills to sustain her beliefs
regarding her work as a teacher advocate who held high expectations for her students. She
explained that how her beliefs were the force helmer work in conducting studeled

conferences,

| absolutely would [continue studelatd conferences]. | think it aligns very much
with my beliefs. | think for kids, the knowledge of how theyQOre doing in school is
really powerful, and definitely facibting conversations between home and
school and including them in ways where the kids take ownership. Because |
don®t like it when their parents are coming in all the time when the childOs not
present, so theyOre not hearing what weOre discussing ahpot it@s only for
very specific things like behavior or stuff like that. So | love it. | would definitely
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carry it with me.
Susie felt confident in her own abilities, and this confidence sustained her work even when she
felt unsupported and even discaged by indifference from her gratbvel team.

Susie sustained her efforts at providing experiences that supported her studentsO success
by going alone on occasion. She explained,

My team was very negative this year. It was like working by myself,wisia
valuable skill, because | was really terrified about that, but it was nice to know |
can do it alone. It's not ideal, but that's good to know.

| think that was a good lesson for me to learn, because | am a person who likes to
seek approval, andkind of just have given up on that, because | realized that
some people are just never going to give you approval, and they're not in it for the
same reasons that I'm in it, and understanding that means that | can continue on
doing stuff.

OltOs super fteating and very disappointing,O explained Susie that none of her peers had
planned the trip for their own studentsO parents to the local library after she had provided all of
the information and materials. She realized that she could not rely on hagueleto support

her efforts, and she reflected that in addition to a lower level of caring, the teachers inaction was
partially Oa lack of education.O As if indifference was not frustrating enough, Susief@sejrade
team also responded initially to thature center field trip with Obacklash.O Susie explained how

she coped,

I'm planning a field trip the Friday that I'm going to be gone, so I'm trying to get it
all done and taken care of. This is the first time I've done it, but I'm not going to
be therewhich, yeah, is really sad, because it's going to be an awesome field trip,
and my kids are really sad. But it'll be fun for everyone else. And at first wWees

a lot of backlash, like,Why are we planning a field tripZhd then they started
going like @Dh, thank you. Thanks for dwy that.But normally they just stay

away. Like I'll see them talking in the hall and like, you know, they're on my
team. Theyshould be friendly. I'm like,IQust know whatever you're talking

about is not goingp be podive, sol'm going to just keep walkin@Sometimes

it's kind of awkward. Sometimes | don't care anymore.
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Susie adopted a OdonOt careO attitude to cope with indifferent and negative colleagues, but when
she was asked to serve as grldel chair beginnig in her third year of teaching, she spoke of
her intention to promote collaboration,

| think next year will be a little better being grade chair. I think I'm in a position

with a team | can sort of cultivate or at least try to cultivate a group dynlamic.

feel like that was just given up really this past year. So there's no group dynamic

except for some negativity at some random times. We never met, so I'm hoping

that will just sort of change. If nothing else, if it doesn't work, which it may not,

there ae always still going to be issues, | will learn something else, and we'll all

learn to work with adults.
Approaching the challenge of collaboration with positive leadership was a strategy that Susie
would apply in her third year of teaching, but sixeressed confidence in her ability to go her
own way if necessary.

SusieOs plan to be a gréeleel chair that fostered positive leadership reflected the
generally positive interactions she had with her building administrators, and this support was also
significant in her ability to sustain her advocacy in believing that all children can succeed. Ol
think especially with some of the frustrations that I've had with trying to get services where |
haven't, at least the administrators that I'm in direct contiéic are very understanding that it's
frustrating and very supportive,O she explained.

Standardized testing was also a major concern for Susie, since third grade was a gateway
year for students, meaning that they were required to pass certain sidgdetsts in order to
move on to the next grade levellv®been supestressed and anxious about this test,O she
admitted, Oand like wondering if my kids are ready, because it's so different and just with
different challenges that I've had.O Susie daemHter during a focus group as she continued,

My principal has @jood perspective. SheOs likés @ew and the sces are not

going to be great.¥ou don't find them outintil November. She was likeBGr |
am competitive. | just wanbtbe better thasomebody else.O



13¢

But, yeah, | worry about some of the preparations. Like | know | haven't done

what | consider my best, and so I'm excited for next year because | think gearing

up towards the test and seeing how long it is has really given me a lotgf idea

like how to start Day One, and work towards that.
Support from her administrators sustained Susie in her efforts, and she recognized positive signs
from her graddevel colleagues. OMy grade level doesn't really get together ever, and so | think
theycome for you when they need something, and they've been really appreciative recently,O she
commented. OThey've been actually saying thank you for stuff, which is nice.O Positive
responses from colleagues and administrators, confidence in her owuafeléncy, and beliefs
firmly grounded in pedagogical knowledge and skills sustained Susie as a teacher advocate who
believed that each of her students could succeed.
Summary — Theme Two: Advocating by believing that all children have talents and can
succeed

The belief that all children have talents and can succeed was at the core of SusieOs vision
for her work as an advocate for her students. She proved her commitment to the belief though the
use of pedagogical knowledge that included culturally relevantipea, appropriate
expectations based on child and learning development theories, and through structures of
responsive classroom management. Susie also trusted her students to be leaders and advocates ¢
home and to take ownership of their learning aed tthoices, a powerful message about her
confidence in their abilities. Finally, Susie demonstrated a commitment to professionalism as she
collaborated with other educators and maintained a positive approach to standardized testing to
provide the best pstble supports and academic environment possible for her students.

Ol think that core belief that they will succeed is so, so important. If you don't believe

that, you're not going to put in the time to make sure that they can succeed,O argued Susie. She
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also expressed her belief that her preparation for teaching within the UACM program gave her
the means to enact her vision that all children can succeed. She stated,

It just sort of solidified the way that | always felt, and just furthered my beliefs,

andalso taught me to talk about those things and give me a way to express myself

in that sort of way. And | think also it kind of expanded my understanding of how

to be a teacher that was an advocate for her kids. Coming into the program |

would have thoughtDOkay, a really powerful teacher does stuff with her parents.O

I think | had a very superficial idea of what it meant to be a really good teacher,

and definitely through some examples that we had seen or discussing ways of

how, not everything you're pregeng kids with in the textbook is correct and how

you need to break barriers in that sort of way. It just gave me a lot of ideas of how

to do that, how to be more effective.
Susie experienced frustration when she realized that not all teachers helahé¢hieigh
expectations for their students to reach their potential, and she accepted that not every teacher
would appreciate her beliefs or even agree with them. Susie resisted what she called OnegativityO
by avoiding people and situations that felt negatorher, focusing on the successes of her
efforts for her students, focusing on her studentsO academic successes, and relying on support
from her school administrators and a hope for positive change in her school environment.
Theme Three: Advocating by teaching beyond boundaries

Active caring, emerging from SusieOs core belief in every studentOs ability to succeed,
was the foundation of her approach to teaching and learning as a limitless endeavor. In her
application goals stament, Susie wrote,

While I will be meeting my students at the start of their educational journey, |

hope to instill in them a feeling of empowerment and accountability that they can

transfer to other parts of their life. | want my students to not olklygasstions

and grow within the classroom, but | hope that they becomensgtivated adults

who truly engage with their surrounding communities and world.
Susie recognized before she entered her teacher preparation program the power she would have

over sudents, and this realization had not lost its significance for her over time. Olt kind of freaks

me out that | have that much power,O she admitted. Susie agreed with one colleagueOs statemen
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that, Oa teacher is not just a teacher.O Her perspectivedispito teach beyond boundaries of
time and space giving Susie opportunities to advocate for her students into their future lives, an
anticipatory advocacy that she enacted through modeling and fostering a lifelong commitment to
learning, teaching forfi, and teaching to bridge gaps.

Lifelong learning. Ol love learning, and my simple goal is to inspire children to love
learning as much as | do. This is so important in our urban schools where students may not have
a support system that understands thlee of education,O wrote Susie in her application goals
statement. After two years in the classroom, SusieOs love of learning remained strong. She
recalled a conversation with a veteran colleague,

One teacher who has been teaching for 17 years in fowadle gwho I'd never

really spden to before, she was sayin¥00 just seem seasoned. You seem like

you have been teaching for longer.O And | was like, OThankAmd we were

both just saying the best thing about teaching is that you just get to letn al

time, and | fully believe that it's important to be a lifelong learner, and | hope

that's something that I'm showing my kittswas really helpful saying,

OMs. has homework, todéing in grad school was good for actually

modeling that, buyeah, | never want to be complacent.

Susie argued, Ol think a great teacher is one who realizes that thereOs always more to learn.O Sh
demonstrated that attitude by committing to and modeling her own lifelong learning and by
expecting and embracirgpange.

During my fullday observation | noted that Susie modeled the natural progression from
curiosity to learning through the avenue of research. Ol am curious about what we will learn from
this new book about Mary McLeod Bethune,O she told her studiéetshad read a book on the
subject previously, and Susie hinted that this text might contain additional information. In fact,
the students were interested in the school that Bethune built in Florida, and they generated

numerous questions. OWe will havelo some additional research,O said Susie, Oto answer all of

your questions.O Learning from research was a routine activity for Susie and her students.
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Susie demonstrated her determination not to become complacent as a learner, and she
admitted that heparticipation in the UACM program had strengthened her commitment to

staying open to change. She stated,

| feel like this program really differentiates itself and that we're expecting to go on
a journey from the very first start, and I think this goes hadiow there are

ground rules. The expectation is that you will change, and you might have these
really strong beliefs at one point, and some of them don't have to change. Maybe
they should just strengthen, but that you need to throw yourself into ebes, e

that's how you should be as a teacher, throwing yourself into your career. And |
think that was really modeled very well by a lot of our professors, and by other
people that we worked with.

Susie recognized that she had more to learn, and shetexpe continue to grow. Ol think the
second that | got in the program and heard that phrase, Ochange agent,0 it was like, OThat's what
want to be!O | don't think I'm there at all,0 she admitted. Susie described how the reality of the
classroom had giveher a deeper perspective. She explained,

| think when you really get to know your work, and you see how much work there

is to be done, it's never ending. So, | mean I'm sure we're all thinking about how

can | make next year better? | do this. | couldagxpupon this, and I'm sure

every year I'm going to be feeling that way, so | feel like it's a journey. Hopefully,

I'm positively changing stuff along the way.

Modeling and promoting an attitude of lifelong learning was one way that Susie advocated for
her students beyond boundaries and extended her influence into their adult lives.

Teaching for life. In addition treating learning as a lifelong endeavor, Susie freed her
teaching from the bondage of curriculum standards and skills for the classroomshather
expressed a commitment to teaching the Owhole child,O including an expectation that her work
would impact the futures of her students. She explained,

| really wholeheartedly believe in teaching the whole child, and I think in a

certain sense that | dave to teach them reading, obviously, and math, and those

things are great, and you can have so much fun, and there's so much to learn from

that, but | feel like in order to be a really effective teacher, | have to also be able
to teach them life skillsuiside, whether that's organization for some of them,
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planning, little strategies that they can use beyond me, because | don't know

where they're going after this.
Susie found opportunities to teach life skills through conversations around variousactassr
events and activities. She described how generating ground rules for the classroom community
began a yearlong focus on leadership. She recalled,

We talk a lot about that in the beginning of the year when we make our classroom

contract, when we brainsta our rules, and it's like a whole day's activity to

come up with them. Thegctually didn't come up with, OBe a leadbuyQve

talked about how being a leader would be to follow all of the rules.
Conversations about life skills were a routine in Sesitg8sroom, and she recalled how her own
upbringing influenced her efforts to prepare her students for life,

| had a really strong mother figure that is great, and I look up to her in a lot of

ways. And not everybody has that, but that was the persom wiald think,

okay does she tell me how to do this? Does she tell me how to stand up for

myself? And those are skills that I'm realizing in my later 20s, really, how much |

need to be like her. And so that sculpted the way that | view myself and view the

decisions that I've made and help me have conversations with my kids about stuff

like that.
During my observations | noted that Susie taught her students to communicate and advocate for
themselvesegarding their clothing, their school attendance, and their academic performance.
She explained that Oa welh classroom where people are respectful, and you're building their
sense of community, and you're teaching them how they wahkargroup in a effective way
gives students an experience that can benefit them for the rest of thed lives.

Susie even attended to life and interpersonal skills during hesfeyehr classroom
awards event, encouraging students to value positive teamwork anddrkrassnmuch as
academic achievement. Susie described her goals for the wintleesspiortgelatedaward,

There are some sports ones, but we talk about what you have to do to be going to

the Olympics or to be the most athletic. You have to be detedriiaedworking.
You canOt be stealing the ball. So you have to be a team player.
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Even the distribution of the awards became an opportunity for Susie to teach life skills. She
described how she discouraged students from whispering and pointing wherssteseréing

an award. She explained,

We stop immediately and talk about how we donOt like that because if youOre that
kid, and you donOt get that award, then your feelings are going to be hurt. But they
shouldnOt be hurt, because youOre getting an awasalya. But youOre setting
someone up to feel kind of bad,0 so we nix that.

Susie felt that teaching life skills was especially important for her EAiglesher (EL) students.

She stated,

| feel like they are so brigi2The way that | view Ellearnerss you just have to

give them the resources to be successful. They're very smart kids. They have
things working against them, but you just need to clue them in with the way other
people think sometimes. [ItOs] like there's a secret club that some petple get
belong to, and that other people don't, and unfortunately they're born into a world
where they're not born into this secret club, but they should be a part of that, and
they deserve to be a part of that.

Susie made an effort to teach her EL studemgsgs such as OGreat minds think alike,O because
she thought this could be a phrase that her students would hear on a job interview in the future.
She also taught them how to shake hands, explaining what was proper and what was not.

| try, like, whenevet'm using common sayingsgb this a lot when | say like,

OGreat minds think alikel've explained this before, but one didatow what it

was, so I'm like, Well, let's stop and explain this, because it's important, because

this is something that somady could say in a job interview, and you need to

know, like,/laughs] you need to know to laugh at it and not take offexiseO

Like, when we do our handshakes in the morning, we talk about whatex prop

handshake looks like. LikeYOu don't do it wih your sweater over your hand;

you dan't go like this [hand hanging down]. Youhiet going to get a job like that.

And you may not be able to practice your handshake until you go for your first

job, so learn what it looks like.O
Teaching her students shake hands appropriately for the purpose of presenting themselves well
on job interviews in the future was an example of Susie teaching life skills as a form of

anticipatory advocacy.
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Teaching to bridge gaps. In addition to expanding her teaching to include lifelong
learning and teaching for life, Susie regarded her work as a means of bridging by crossing
boundaries between home and school as well as between the present and the future, from one
grade level tolte next as well as into the adult futures of her students.

Home and school. OMeet with parents. Reach out a lot, and stress the importance of their
influence on their childOs achievement, focusing on the positive, rather than the negative,O said
Susie regonding to a program interview question centered on encouraging family engagement.
She also named some obstacles that may prevent family engagement. OParents may not
understand the problems being faced,O she stated, Oand they may not be equippgzite.@artici
Susie had a sense of the challenges involved in engaging families of diverse students in the
school setting even before she entered her preparation program.

Q guess | feel like I'm bridging the gap between parents and school a little bit bstter thi
year,O stated Susie. She continued,

But | feel like I've gotten to better know their families this year. Really last year,

my first year teaching, the only way that | really got to know their families was

when we had parent conferences or when | hatledsited conference with

someone.

Shedescribed one way she was working to bridge the gap between the classroom and her
studentsO homes,

| think an effective teacher has a wealth of knowledge but, too, has the time and

the resources, | guess, to really eknow their students and their families. I've

done better with that this year than | did last year, which is good, but | work in a

population where every single parent in my classroom speaks Spanish, so one of

my goals is to learn Spanish. | may no&bey schoofforever, but this is

definitely the population that I'd like to continue to work in.

In addition to setting a goal to learn Spanish to facilitate her interactions with her studentsO

families, Susie made progress on developing a bilingjaas website.|@ent to a website
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training,O she explained. OThat was pretty cool, because that was another goal of mine this year,
to create a website that's dual language, and it's not where | want it, but it's a start.O She
described her website,

So he website that | had planned has a section for parent resources and student
resources, and there are only a few tabs per each, since it's all the kids can really
handle, like a link to BrainPOP. | wanted to put up some pictures or basics about
what are wdearning, so they can have those conversations with their families,
and the district platform that you have to use to create the website through has a
translation feature, which is really handy.

Susierecalled how her work on the website led to an anese of a need and then a successful
family engagement event.

When | talked to my kids at the beginning of the year, | found out that no one had
a computer at home, and so that bothered me in one sense. | mean not that that
was new information, but it rdglbothered me to find out that they did not know
that the local public library, which is a mile from the school, has free library

books and computers to use. So, | started telling them about it, because | bring in
a lot of my own library books. I'm all abt my library. There's usually always a
huge bag of books sitting here from my own local library full of high interest,
various levels, noffiction, fiction books that we don't have here, just to get them
excited.

| coordinated with the school interpeetand we planned an event to the library
just for my class. A form in English and in Spanish went home. It was just
basically my goal to link up the librarian, who had been trying to do some
outreach but didn't really know what that would look like, dredgarents. | got
half my class signed up for a library card, which was great. So | think | want to
do that after tgting, to go back and be likeQKay, you have your libraryaed.

Let's get on the computea®d show them what that look like. And so the
website to me went harid-hand with the library field trip, because if they're
going to the library to get on to the computer for free, they can find resources
that are helpful to them on the class website.

| just got an email fromhie librarian last wek saying, e still see your families

coming in, and we just really loved it. My librarians and | still tadkat what a

great event it was.O They were likdp® could we support you in any way?0
Traveling to the local library with her students aneirtfamilies was one way that Susie

advocated for her students beyond the bounds of the school, and she delighted in the fact that the
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event bridged home and school. Ol loved that library thing, because it gave me a chance to be
like, OOh, yeah. | know yamd your little brother and sister. | know kind of where you live.
Specifically, that was when | really got to know their siblings.O The familiarity that Susie
developed as she got to know her studentsO families though the library field trip was helpful
when families came to the schdor other events such as opkause and studeted

conferences. Susie described the open house,

We had an event that was schaatle where each grade level spends an hour and
every kid can invite a guest into their classno&o you kind of do a mirday for

your guests. We did our mini morning meeting, and this was all stletkntve

trained them. They gave a tour of the classroom. They talked about the classroom
contract, and then we did a little bit of a math lessonnaade a makandtake

activity to take home and then one for reading. The kids had to bring someone
that was an adult over 18, and they could only bring one, no brothers or sisters,
even though there were some babies that snuck in, but that was fine.

While the open house bridged home and school by giving families the opportunity to see what
their childrenOs day was like, the studedtconference day bridged the academic gap between
home and family. Susie was committed to the event and viewed it as agltotaeak down
barriers to family engagement in academics. She explained,

| think parents are really interested in how their kids are doing, obviously, and
they care about their learning. But sometimes itOs difficult for the kids to find the
words to talkabout it. How do you explain what IOm doing well at and what 10m
not? Because if you donOt share all that with your students, how are they going to
know? And | think sometimes the parents donOthaaaOt think of what

questions to ask.

We donOt havaeugh interpreters, and we can pay for them for certain things,
but we canOt pay for them for everything, and my principal was like, Ol want the
students to act as the interpreters.O Luckily, | know enough Siratisban

listen and be like, ThatOs najuite wha | said. Please rephrase that.O

But I think itOs great. 1tOs also pushing them to use Spanish in an academic setting,
which theyOre not often having to do. So some of the words can get a little tricky.
But yeah, | mean, the kids havguredout ways to illustrate, Tis is the kindbf

problem that we have to dd.@as actually quite happy that we didnOt have
interpreters. And thatOs why practicing was important. | really had to drill in,



Orhis is student led. 1tOs not okay for your mom éovslip by herself because

Miss___ Os not talking to hdtOs your job to talk to heS0 there were some

parents there that I0d never seen, and that was great.
Drawing more family members into the classroom and providing information about their
studatsO academic performance gave Susie opportunities to teach beyond boundaries, and her
work organizing the library event off campus enriched the on campus events.

Between present and future. Susie envisioned her advocacy work as a powerful
influence that idged gaps between her studentsO homes and their school, but she also felt that
her work could be a powerful influence spanning into her studentsO futures. She stated,

When | stop to explain about a tornado drill and things like that, | know that I'm

taking time out of a lesson to discuss what you should do at home. But, even

though they're not at school, it's still my job to teach them what should happen

later.
Susie taught with an awareness of the needs of her students in the near future, andedha also f
responsibility to advocate for studentsO distant futures.

SusieOs students were accustomed to thinking and talking about their futures as college
students and as growrps with careers. While reading aloud a text about Mary McLeod
Bethune, Susie comented, OMary McLeod Bethune received a scholarship to attend Moody
Bible Institute in Chicago, lllinois. Remember, we talked about how you can get a scholarship
when you go to college?O It was clear that Susie had discussed the topic of college attendance
with her class, because they referred to those conversations and used appropriate vocabulary to
describe features of college life that they might not have experienced personally. One group of
girls announced that they planned to room together in the dowiithey asked Susie if six girls

could be in one room. During inside recess, Susie allowed the girls to look at the Georgia State

University housing website to look up the number of students assigned to dorm suites.
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While college attendance was discusaad assumed in SusieOs classroom, discussions
about future careers were also routine occurrences. OYouOre kind of culturing what they think
they could do in the future,O Susie also explained, referring to the ways she used student
conferences to link stientsO schoolwork with their futures.

Even if theyOre not super good at somethingcgald phrase it in a way like,
OrouOve mentioned you want to be an astronaut. Well, astronauts really need to
know their math. | see that youOre a little bit low indhés, so this is sagthing

that we need to work on&hother conversation might beginMow! Have you

ever thought about doing something with writing? Your writing is ty@ea

Those are conversations that weOve had, about what you want to be, and how
youOre doing in school, and how thatOs going to get you there. But also, & youQOre
little bit low in geometry, Kknow thatOs coming in fourth grade, so this is
something that doesnOt just stop in third. YouOre going to have a drtaknote

like this in faurth grade.O

So, I think you can help them think about their futures through some of these little
conferencedt is like youOre connecting their present with their future, even on to
fourth gradebimmediate future and distant future.

In addition to connecting students® academic progress to their future careers, Susie also used her
classroom awards day to make connections between her studentsO talents and possibilities for

their futures.

| love classroom awards. We have |iRefure Doctor, and we talk abowdur

awardsa lotbefore, especiallyhile the schoelvide awards are going on@on't
worry, if you're sitting there without one or if you're going up and you wish you
had something else, we're going to get our own, and we havedgsaand you
getto pick a prize. It's a thingBut yeah, you could become a lawyer. What's a
lawyer? It starts the conversations, at least for me. | don't know that they care. |
think they really care about the prizes, but | like to manipulate it. @neoked

me forFuture Teacher. Let's talk about that word, Ofutuféddghter] But

anyways that's tomorrow.

Susie described the futuogiented perspective that she models for her students,

Orhere's no option of what you cannot do. There's literallynma Do

you want to do this? We can come up with 1,000 options of how we can
do thatOCareer day was intesting, because we were lik&yfat do pu
want to be when you grow up?vant b babysit.Ol@vant to work at a
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talking about careers. Instead of being a babysittercgald own a

babysitting empire.@nd so one of student in my class, when they wrote a

little essay of wat they want to do, he wrotd,want to run a babsitting

empire.O
By making connections between elementary school, college, and future careers, Susie advocated
for her studentsO futures. Teaching to bridge gaps, to instill life skills, and to inspire lifelong
learning were examples of SusieOs workhtegdeyond the boundaries of her classroom and
school.

Resisting. Susie detected ambivalence on the part of colleagues in response to her efforts
to push the boundaries of her influence beyond the limits of her classroom, and she admitted that
it was Osugr frustrating and very disappointing.O She described herlgrad@eers response to
the library field trip,

When | first talked to my principal about the library field trip, | asked @0, |

try and plan it for my gradevel or do | just do my thirO And she was like,

QNorry about you, and then when you're done with you, because this is your first

time doing {, then tell your grade levelTkis is what | did and here you go, and it

was really successful,00 and | was like, OOkay, I'll stick with tha

And then | toldmy team, Om going to do this. I'll provide you with the materials.

The librarian's super exed. I'll tell you how it goes.One erson got back to me

and said, Great We can't wait to hearAnd then after it was done, | sent a

follow-up email. Also, | don't know if anybody checks their email, which drives

me crazy sometimes. So, | told the rest of my team about it immediately, that |

was doing it, and forwarded them all the materials. Unfortunately, nobody else

has done it yet. iy, IOm not surprised, maybe someday.

Susie had little patience for the complacency she observed among helegedgeers. She

admitted that in some ways she had been Oa lonerO that school year because of her unwillingness
to engage in what she integped as negativity. Susie avoided interactions with negative

colleagues who could weather her vision for teaching by telling herself to Ojust keep walking®

when she passed them in the hallway.
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Susie argued that teachers who had Ochecked outO shoaldiiee&nt career. In a
conversation with a colleague about that colleagueOs choice to leave a negative situation at one
school to work in a different school environment, Susie stated,

It's good that you're receptive to that [dissatisfaction], becaes? liKe some

people are not at all receptive, and that's why there are teachers that feel so

negatively and have checked out. If you really feel this way consistently, that is a

sign that you need to move on to better things for you.

Susie resisted discouragement by avoiding negative peers and suggesting that those with
negative perspectives should be the ones to change, removing themselves from teaching
situations if they were dissatisfied.

Sustaining. Susie committed significant amots of time and energy to teaching beyond
thebounds of her classroom, atied results of her efforts sustained her.

My mom always says| @Ist can't wait! | know your kids are going to come back

to thank youvhen theyOre grown.apl'm like, on't cae if they do. | mean

they're young. They may not remember, but | don't even care, because | want

them to have these values instilled within them. That's my goal. It's not like, OHey,

remember that great party you threw? Thank you.O
While Susie did notx@ect her advocacy to necessarily have immediate or dramatic results, she
drew encouragement from small victories. She described the outcome of the library field trip,

It was great. They hadn't been there, but either they really wanted to go, or they

didnt know that the computers were free. Before we signed everybody up for a

library card, we just sat down and went through the school website with them,

showing them that we offer English language classes and the things that the

library will do. A lot of them didn't even know that it was there, which is great.

It's walking distance from their homes.

In addition to positive results from the library field trip, Susie was encouraged when she knew
that her students were benefiting from her advocacy. Ol wilhaagtudented conferences

have enabled me to have more direct conversations with some kids about their progress,O she

stated. She continued,
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One student gets a little frustrated with multiplication. In fact, she wrote me a note
that she hates multiplitan. | like that we can refer back iber data notebook
and be like, This is what we talked about with your parents. Remember? Look at
the beginning of subtraction. You hated it. You just didnOt do your work, and then
you jumped. We®©going to have theame thing.O
In addition to drawing on student success, Susie noted that her relationship with the
administration of her school was generally positive, and that relationship helped her to resist
negativity and suain her vision for her workeinally, Suse agreed with other study participants
that remembering teachers from her UACM cohort who maintained their visions for their work
was QOinspiring.O She said,
| think it's easy to forget sometimes [the existence ofrikeded people].
| felt like kind of aloner this year, but this is even, very inspiring. We
have all summer off guys; it's a shame. [Laughter] We should be getting
back to work right now.
Student success, a supportive administrative team, and knowledge of the existenee of like
minded teachereven outside of the school sustained SusieOs vision for teaching beyond
boundaries.
Summary — Theme Three: Advocating by Teaching beyond Boundaries
Ol want to ba positive influence,O stated Susie, recognizing the power she had to
influence the futuresf her young students. She explained,
Some of them move. Some of them are going to fourth grade with other great
teachers or maybe teachers that are just really different, so | think teaching them
skills that they can use outside of here is really hehofidl also trying to just
bridge that gap between what's happening in school and then what's happening in
the homel mean that's not going to happen in one year. That's not even going to
happen in two years. But, I'm going to keep working on it.
The realization that her work could make a difference beyond the boundary of the classroom

inspired Susie to teach without placing limits on her role as a teacher. Susie seized opportunities

to advocate for her students into their future lives, an antaripadvocacy that she enacted
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through modeling and fostering a lifelong commitment to learning, teaching life skills, and
teaching to bridge gaps between home and school as well as the present and the future.
Conclusion

My study of SusieOs work as a teaadvocate was rich with examples of the ways she
enacted her vision for herself as a teacher advocate. She actively cared for her students, holding
firmly to her belief that every child can succeed, and pushing beyond boundaries in powerful
ways to advoate for their futures. Reflecting with her UACM colleagues, Susie explained her
belief regarding the importance of purpose and preparation in making the decision to become a
teacher. She argued,

IOve talked a bit before about those teacher preparatigrams that donOt

prepare you at all, and | thirthey build up this ideal of You are going to have a

great experience. You are going to have a great experience teaching for a few

years, and your rZsumZ is going to look awesonteyaur life is going to

change.O Instead of the idea 6@ dedicating my life to change others. And,

yeah, IOU change in the process, of course, but | am changing otHeHsdives,
and thatOs my goal.O

| think probably a lot of us got into [teaching] for, | hate to $eyright reasons,

because you never know why other people get into it, but maybe teachers that are

having a harder time or donOt care as muak aee in it for different reasons.
Purpose for teaching was foundational to SusieOs vision for hersethaber tand to the ways

in which she enacted advocacy for her students. She continued,

| think when you come into teaching, because maybe things have happened in

your life, or youOre realizing that other things arenOt doing it for you. TheyOre not

fulfillin g, and itOs not really your true calling in life, and you come to teaching

from that, then | think these things [acts of advocacy] are just going to be natural.
Susie described her vision and actions as a teacher as pdrjyese making acts of advooac
that exceeded the traditional role of the teacher only natural. Furthermore, she attributed the

strong sense of purpose she shared with her colleagues to unshakable core beliefs. She explained
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| canOt speak for everybody, but it seems like the othemigeants, knowing them
through the program, weOre also the sorts of people that donOt lose that core belief
with everything else going on, and | think thatOs something that probably happens
a lot in teaching.

Susie observed the toll that Oeverything gtéeg onO was taking on her graeleel team. She
explained,

| am going to be grade chair next year. Same grade level. I'm the only one staying

out of six teachers. A few are actually feeling the pressure of testing. One is going

down to second grade. Sjust can't take it. She's been in third grdike, 20

years, and she said{'©jud getting worse. | can't do itlOs a highpressure

year.
Even as Susie contemplated taking on additional leadership within her school, she reflected on
the challeges of her second year of teaching,

In certain ways I'm doing a lot of things better this year, but | feel like just based

on my class makeup last year | was able to do a little bit more, more with the

requirements of being in grad school that we had {ddbunfortunately because

of other issues happening that I've had to make some calls. And we've done other

things this year that we didn't do last year, but it just kif makes me remember,

like, h, yeah, note to myself. &tis what I'd like to be ain.O
Susie infused her work with her students, with other participants in the study, and with me with a
goodnatured sense of humor and openness that built rapport and added joy and optimism.
Although these characteristics did not emerge as themes withdata, | was aware through
interactions with and observations of Susie that her positive approach to her students was
consistent with her approach to life. OYou have the power that youOre either going to give up and
just accept whatOs happening to,@oshe stated, Oor you have the power to change it.O Susie
dedicated her work as a teacher advocate to making positive changes in the lives of her students

as she actively cared for them, firmly held to her belief that each child had the potential for

sucess, and insistently taught beyond traditional boundaries.
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Michelle

My dad was an alcoholic and very abusive, verbally and physically. And so, our
entire lives as kids we heard that we were never good enough for anything.
Because [ was really smart, and I did really well, my teachers absolutely loved
me. My brother, I think the things that happened to us a home really greatly
affected him. He was the baby, so it affected him to the point where he, even
though he is very smart, and he knows a lot about things, he just didn’t— It’s like
when you hear that you are nothing, you live up to those expectations sometimes.

My personality is such that I thought my dad was full of crap, and my goal was to

prove to him— like I would never ever have let myself fall into what he told me,

because I knew it wasn’t true, but my brother kind of went into the opposite

direction. I really feel that because I was able to go to school and have teachers

who fostered my sense of self even though they didn’t know what was going on at

home-- “You are a good person. You are very smart.” I feel like I was kind of

able to see the light at the end of the tunnel, and I knew that things didn’t have to

be the way they were at home.

Of course, my brother didn’t have that. He had people at home telling him he was

worthless, and people at school saying basically the same thing.
Education and Background

Ol've been this way since | was a kid,O reflected Michelle, a Caucasian woman in her late
twenties. OI'm an oldest child. | always had ke tare of myself. My parents worked as hard as
they could, but they couldnOt provide what most people believe kids need these days,O stated
Michelle in her admission interview for the UACM program. She explained how her upbringing
influenced her perspee@ on her work,

My parents weren't really there to do the things for me that they should have, so it

was just kind of in my mind. | have a strong sense of self that | need to do what |

need to do for myself.
As an applicant she described herself as harking, extremely organized, and during our
interviews, she referred to herself as logical and a Otype A personality.O MichelleOs work ethic

and commitment to excellence was apparent in her education and work experience prior to

becoming a teacher.
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After eaning a Bachelor of Arts in psychology from a major northeastern university,
Michelle worked for three years as a supervisor in a wilderness behavioral health program that
served troubled adolescents, an experience that she felt prepared her to teashwitiich
wide variety of needs. Michelle was quickly promoted to a supervisory position within the
program, and her duties included not only managing the student groups, but also, collaborating
with various mental health providers, coordinating the timeat plans, communicating with
families, and managing crisis intervention. Michelle also worked as a childcare provider and a
customer sevice manager for a small national marketing educatiagazine, giving her
additional experience work related tachildren and in customer service and supervisory
functions.

Journey to Teaching

OThough | believe it is never too late to help students, | believe that intervening early is
better,O stated Michelle in her UACM admissions goals statement. OChildren receifici@t
things that encourage them to see alternatives and to encourage change,O she continued. Michells
believed that teaching in an urban school that served culturally and linguistically diverse students
was a good career choice for her, because dimrledge and experiences with challenges
faced by troubled young adults. Michelle recalled that many of the troubled young people she
had worked lacked sedfsteem and important life skills such as communication and teamwork.
OThat was a reason | camel@mentary,O she said. Ol wanted to help them have those skills
before they [grew up.]O Furthermore, she felt that her experiences had honed her organizational
and leadership skills, giving her flexibility and the Oability to remain calm in very stressful

situations.O
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Michelle recalled thathe UACM program Ospoke to me, and | felt it was the best,0 and
she noted the programOs emphasis on preparing teachers who could effectively serve students
with the greatest needs matched her own Opassion for working with underserved youth.O
Although herextensive experiences gave her confidence in her own ability to teach and what she
felt was a realistic perspective on the complexity of the job, Michelle explained her purpose in
applying for the UACM program,

| feel that my passion along with the skii®ve obtained while earning my BA in

Psychology and my work history would allow me to be a GOOD teacher now.

However, | want to be a GREAT teacher and that is why | am applying to the

UACM program.

Michelle noted that she had researched various prognagnsaghways to teaching, but the
extensive support offered by the UACM program to fjsar teachers and the Opassion and
devotionO that she sensed from members of the department during the information session had
confirmed her choice. During her admissiaterview she stated, Ol see myself as a teacher in an
urban elementary school ten years from now.O After two years in the classroom, Michelle
indicated that she had no intention of striving for a school administrative position in the future.
She said, When | picture myself, | picture myself retiring as a teacher.O

School and Classroom Context

Michelle was a secorgrade teacher completing her second year of teaching at-a high
need urban school located within a higged metropolitaiarea school distrigtear the city of
Atlanta. She enjoyed teaching second grade, and she stated, OIf students are struggling or behind
there is a possibility of catching them up. If | were teaching in a higher grade, it would be more
difficult to work with kids to catch thra up while also teaching the standards.O

When Michelle was first assigned her class, she was told that the class would be

designated Early Intervention Program (EIP), meaning that the number of students she would be
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assigned would be kept to a low numtzeallow her to effectively differentiate and support the
group. The population of the school, however, precluded limiting the number of students in the
class, so MichelleOs class assignment was finalized at 23 students. All but three of her students
received ESOL support. An EIP teacher pushed in to MichelleOs class during math to provide
additional support, and the ESOL teacher pushed in to provide support during writing.

Michelle described her second year of teaching as a Overy frustrating, stresguhipda
she attributed much of the difficulty of the year to the fact that the students in her class came to
second grade seriously behind academically, a situation that she felt was caused primarily by
circumstances related to staffing shortages. Shedstat

My class last yeaband | actually found out that some of them in kindergarten as
well -- their teacher never came to school. So, their class was constantly broken
up into small portions and put into the back of other teachers' classrooms. So, the
majority of students in my class are well below grade level, meaning that they're
probably on kindergarten grade level when they're supposed to be in second
grade, and it's because they literally had no instruction last year.

Michelle explained that she héhrned that many students in the class had experienced a similar
situation during their Kindergarten year. She explained,

I have kids who for two years didn't really have what they needed. So, | heard last
year, through the grapevine, that | was goingea@etting this class. And | was

like, okay, well, my background is dealing with kids with behavibia¢cause |
knew they were also coming with major behavioral issues, because they had no
one to kind of teach them what they needed to do. All summei kbiogight

about it. Like | said, | knew it was going to be an issue, or a possibility that | was
going to get this class. So, long story short, | got them. And basically what
happened was they put most of the kids from those classes into my class right
now. So, | have 23 kids that are all really, really struggling, which is fine. I'm up
for the challenge. But it definitely made it a really hard year. And what made it
mostly so hard was just seeing how far behind they were and knowing that it
wasn't their &ult that they had no instruction last year.

MichelleOs classroom was located in a modular building that housed several'bjthee2

classrooms clustered around a single hallway with restrooms and exit doors on each end of the
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hall. The modular uniivas one of several that the district had placed on the property to
accommodate the burgeoning3population of the neighborhood. The addition of the modular
units eliminated parking that was already scarce, and teachers and visitors needed to park on a
privately held lot a block from the school. The main school building dated back to 1958, and
design elements of that decade were still evident in the signage, tile work, and window
placements. Designed around hallways situated in glofle rectangular sipe, the school had

one spectacular feature, a large green space enclosed within the connected hallways that
contained various raised vegetable and flower garden beds, picnic tables, towering shade trees,
and green grasBesignated for closure in the 138@he school survived, receiving a reprieve

from closure after neighborhood members launched a campaign to fight the district school board
over the decision.

Despite the dated and limited facilities, the Title | school had earned a place in the
spotlightwithin the school district and statewide for its innovative approaches to STEM
integration The schoolvide commitment to two and a half hours of daily, integrated math,
science, and engineering for each of it§ Ktudents along with monthly engineeriresidn days
was a model that drew a steady stream of visitors from within and outside of the district.
Michelle noted that teachers at the school had Oa heavy load,O but she admitted, Ol love this
school.O Michelle felt théiving in a Otransitional neighthoodGn the city of Atlantaenabled
her to build connections with the community and the students at her school. The student body of
over 800 seHdentified asB6% Hispanic, 9% African American, 2% Asian Pacific Islander, 2%
White, and 1% Other. The smhl ranked in the top 5% of GeorgiaOs highest poverty schools,
with more than on¢hird of the schoolOs population living 50% or more below GeorgiaOs poverty

line.



Nomination and Recruitment to Study
Faculty members who nominated Michelle for the studyar&ed that she was a Ogood
student,O Oa lifelong learner,O and Ocommitted to urban schools and diverse children.O OShe is
exceptional that in her second year of teaching she was assigned the job of grade chair,O one
faculty member commented. OShe impets the curriculum with rigor through the use of
effective strategies.O MichelleOs leadership abilities were evident, also, in nomination comments
recognizing the Ocurricular and emotional supportO that she provided for new UACM teachers in
her school anibr her success in presenting her classroom research at a national conference.
When | approachelllichelleOs principal regarding MichelleOs possible participation in
the study, she immediately expressed her agreement that Michelle was an effectivéddeacher
diverse students. | contacted Michelle at the end of January 2015 to invite her to participate in
the study, and we met soon after to discuss the study and to review and sign the informed
consent. | met with Michelle nine different times between Falyrd and May 28, 2015 for six
personal and focus group interviews and three observations. The observations included one full
day classroom visit, and two salélected events: a) an enginémra-day desigrbuild activity
and b) a school wide 5K fundrais In addition, Michelle responded to emails and met with me
one additional time for the purpose of clarification and member checking.
Advocacy = Commitment + Protection + Lifelong learning
When | asked Michelle why she thought that she had a reputatam effective teacher,
she said, Ol think because | work really hard to make sure that IOm doing what my kids need.O
Considering the higtevel of academic support and differentiation that MichelleOs students

needed, her statement that she worked hatlaing what my kids needO did little to reveal the
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complexity of that task. In fact, she acknowledged that the year had been extremely difficult,
saying,

By no means am | trying to sugar coat it. It's been a really hard year. But my goal

is to think aboutvhat | want my end result to be, and for all these kids, it's a

challenge. To me, it's a personal challenge. I'm going to do what | can so that they

succeed. It sounds so clichZ, but that is really how I think about this job now.
MichelleOs prior experiees working with underserved youth were a source of realistic
expectations for her coming to her position in an urban-hégd school. In her program
application goals statement, she wrote, Ol am also aware that teaching and working with youth
can be vey challenging.O At the end of her second year of teaching, though, she admitted that
although she expected challenges, she still was not prepared for how difficult the work would be.
OWhen everyone says, OItOs going to be hard. 1tOs going to be hsa/OOLdtes | had no
idea exactly how hard it would be.O The difficulty of the work underscored her previously held
belief that urban schools needed quality teachers. She stated,

It just seems like that would be the place [higged schools] where you wid

put the most qualified [teachers]. Not that any school should have-gualied

teachers, but it just seems like these kids should have the mosiNIit justuld

make sense, if you want these kids to succeed.
For Michelle, quality teaching includeadvocacy for urban schools and stakeholders that was an
Oalencompassing® commitment and extended more broadly to include the teaching profession
as a whole. Foundational to her commitment to the entire enterprise of teaching in urban high
need school&/as a solid conviction that the children she served deserved respect and
consideration because of their value as human beings. In fact, in her admission interview

Michelle discussed her belief that treating children with respect was the best way to weitmect

children who came from backgrounds different from her own, saying, OChildren are intelligent
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no matter [the] circumstances. Promote a sense of trust and let them know you are there for
them.O

Advocating for her students also included challengingdafging labels that others had
previously and/or potentially sought to apply to her students. Michelle maintained a critical
stance and purposefully used appropriate classroom management and instructional approaches as
supports for her studentsO succegsssnse of anticipatory advocacy was the bedrock of
MichelleOs work to free her students of labels, since she was keenly aware of the potential impact
on their immediate emotional well being as well as their future adult lives. Michelle explained to
colleaguesduring a focusyroup interviewhow caring for her studentsO sense of self was part of
her vision for her work, by saying,

| actually feel a little bit teary eyed for some reason. My parents were not very

supportive of me growing up, so most of my goih came from my teachers, but

when you think about the kids that we have, oftentimes, their teachers don't

support them either. So my main goal in being a teacher was just to let them know

that there is someone there to support them, and I, unlike glon;tisee

everything positively, because | understand that, in all honesty, the odds can be

stacked against them. But | want them to understand that they can overcome those

obstacles as well, as long as they believe in themselves, and if it takes rge givin

them that push and helping them with work, then that's wbiké | said, that's

what pushed me into the field anyway.
One way that Michelle gave her students Othat pushO to overcoming obstacles was though her
commitment them as lifelong learnerseShodeled a love of learning, and used ambitious
teaching practices in her classroom, practices that go beyond teaching the curriculum standards
to include experiences with authentic problem solving resulting in deep thinking arid-peer
intellectualdialogue Although Michelle recognized that some teachers felt that this kind of

teaching was too labor intensive and out of reach for students who struggled academically, she

firmly adhered to it as part of her vision for her work as an advocate fotudenss. She said,
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Someone asked me, | don't even remember what it was, but they walked by t

other day and they're like, OWhy do we have to do tfet@eeringdesign

build teamwork] and I'm like,\W@ell, that's just another gaof the job. It is wht it

is.O mean, that'®even if the kids came from a different background, I still feel

like they spend the majority of their time with us during the school year, so how

would you not think that was part of your job as well? Social skills, interpdrsona

relationship skills, resolving conflict, | mean taking care of themselves, washing

their hands, brushing their teeth. | mean, | have all of these conversations with my

students
Michelle felt that ambitious teaching was advocacy for her students,deeit@ave them
equitable educational experiences through the incorporation of manipulatives, active learning,
cooperative groups, and time dedicated to problem solving and experimentation. Her goal was to
develop her studerflsapacity for logical thinkig and effective communication.

MichelleOs approach to advocacy began with thedzaimpassing® commitment that
she had made to urban students and schools, and to the teaching profession as a whole. Her core
belief that all children deserve and responst b respect led to her to challenge and defy
negative labeling of her students. With the notion of teaching toward her studentsO futures as a
guiding principle, Michelle was determined to develop her students as lifelong learners, and she
adhered to ambous teaching practices to teach her students to love learning and to know how to
learn and think independently. Those three themes related to her work as a teacher advocate
emerged from my analysis of the data associated with Michelle: a) advocatirakingran Oall
encompassing® commitment, b) advocating by protecting students from labels, and c) advocating
by fostering lifelong learning.
Theme One: Advocating by Making an “All-encompassing” Commitment to Students

Michelle viewed her work as a teaclérstudents in an urban higteed school as a

difficult endeavor worthy of an Oahcompassing® commitment that included a substantial
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personal investment. When | asked Michelle to describe exactly what was OhardO about the job,
she explained,
Teaching. Al of it. Every bit. Everything. Because when you really care it's hard
to Bl mean, | go home and | have dreams about my kids. | mean, when you really
carebit's an allencompassing job.
In addition to feeling a deep sense of responsibility toward her students, Michelle noted
that she felt a broader sense of responsibility to the school community, She stated, Ol
don't look at my class as the only kids I'm responsible for.O She explainsdettould
Owalk down the hallway, and kids from everywhereO spoke to her. OltOs nice to feel like
they all know you,0 she said. Ol could just never imagine not feeling responsible for
everyone there.O This deep sense of responsibility was demonsiaueth farge
investments of time, intellectual focus, emotional energy, and money that Michelle gave
to her students and to her school.
Time. After viewing her capstone video assignment with me and pointing out a quote by
Plato that she had included iretproject, Michelle discussed the pressure she felt to produce
significant gains for her students in a short amount of time. The quote, ODo not train children to
learning by force and harshness, but direct them to it by what amuses their minds, so that you
may be better able to discover with accuracy the particular bent of the genius of each,O
represented her vision for her own classrobmiact, | had observed her efforts at creative
exploration and high expectations during my visits to her classroomefiéeed thatlthough
she did worry about coming across as harsh toward her students, she felt pressured by the
intensity of the job before her. She stated,
Just reading that quote again and just knowingBhgust feel like I'm on such a

deadlineand it's no®l just want them to move up so far that sometimteel
like I'm really like, We needo do this! We need to do that!O
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Michelle elaborated on the reality of the urgency of her work, stating,

It stems from knowing that | want them to grew much that I'm trying to fit so

much in, and I'm seeing great success, and | definitely like second semester. I've
come back, and I've seen so much growth, and I'm able to kind of calm down a
bit, but first semester, just knowing how far behind theyeveard what | wanted

them to achieve, because | want it for myself. | want it for them.

The significant amount of time that Michelle needed to invest in lesson planning and resource
gathering to accommodate each student in her class took time away fracugidular events
Michelle wished she could attend outside of her classroom.

Ol spend my life at the library, the public and the school library,O she said. OYou just get
so caught up in the everyday.O The heavy load of outside research and prepasationevthan
Michelle had anticipated prior to becoming a teacher. She explained,

When | became a teacher | envisioned myBbkcause, like | said, in my past
job 1 couldn®t communicate with the kids outside of work. Now, | know as a
teacher | can do #t. So, in my mind | was like @, maybe | can go to their
socce games or do things like that.@onestly haven't had time to do that this
year.

She elaborated on the pressure she felt to adequately address her studentsO academic needs.

This year | woudl like to do more. Again, like, | don't really know. This year has
been so busy. | don't really know what that would look like for me, like, this year
was more about figuring out how to just, you know, teach my kids what they
needed to know for second gead

For her particular class that year, Michelle felt that her advocacy was essentially classroom
centered. She explained,

| feel like my advocating for them is spending the hours researching activities,
like a video this morning | spent like an hour, akaow it's just a silly video, but

it was something else for them to have a visual. But it took an hour to sit down
and find that video, and of course | could've made it myself, but it would've taken
even longer. Just doing things like that. Just tryinmnake sure that | meet with
each kid, because they 8lthey're all below grade level. They all have very
different needs, so | guess, when | think about it, trying to just make sure that
their lessons are appropriate for them, butstithteaching tem the secondrade
standards that they need to know.
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Michelle acknowledged the pull she felt to provide for all of her studentsO needs. OSo, just kind

of finding that balance. And that's been a lot harder than | ever would have thought.O
Achieving balancevas especially difficult within MichelleOs school context. The culture

of the school was one of very high expectations for teachers, and the expectations included

responsibilities not typically required of teachers that necessitated additional hour& of wo

before and after school and on weekends. Michelle explained,

I would be lying if | didn't say that I'm not always happy that | am thrown into all
these extra things that the school asks me to do, because | do honestly feel like
that takes away time fromy classroom. I'm the type of person where | really

[want to] feel strong in what I'm doing, which would be teaching, before | have to
take on all these other responsibilities, and that's just not the way that it worked
out. So, I'm finding myself having juggle. How do | mentor this new teacher

when I'm still trying to do these things for myself? I'm currently in a [district] new
teacher program for three years but at the same time, I'm being asked to do things
for other new teachers. On the other haindioes fit in with my view. | do have

really strong beliefs and views of how | want schools, especially public schools,

to run and be organized, and so | feel like I'm as best as any other person to stand
up for those beliefs and values.

Although MicheleOs beliefs aligned with the culture of her school, she struggled to find balance
between the time commitment she felt her work required and the culture of the school and her
own personal life. In fact, she had seriously considered transferring to asatbef the
following year. She explained,

Two weeks ago | told the assistant principal and the principal that | was thinking

about transferring, because the schoolbas have a very heavy load, plus the

hours that | spend, plus the class that | haytat mow. It's jusbit's been a really

tough year, and I'm ju@meeting after meetifi never have time to sit down

and do anything. And, by all means, | do take my work home, but I also have to

find that balance. | can't spend six hours every siriglet nesearctmg things. My

husband is like, Ydu need to figure it out, baase this is not going to work.O
Spending large amounts of time in addition to the school day was a commitment that

Michelle made to her students, and she struggled to findydoNzalance the extra hours

in her life.
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Intellectual focus. In addition to committing a great deal of time to the work of teaching,
Michelle envisioned her intellectual work as advocacy for her students. OEvery day | wake up,
and 10m like, OWhat can Idifferently today?OO0 she said. Michelle approached the work of
teaching as an intellectual pursuit, saying, OSometimes you have to really step back and think
about what youOre doing.O She was firm in her belief that each class and each student required
fresh eyes and approaches, and she continuously strove to improve her practices, decrying the
use of onesizefits-all curriculums and activities such as worksheets that she deemed Oold
fashioned.O

Michelle demonstrated her commitment to continuous inteléé@nd professional
growth by constantly reflecting, reading, and researching to find new ways to meet her studentsO
needs. OSo, it's kind of like having that initiative, that desire inside yourself to seek out
something,O she said. Michelle also ackedgéd, though, that she could not plan too far in
advance for all of her studentsO needs, st&#sgType A as | am, it's something you can't
really tell until you meet your kids and see what it is that they need.O She noted that each class
was differentand even literacy strategies were subject to change. Ol used [reading curriculum],O
she stated. OBut it wasn't really working for these kids as much as it did for my kids last year, so
| looked up other things that are more photiiased.O

Reading profesional books on teaching and searching out-edadd picture books to
support the content areas, particularly sciearo social studigsvas a regular routine for
Michelle. She told me that she regularly purchased her own professional books, and she
comnented on the professional bodkidybugs, Tornadoes, and Swirling Galaxies: English

Language Learners Discover Their World through Inquiry, which she was reading as a
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participant in her schoolOs professional learning book clubs. She recommended it to her
colleagues as a resource for preparing for the state mandated assessment, saying,
That book that I'm reading right now, [stéf butterfly, the tornado..., | really
like it because it gives the kids a chance to choose what topic they want to write
on and dgosters or projects, but you can choose, but then write a little bit more
to prepare yourself for the test.
| observed MichelleOs use of teecial edo support instruction on science standards related to
changes in the environmemangari's Trees of Peace: A True Story from Africa andPlanting
the Trees of Kenya: The Story of Wangari Maathai. Michelle explained how she acquired the
texts,
| found that through my research last year. So, our science uhitriges in the
environment and thaftext] correlates [with] that standard as well as our reading
unit, comparing and contrasting texih the same subject. So, when | was
researchingpecial ecand science for this unit, | found those two books, and | got
them from thePl forgot the exacblike the National Science Teachers
Association.
Researching broad topics on the Internet was another strategy that Michelle relied on to make
and to suppa her decisions as a teacher. One instance \was Wer gradéevel team disagreed
on the feasibity of creating identical curriculum binders for the group to use, Michelle
explained,
Their goal was to have a binder with everything that they were going to do every
single day. And | actually went home that night and | tried to do some research on
lessam plan sharing just to see if maybe | was being inflexible, and maybe |
needed to rethink that. But what | found online supported what | currently
thought, that you can't take a binder and have your day planned for every single
year because, as | told theevery class is not the same.
MichelleOs intellectual commitment was not solely focused on her own students andSéehool

also was planning a presentation of her classroom research at a national literacy conference that

was being held in her area. Shated,
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I'm presenting my work, the readoud work with[professor namefhis summer.

So, | feel like, in a way, that's kind of maybe not advocating for the kids, but
helping teachers see that you don't just have to sit down and use your textbook all
thetime. I'm excited about thadtecause | do see a lot of peoplemean, | don't

use my textbooks that much. | feel like they are engaging, and when | pull them
out the kids really like them, but they're so far above their heads, and there's not
really alot of conversation you can have around what you see [in the textbooks].
So, the wble thing was aboutadalouds So, again, just kind of maybe sharing
that you can bring in a readoud and have the same effect, if not more
understanding, than just iy doing a worksheet or textbook. So, | guess, that's
either sharing my thoughts, or maybe advocating for kids in general.

Michelle demonstrated continuous intellectual and professional growth that supported her
instruction and influence on her colleagwnd the teaching profession as a whole.

Emotional energy. Another aspect of the Galhcompassing® commitment that Michelle
applied as advocacy for her students was emotional energy that she gave to building relationships
with her students and their pats and her colleagues. Michelle had explained during her
application interview her belief that connecting with urban children who came from backgrounds
different from her own was a matter of building relationships. She said, OPromote a sense of
trust, andet them know you are there for them.O She explained her background and beliefs about
the importance of relationships to learning.

| think that relationship is very important and having a background working with

teenagers, | think | learned that very dayc If you don't have a personal

relationship, if they don't respect you, then no one is ever going to listen to you. |

took that into younger grades, ahatworks exactly the same wayyMlass was

that class where everyone said they couldnOt befteesdid they couldhO

believe | had that class atteht they wouldnOt even sit in their seats. Now they

walk by, and sayQVhoa! Those kids aren't getting in troukle.

Michelle recognized that while her emotional commitment was not the norm, it was firm
situated within her vision for her work, and she noted that she had Oa different relationship with

my kids.O Ol want to make sure when they're at school that they have that support that they

would get when they're at home,O she explained.
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Building relationships with the parents of her students also required commitment of
emotional energy, and it was an effort that Michelle had identified even within her program
admissions interview as a likely challenge in urban teaching environments. In the interview
Michelle noted, OParents care about their children, but there are so many challenges [to parental
involvement].O OFinding a way to work with parents who are facing working two jobsO was a
personal goal for her prior to beginning her teacher preparatigngono

Michelle attended a schesponsored 5K fundraiser at her school on a Saturday morning,
and this was one of the events she selected for me to observe. She explained why attending the
event was a priority for despite the fact that she was too ovengtdekith work inside of her
classroom to take on many of the extra family engagement events she would have liked to
support.

| think that it's just nice to show the parents and the kids that you're there to

support them when they've decided to put thenesebut there and do something

new. As I've said in the other interviews, this year it's been really stressful. We

actually had the portfolio night the other night, and | always get nervous about

things like that, beause you hear horror storieQH)theparents are so mean,O

and all of this stuff, but | left that night thinking, it's so silly. I'm always so

nervous, but | really enjoy interacting with the parents, like they're so nice and

they're sarateful. So I left thinking, Wow, it was such a goodght!Oand | felt

the same way with the 5K. It's just nice to be there with the parents and get to talk

to them and not be in such a rush. Our conferences are usually 10 minutes long,

and that's if they show up on time. Our conferences are literally nuérsjarmp

with a line of people just handing tiaformation. So you can say, OHir@ you

try to be as personable as you can, but activities like that [portfolio night] just give

you some mor®like | was holding one of the kid's puppies. | was able teract

with them more than what | am in the classroom. You get to know the parents and

the kids on a more individual basis. | like that.

As | observed Michelle at the 5K, she interacted with several of her students and their parents.
She explained thathe spoke frequently with several of the mothers of her students, and even got
to know the grandparents of some families. Getting to know the extended families of her students

had allowed her to advocate for children whose grandparents were highly thvolve
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childrearing and who maintained beliefs that were clashing with the parentsO intuition about what
was best for their children.

In addition to her belief in the importance of building relationships with her students and
their parents, Michelle believedat productive relationships with gratbvel colleagues led to a
better educational environment, but she struggled to come to terms with differences in her beliefs
and actions and those of her peers. Working on improving collaboration and teamwdr&rwith
colleagues required a substantial amount of emotional energy, and she actually struggled with
hurt feelings and loss of sleep over some of the disputes that were centered on sharing of lesson
plans. She stated,

It's making me feel kind of hurt, to b®nest with you. Yeah, because lang

they brought me in as gratlevel chair. | felt, because my team has always had

issues in the past. | kind of felt that they put me there to be the leader and maybe

to glue the team together. It hurt my feelings, Bwelactually lost two nights

sleep over it, because | just kept replaying it &kmean, | know it sounds sad,

but it'sPat the same time I'm just not willing to compromise on this. | gaesss,

the person who's now gratievel chair, | do have to figa outbl have to choose

my battles.
Working with colleagues outside of her grade level was also frustrating at times for Michelle.
She explained,

But during lunch, like, other gradevel chair people were asking me questions,

again, about things we afidy talked about. We start a new writing uneixt

week, and they were likeWhat's our topic®hat's our topic?@nd this is just

the frustrating part of the job. | can get the kids to do what they need to do, but |

can't get the grownps to do what #y need to do. So sometimes it can be that |

walk out of my classroom, and it can be so frustrating and then you have to come

back in and just putn your best face and be lik&Kay, I'm so annoyk but

now I'm all happy again.Qeel like a crazy persowith crazy emotions at times.
Ol want the people that I'm working with to have the same passion and desire that | have to put in

the effort,O stated Michelle. Coming to terms with the differing expectations and commitments
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represented by her colleagwsiied an additional emotional strain to the efforts Michelle made
to developing relationships with her students and their parents.
Financial. In addition to large amounts of time and intellectual and emotenexiy,
Michelle committed her own financialeans and worked to secure additional funds and supplies
to provide both personal and academic resources that she felt her students needed. Michelle
attended to physical needs that she observed among her students as part of her commitment. She
stated,
We have lice problems at my school. Like, | purchase lice combs for my kids.
When they don't have a coat, | go out and buy coats for them. So, | do a lot of
things for my [kids]. Being a teacher is kind of like being, | guess, like an assistant
parent at somegint. My husband and | spent like three hours the other day
looking for coats because all the places around here were sold out, and | had three
kids that didn't have a winter codnd when | kept asking them, OWhere is your
coat?@nd they wear a hoa and they're like, OThis is my coat.O I'm like, OThat
is not a coat.But again, when you care it's hard to just send tB&ecause our
classroom is outside too, so we have to spend a lot of time going back and forth in
the rain andtransitioning. But yah, I'm lucky that my husband supports me in
that too.
During periods of standardized testing Michelle planned for interruptions and schedule changes,
Our schedule changed so much [during testing]. Specials were cut to only 30
minutes. The specials teackeame into our classrooms. Lunch was delayed about
two hours, and the kids are likd;@hungry | don't know what's going onS0 |
had snacks for them in my room
Because of the wideanging academic needs of her students, providing instructies@alrces
required even more financial commitment than was needed for physical needs. Ol feel like | need
to be seeking out things that are going to be meeting them where they are,O Michelle stated. She
explained how procuring extra and specialized ressunas part of her vision of advocacy for
her students, saying,
And money, some of the math activities | just bought, we had that snow day, so |

wentbbut, | just feel like we need them, and that's laguess, by definition,
that is advocating for mkids. But | also feel like | wouldn't be doing my job if |
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didn't do those things, and really, a lot of teachers don't do that. Before | bought
some of those math adities | was sitting here like V@ need something more
handson.GAnd we have a math raohere that's really nice, but we didn't have
the activity | was looking for. | don't feel that | would be doing what | neeid to

for the kids if | just say,@h, it would be great to have thag@d just never get it.

Michelle also purchased specsgecial edfor the classroom to ensure having appropriate texts to
support content instruction, particularly for students whose reading levels were significantly
below graddevel. She stated,

I've gotten so frustrated with spending so much time in thevyilthat | started
purchasing a lot of the books, so | don't have to go back. | mean I will still do it,
because | always find new things, but, yeah, | spend a lot of time.

Providing for the academic needs of her students was never ending, and witirst lgeaf of

teaching Michelle sought out creative ways to provide additional resources for her students. Ol
never really thought | would apply for grants,O she said. OBut, I've done that.O Ol won a grant, a
thousand dollars for a garden at our schookGatdl. Olt is for a bog garden in the courtyard

area, and then we have an outdoor classroom grant that we will supplement t00.O She explained
how grant awards fit with her vision for teacher advocacy,

For them to have other activities or resources thoat,kpow, maybe | couldn't

have supplied, because | do spend a lot of money, but there's also a point where |
don't want to do that myself. | had to take time to research things that | thought
would be meaningful to present to the class, to apply for tg.grhe gardening
grant, like, a lot of their teachers don't want to take their kids o&tgideectly
correlates. We have a life cycles unit. So, it directly correlates to what they need
to know. And | had kids the other day, when we were talkingtalbere things

come from, they think that the food in the supermarket just shows up there. They
don't understand that it grows. One has to make it. So, | feel like it's giving them
the life experience to understand where these things come from. Sojrikdo th
that's really important.

| mean, again, that's still like advocating for them within the realm of the
schoolhouse, but it's still getting them outside of the school. | won another grant
for resources for my classroom, reading resources. So, jug toy/find ways to

get what | need and just kind of offer them different resources or activities to do.
That's where | spend the most of my time right now.
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Michelle used her own financial resources to pay for extra personal needs and academic
resources awell as securing outside funding through grants.
Summary — Theme One: Advocating by Making an “All-encompassing” Commitment to
Students
Michelle envisioned her work as a teacher advocate as aenOathpassingO
commitment that included significant inwe®nts of her time, intellectual focus, emotional
energy, and financial resources. She felt that her colleagues did not always demonstrate this same
commitment, and she commented on the common misconception among her colleagues that her
hard work sprang éim her desire to propel herself toward an administrative position. She stated,
| think because | work so hard, and | do all of this extra stuff that | do, most of the
people receive me well, because | feel like a lot of people at the school have a
similarvision. There are a fewthoughthat I feel like they think I'm working this
hard, becausemy goal is to move up to a higher position in administration. And |
have to constantly tell thosegple that thatOs not my goakdme to be a
teader. | do noever want to ban administrator in a schoolfOny trajectory
takes me somewhere else, maybe it would be working in a program like the
UACM program, something like that. Teacher training. | have no desire to be an
administrator. And when | picture myselfpicture myself retiring as a teacher.
And it's really hard for people to understand why | put in all of this \&dhey
don't understand.
Michelle coped with professional weathering forces that could have worn down her Oall
encompassing® commitmegtrisisting negative colleagues and drawing strength from
her successes to sustain her work.
Resisting. Besides the fact that some of MichelleOs colleagues did not understand the
source of her commitment to her students, she struggled to come to terrognilittis that
arose as a result of her resistance to what she perceived as shallow commitments to the work of

teaching. She stated,

| ask myself that every dayWdy is everyone else able to ome and not think
about work®ut yet, | think about my students? | mean, within reason, but when |
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go on vacation, | look for books to bring back for my class, so | don't know. |
think it's the combination of personal experience and personality traits and work
ethic. It's a combinatn of everything that some people have, and some people
just don't have, like being empathetic towards other people, being able to
understand where people are coming from, having the ability to look at the future
and know where you want people to go, knoywvhat you'd like the world to

look like. I know that sounds idealistic, but someone has to work to do something.

While Michelle adopted an accommodative stance toward teachers who she determined were
Ojust not like her,0 she employed strategies tbwdsis she felt that those conflicts had the
potential to interfere with her vision for her commitment to her students. She resorted to research
to confirm her positions, and she noted, Ol have to choose my battles.O

One such battle that Michelle descrilveals a conflict with members of her graégel
team regarding lesson sharing and planning. She described the conflict and the subsequent
compromise they agreed upon,

| feel like [some colleaguesQ] vision is to have a classroom where their students
are leaning, but to make it as easy on themselves as possible. Like, if they can
just find an oldfashioned idea like a worksheet, that will be fifeu know, if
teaching phonics frora box like we just got, like, That will be fine, because
someone bought itt will probably work greaOBut as far a putting in any extra
effort, OI'm not going to do thav®ah So, I'm sure theyOre waieaning. And |

kind of feel like they just think, like, @h, it worked for some of them [students

It should work for everone.O

And | said, Ospend hours, literally hours researching activities and ideas, and
especially this year becausetioé level that my class is on.O And they let me
know, OWe will never do thafl@ey don't want to spend the extra time doing the
reseach that it sometimes takes to develop lessons.

My compromise was that we each bring in activities that we would like to share,
and that if it works for your classroom then you use the activity, but you do your
own lesson plans, because | don't think &vary single classroom needs to be
doing exactly the same thing at exactly the same moment. And | stood my ground
on that, and it's causing a little bit of a rift. It absolutely drives my vision to the
point where I'm pretty firm on what | want to happemy classroomAnd I'm

more than willing to share my ideas and even the activities that I'm using with
other people, but I'm not going to compromise to asrefits-all where

everyone's sitting in a classroom just reading out of a textbook or doing a
worksheet, and that's kind of what they're looking for.
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Michelle was very clear about times when she would draw the line, saying, Ol've walked into
classrooms where they're just copying a paragraph off the board, and thd&licamt stand

that, andhey'll never have that in my classroom.O Working with her colleagues could be more
challenging than working with students, Michelle explained,

| actually jokingly said the other day that maybe my coworker is right about me,
and I'm not a team player, besaut's easier when | get to do it by myself. | mean
I like to think that | am, but | don't like to waste time, and when | feel like people
are saying things that are just not thought out or, you know, like they just don't
make any sense. | just don't tgddave time to tolerate that, and so it viasd of
funny, but | was like, OMaybe I'm not.O

Support from her administrators bolstered MichelleOs resistance to her colleaguesO negative
attitudes toward her O@hcompassingO commitment to her studentsr Abnsulting with her
principal about her gradevel team conflict, she said, Ol feel like they heard what | said.O She
explained,

But the principal was g receptive and she was likd'\nOreally glad that you

came to talk to me about it. Usually whagople lash out like that it's because

they have something else going o0& anyway, she was very, very receptive
about the whole thing. Yeah. She gave some suggestions on things to do in the
future.

At the end of the school year Michelle was encoedatpat her school administrators were
making changes that she had suggested in an effort to improve the effectiveness of her grade
level team. She stated,

I'm very excited about this. | had my summative meeting, and all the issues we've
been talking abduhis year, my principal actually listened to me. She's taking two
of my suggestions and she's decided that she agrees. So I'm very, very happy
about that, because it's been a very frustrating, stressfubj@avarious reasons,

so it was just reallyine to hear thabShe feels like I've done a good job this year
kind of bringing the team together, and that she sees that, so I'm very excited
about that.
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Michelle resisted pressure from colleagues whose commitment to students was less than her own
by stinding firm on her decisions, drawing confidence from her own knowledge and research
and the support of her building administrators.

Sustaining. While administrative support reinforced MichelleOs resistance to negative
colleagues, it was also a forcehiar ability to sustain her commitment to her students. When
discussing the concept of being an agent of change within schools, Michelle stated, Ol do feel
that is who | am intrinsically.O Being able to see the results of her work both as an influence on
her peers and on her students fueled MichelleOs will to continue her total commitment to her
students despite her fatigue and occasional discouragement. OEven in my second year, they are
sending new teachers in to observe what IOm doing in my classroopoidtsiteout. Also,

Michelle was noticing positive changes in the commitment of her colleagues as evidenced by
their participation in extracurricular activities. She described her feelings about the influence of
her consistent commitment on her colleagues,

| can't help but maybe wonder a little bit if, maybe, because | do these extra

things, they're kind oDl mean it's a little bit like, maybe thinking too highly of

what I'm doing, but at the same time | thought it very interesting that people who

have neer come to activities before were at the 5K on Saturday. So, and the same

thing for the character book parade, people who aren't usually involved in things

were dressed up.

So at the very least even though there's a lot of pushback, | mean having been

here last year, my grade never participated in anything. Now granted we have new

people who, their styles are a little bit more like mine, but there were also other

people who | was just absolutely shocked that they were there, and they were. So

at the venyleast, there's something going on, where either they're looking at what

we were doing, or they just want to be involved for whatever reason, but | think

it's a good thing, because | think it's important to see the @&jtist to see
everyone pull togetlmeand do something outside of the norm.
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Perhaps even more encouraging for Michelle than seeing her colleaguesO increased commitment
was the realization that her students were making dramatic improvements academically and
socially. Michelle explained thecademic growth she was seeing in her students,

| have kids who came in 0.8, 0.9 level for reading and math, and they're jumping
up to anywhere from 1.7 to 3.0, which is insane. | mean, they still need help,
they're still below grade level, but I've beeallg really excited to seBANd |

share that with them too, because I'm having them bring, like we do AR
[Accelerated Reader] thing here, so they all have the dots on their library card, so
as their levels are mowgrup it's exciting to be like, OYay,w® not on thé®
level.Qt's silly Dbut for them it's exciting, because that's what the entire school
does. But, yeah, so it's nice to share that with them, and wit#s to their

parents and sayYOur child came in on kindergarten math level, and sbe's

on a third grade ath.Q've actually had that. So, it's really, really exciting just to
see that.

The efforts that Michelle made to bring in additional resources to support her studentsO learning
also produced obvious results. She explained,

I have a kid who just literally learned the alphabet, all the sounds, last week, but that
student can tell me that friction will make something stopEItOs really cool to see how
much they get when you actually take the time to bring in whatever. Yeah, but IOm
excited.

Student growth was such a source of inspiration for Michelle that she was already looking ahead
to the next year and finding the positive outcomes from the challenges of her second year of
teaching. She stated,

This year has been exceptionallyessful for me. | had kids all on kindergarten
levels, and | was so idealistic thinking | wasrgpto move them up to the third
grade level they needed to be on, and that didn't work out. But on a positive note,
I'm actually really excited about next yebecause | feel like | saw how much

they grew this year, and even though it wabam, and sometimes I'm likd, O
don't even know ifve're going to make it through/hen theygave me the kids,

| was like, OWhat am | going to dd®fjust seeing how mucdhey grew and

having that experience, and just having a history of how they started and where
they are now. It judDso, no, I'm not going to change. My plan is not targe
anything. It's just like, What can | do to even further improve what | diis tear

if it worked, and next yedrcan make it work even better.O
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Michelle was able to sustain her Galtompassing® commitment to her students by focusing on
positive changes she noticed in her colleagues® work and focusing on her studentsO academic
improvements and increased social maturity.
Theme Two: Advocating by Protecting Students from Labels

While Michelle advocated for her students by making substantial personal investments of
time, emotional and intellectual energy, and money, she alsoaédddor her students by
protecting them from negative labels, both by challenging labels that others had previously or
currently sought to apply as well as by erasing labels that were already associated with her
students. Michelle felt that negative labebuld play a role in defining students and limiting
their future possibilities. Positively influencing her students@nsatfes was an intention that
she expressed in her UACM application goals statement. She wrote, OMy goal, as an urban
elementary schal teacher, is to instill a sense of seibrth and desire to succeed in my students
early on, thus building a foundation to become successful later in life.O Michelle pursued this
goal by maintaining a critical stance against labels and purposefullyatuigj appropriate
classroom management and managing instructional supports for her studentsO successes.
Michelle also firmly committed to an attitude of high expectations for her students and guarded
their futures through teaching academic and life sklésrsonal experience and a sense of
anticipatory advocacy were the bedrock of MichelleOs efforts to liberate her students from labels;
she was keenly aware of the ways those labels could define them, impacting their emotional
well-being as well as theiivies as adults.

Challenging and defying labels. Michelle drew on her own personal schooling

experience as evidence of the importance of critically analyzing any labels that were already
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explained,

When kids start getting labeled for things that aren't theirNathiat could have

very easily been me, but | was the kid who just happened to be a good student that
happened to fit the mold. But then you look at my bngthe didn't fit that mold,

and he has that record to follow, and it affected him. | mean, he didn't finish

school because @inot just that, but | think that plays a big part.

So, it is very important to me, and | see boys espedialjot of the bog in my
class, I look at them. GirBobviously girls have their own issues, but sometimes
| think that girls, they listeBmaybe because I'm a female teacher, but | feel like
the girls listen to me more. So, sometimes | definitely feel like | do neles do

little bit more protective of the boys. And not that | don't give the girls my same
[attention], buBl feel like people are so quick to label, and sdiogs already

had major labels.They don't know anything. They can'tisita classroom.
They'recrazy.O

Michelle explained how understanding the background of her class was important to her ability
to counteract negative labels.

For this class in particular | just felt like because it wasn't their fault that they
were in this position, | really weied to show people that they could achieve a lot
more than maybe what was to be expected. | mean, at the beginning of the year
we were having our meetings about what to expect on their reading growth, and |
kept asking the administratorgvéll, what numer should | be strivig for? Just

so | get an idea.O And they kept sayi@},@on't worry about it. Theytie fine.

Just show some growthA®dd | felt like it was because people think that this

class, that there's reallp mope for them. And I'm lik&No, really. What
nurmber?Not that I'm gauging everything | do on a number, but if every kid is
supposed to grow 50 points, then | want these kids to try and grow 100 points.
You know? Like, | want to know what the zone is.Epashing them, so they can

do more than what | feel like the expectations for them from other people have
been.

After drawing on her own personal educational experiences and learning about her studentsO
educational histories, Michelle used classroom management, pedagogical expedtisigh
expectations to defy negative labels that had been placed on her students.

Managing behavior to erase labels. Michelle was not only keenly aware of negative

labels that were in place for her students, observing and reflecting on the paassiele af those
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labels, but she also actively attacked negative assumptions about her students by using
responsive classroom management to support their success in school. She explained how she

approached the task,

| constantly heard that they were the vt@tass in the entire school, that they

didn't know how to do anything, so we worked on behavior first. You know,

being consistent with my rules, my classroom management, to the point where |
have had people come up to me telling me now that they're shelass in the

entire school. Like the music teacher, they get a sticker every single time. Little
things like that, that even though they're still labeled as the really bad class,
people are noticing that they're not really bad, | guess. And to mse,aHag

deal, because it's a lot of boys. Like | said, | have a soft place for boys, and | think
that boys are overly labeled as rambunctious and problem kids, and some of these
kids in particular had already been labeled that. So, jusivi® ffeople comeap

and be like, That kid, reallyHe's doing this now?20s really exciting. So, that's

one way | feel like | advocate for them is just trying to erase that label that they've
been given by having people come and see that they really are working, the
conversations that they're haviBgust little things like that.

Michelle relied on her knowledge of principles of responsive classroom management and
developmentally appropriate expectations to set up routines, rules, and logical consequences to
supporther studentsO successes. She emphasized her feeling that teachers should treat children
Olike human beings,® understanding them and being reasonable about expectations for their
behavior. For example, she recalled,

A teacher came to me and told me thateheas just really something wrong with

a student, and was proud of herself, because she made him cry in the back of the
classroom one day, because he wouldn't sit in his seat. Now does he sit in his seat
[in my classroom]? Absolutely not. Do | care? Witheason, but we have rules

set up for that too. He knows when he needs to sit, and he tries to test that, but
he's come really far considering where he was at the beginning of the year.

She elaborated on her approach,

It kind of goes back to being prda@ instead of reactive and thinking about the
things that you're doing before you do them and also having logical consequences.
I mean a child using bad language, losing five minutes of recess. He probably
needs those five minutes of recess as a bredkhik that is really important

too.
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But you also kind of have to choose your battles. | still have about seven boys that
are really active and my expectation for them is not, you hasi¢ itoyour seat

all day long. ®ou can stand up. You can moamund; you can dde things that

you need to do.O

Michelle felt that recess was an important part of the schayglmhrticularly for her second

grade students. Ol have an issue with teachers who donOt take kids outside for recess,O she said
She was utical of administrative directives and suggestions that she felt would undermine her
studentsO routines and opportunities for physical exercise, and she protected her students by
making her own decisions for them based on what she believed was ultimalely best

interests. She described one situation that had arisen at her school when playground space
became limited,

The younger kids were asked not to go outside at all during the morning time, and
then we were actually asked to rotate days betweenpper grades and lower
grades so they wouldn't all betahere together. And, | said, OI'm not going to do
that.Q mean it's ridiculous. It was raining all last week. We weren't ableattyr

go outside, so I'm like M@e're going atside. We have twhen we can.®we

can't go outside, because it's raining or something, | try to make sure | have a lot
of activities where we're up moving around the room and things like that.

Another example of MichelleOs proactive decision making to protect harts@gmtential for
successful behavior occurred on Field Day.

On Field Day they wanted all the teachers to come out and have a big kickball
game between the teachers and fourth and fifth gradenssuehich meant that

my seconefgrade class, if | wanted participate, would have been just sitting on
the sidelines for an hour or two waiting. Initially, | was thinking it would be kind
of cool to participate in this school event, but then it was so hot that day, and it
was so dusty, and my kids, they haceally hard time, struggling, waiting their

turn for the tugof-war game. So, | felt that it wasn't in their best interests to make
them sit there while | played a game with someone else, so instead we stayed
insideand played games togeth&o, it was kid of that conflict of, do | want to
participate in this school event, or do | want to do what's best for my class, and |
decided my class was more important
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Beyond turning down the kickball game to protect her students from excessive wait time and
physical discomfort, Michelle recognized the deeper implication of staying with her students.
She elaborated,

But it wasn't even just that, having them sitting there when they couldn't sit there

or they didn't want to sit there just 20 minutes waiting their wen they were

actually involved in the game. Like, why am | going to hand them over to

someone else and make them sit there for an hour? It's supposed to be their day as

well. So we didn't do it.
Dealing with drastic changes to the schedule, partiguturing standardized testing windows,
was a challenge that Michelle also proactively addressed to protect her students.

This is just a really small thing, but our schedule changed so much, and specials

were cut to only 30 minutes. The specials teactesmse into our classrooms to

teach. Lunch was delayed about taaurs, and the kids are likd;r@hungry |

don't know what's going on3o | had snacks in my roomwbuld keep them

posted, like, This is what time it is. This is what time we'reirgg. This is what

we're doing.Qust to kind of give them an idea. You can't just, with eyglatr

olds, you can't just sayQ, I'm going tachange your entire day around.O
Michelle also used responsive classroom management to support-steicienéed leaing and
to build community and ownership of the classroom. She explained,

| feel like the management parthat just has to be in place for me to be able to

do the other things that | want to do. It helps them to understand the routines and

rules, and Irly to explain why we do things. | really just think that you have to

have classroom management if you want to be able to do the other things.
Michelle used responsive classroom management strategies to provide a structure to support her
studentsO success erase negative impressions and to allow for studeréred learning and
community building.

Using pedagogical knowledge to erase labels. In addition to using responsive classroom
management to erase negative labels applied to her students, Miskellleen pedagogical

knowledge to critically examine and carefully manage her studentsO academic supports and

activities and to incorporate culturally relevant strategies into her teaching.
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She expressed her frustration over the labeling of her classhadrifarvention Program
(EIP).

My entire class had a label. | mean, they were supposed to be labeled as the EIP
class, and that in itself, to label a child EIP was frustrating me from the beginning,
because it wasn't their fault. | know that EIP just nsezarly intervention, but we

are still in a place in society that requires paperwork, and labeling, and things that
are going to follow them in their file forever, and it absolutely is not their fault

that they were in this position, SoE Yeah. That's vEnportant to me to kind of

get them out obbecause | mean, even when they grow up and tleethag it's

going to be like, Oh, wow. Is there something wrong with me? Why was | in this
class? Wi did | have this in my folder2@Going to college, like, #y're going to

have [these records].

The Response to Intervention (RTI) process, a series of leveled supports designed to determine
studentsO potential need for special education testing, was another area in which Michelle applied
her pedagogicanowledge, research, and reflection skills to protect her students from labeling.
She showed me some artifacts as examples and explained instances where she had intervened to
correct the process when it was being incorrectly applied.

It was frustrating tdo start looking into their [studentsQ] files and start seeing that

they're being RTI'd for things likeght words, and I'm just like WZhy in the

world would they be RTI'd for sight words when it's very clear that doeyt

know their letter sounds™Maw, obviously, there's an issue, but hot looking at

it like, ADh, his child doesn't know letters!O It's liken€ed to help this child

learn his letters, because he's never going to know sight words, and who cares if

he doesn't know his sight wordshe doesn't know his letters? He's nevengdo

be able to read anything.O
Michelle explained that by adjusting RTI goals and focusing on the foundational skills that her
students lacked, her students were able to make dramatic progress. IrufpRdWwmeetings,
she recalled the reactions of the RTI team,

The psychologist and the counselor were both very shocked that | said he had

mastered, at that point, half of his &gtsounds. And they were likesl©spent an

entire year lastgar and only knewhe letter A.Qt was almost as if they were
questioning whether or not he had really learned these sounds.
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There were other occasions when Michelle made the decision not to place a student in RTI. She
explained her thought process and careful considerafieach studentOs situation,

I know that records follow kids through school, and | don't want to RTI
[unnecessarily]. For instance, | have ESOL students who came {yeaid
TheyOre really, really behind, but | don't think there's anything wrong thiegre
need to be RTI'd. They don't have the language there, so I'm taking them through
the exact same process, and I'm spegimwth. So, my question wag,don't want
to tierthree them right now, and they're like, OYeah, that'sJiise keep all of
their tier-two data.OBecause | just dontant their records to be likeQ®, there's
something wrong with these childréuwhen | don't think that there is. Some
people don't agree with me on that, but | fpktlon't know. Again, since my
brother was anoduct of that record, | don't want to do that to other kids if | feel
like it can kind of be addressed.

Michelle shared another example that demonstrated her work guiding the RTI process,
In the beginning there would be lines for the word, but nowiteas at a point
where he can actually do sentences, we'll draw the lines for the sentence. But he
did this by himse®I was st really proud of itbout some teaers would come in
and be like, @ow. That'sall he wrote for second gradeBaX this is whee he is
right now, and the same thing happened last year. | had a kid who came in with no
English language at akind he left writing more like this. And for sorteachers,
they would be like, Well, it's not spelled correlgt It's not written correctho But
I'm just like, @o you know where he casrfrom not being able to writeZnd
this is what it's supposed to look like in second grade. I've done that research too.
| don't have them memorized, but | know what it looks like for their writing
developmatally.
Managing the process of RTI with a critical eye for unnecessary and incorrect labels was one
way that Michelle advocated for her students using her pedagogical knowledge and skills.
Michelle also used her knowledge of culturally relevant pedatmgypport her
studentsO learning by building on their personal lives and experiences. She made an effort to
know her studentsO families and used details of her studentsO lives during instruction. During my
classroom observation | noted that she recograneldnentioned siblings of her students who

appeared on the morning announcements, and she had relationships with many families who

attended the 5K school fundraiser that | observed. Michelle made other connections by bringing
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up places in the neighborhoadd noting that her home was like the apartments where they
lived. Michelle also used Spanish words as commands occasionally during the school day and
allowed students to speak to each other in Spanish as they worked in their cooperative groups.
When disassing the concept of a garden nursery from the Baoigari’s Trees, Michelle
asked if any of the students had a baby in the family, to help explain the vocabulary word,
nursery.

High expectations. Michelle protected her students from negative labels &yntaining
an attitude of high expectations for their work and abilities. By carefully guarding instructional
time, demanding quality work from her students, and insisting that each student leatilewghde
content even if their reading level was welldvelgrade level, Michelle was making a statement
to her students and to her colleagues that her class was capable of learning and of producing
quality work

In a focus group discussion about the impact of standardized testing on scheduling and
instruction,Michelle explainedo her fellow participants

Testing has been an absolute nightmare, obviously for the upper diadasge

you guys hate it, buhose of us who are just waiting for everyone to finish, it is

absolutely the longest day. Luckily webetside [in a modular unit], but you

know we're not supposed to go into the building, all the specials, because our

school is so small, all of those rooms are being used for small group testing. Last

year during this time, | was put into another classreomwe actually had two

secand-grade classrooms outside in one trailer together. They take me out of my

classroom and put me into another, so you have 60 kids sitting in afrader

you're trying to conduddlike | will put my kids in a circle on the gaet and try

to carry on as much as | can with somewhat meaningful activities, even though

other people are just doing worksheets.
Michelle was already planning for adjustments she would make the following year during

standardized testing to protect istudentsO instructional time from the interruptions and

logistical distractions. She stated,
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| tried to kind of stick to the subjects that we were supposed to be doing and some

sort of outline, but next year I'm just going to do more prdjasted activities,

and who cares if I'm doing math at the end of the day.
Guarding instructional time fdrer students was one subtle way that Michelle demonstrated her
belief in her studentsO potential, but she was very direct as she communicated her expectations
for their work and for their behavior to them during the school day. Outside of the classroom,
Michelle was very direct with her students regarding her expectations for their behavior, and her
implication was that her class was capable. She framed a correction of the class by saying, OThis
is not the class that | know knows how to behave.O

| also obseved Michelle communicating her high expectations to individuals and to the
class collectively about completing homework and maintaining their reading logs. She
announced to the class in the morning that because they were not meeting their reading goals,
she would be checking reading logs every day. When a student arrived later in the morning and
explained that the reading log was at home, she explained to the group, OThe reading log needs
to remain in your homework folder, and you need to write the fitleeobook two times.O At the
end of the day, she reviewed the process for completing the reading logs, and encouraged her
students to keep up with them. Ol will check them again tomorrow,O she said. OThere is no
excuse.O

Michelle also let her students kmdhat she expected them to complete their assignments
and homework and to complete it correctly. When at student told her that he did not have his
homework, and that he would turn it in the next day, she stated simply, Olt is due today.O She
followed up wth a quiet conversation to determine if there was a parent at home who spoke
English She explained

| typically respond in this manner to remind students that their homework is
important. However, IOm also aware that they may have needed help and



oftentimes, because of the language difference, parents can®tyhebxt )

question is typically, Were your parents &iome? Older brother or sisted@y

to help them problersolve, so they can turn in their work next time.
While working with a student indidually on mathematics classwork that was completed
incorrectly, Michelledemonstrated the use of a pladue chart and observed the student then
use the chart correctly to work the problem. She emphasized the necessity of using the chart, and
then saiccalmly in a friendly tone, OIOm going to be very upset with you if you keep turning this
in incorrectly.O

In addition to directly communicating her high expectations to her students, Michelle
fostered an atmosphere of learning that existed independemtiyéading ability. She
explained,

My class last year was so different from my class this year, but | still have the

same expectations for thehdon't think just because their reading levels [are

below graddevel] Bl mean, | have six kids in this ckaghat still can't read.

They're still working on letter sounds, but I still use the same [academic] language

with them. | have to maybe explain every single sentence that | say, but | don't

think that | should withhold that information from them just hesgathey can't

read it themselves. So, | explain more.
Michelle elaborated on ways that she scaffolds the content for her struggling readers,

| have countless books up here that you can see. They have a stack of books over

there, | mean, again, they'recaie their level, but we read them out loud in the

class, or they can take them to their seat. They'll look at the pictures, and they can

ask questions about them, so just kind of making sure that they have extra

resources.
The contenfarea supports thichelle provided for her struggling readers supported their
learning of the concepts and their ability to participate in the learning community of her
classroom.

By incorporating higHevel thinking into instructional conversations, Michelle gave all

of her studentsO opportunities for building connections to concepts and vocabulary. During
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classoom observations | noted cresgrricular connections that Michelle made linking content
area vocabulary from matscience, and reading to re&lduds the classaldl heard earlier in the
year:Because of Winn Dixie andWangari’s Trees. She also engaged the students in making

social justie connections to the story of Wagari who stood against environmental destruction
despite suffering violence and imprisonmentidsponse to the text one student commented,
ORight is right even if you are alone.O OGood observation,O said Migpeliing highquality

work and participation communicated MichelleOs beliefs to her students that they were capable
of excellent work ad that their voices mattered to the class.

Guarding their futures. Even as Michelle was struggling with the diverse and critical
needs of heseconegrade students, she was contemplating their successes in the near future as
well as into their adult liveddaving taught social and interpersonal skills as a counselor,

Michelle understood the importance of those skills for her studentsO futures. Ol have a vision of
what | want these kids to grow up as,O she said, Oand it doesn't just happen. Someolie has to te
them.O She taught with a perspective of anticipatory advocacy toward academic as well as life
skills with the intention of protecting them from negative labels they might face in their futures.

She expressed concern about the fact that her studerits peoticipate in the state
mandated standardized tests the following year, and she was planning for ways to prepare them.
OYou are not helping if you donOt prepare them,O she agreed as she discussed test preparation
during a bcusgroup interview OEvensa secongjrade teacher | feel like that too.O She
elaborated,

| don't do Milestones, but | understand the format. | have some ideas of things |

will do next year. | hate to say that | have to prepare a kid for a test, but you're not

helping them if you dn't prepare them. So, there are just things that | can see that

| could do differently that | could really just start to help them, so that they don't

go to third grade and then all of a sudden it's like | know IOve got to prepare for
this test.



Michelle had refleted on the merits of the stateandated test, and she had determined that the
writing and responding focus could be useful in her work with her second graders and was
actually much better than the Ofluffy pieceO second graders often wroten8bd o adjust

her writing topics to reflect the type of writing her students would need to engage in as third
graders.

Michelle also knew that behavioral expectations would be stricter as her students moved
on to higher grades, and she took time touls and prepare her students for that change. She
addressed personal boundaries, a concept that can be elusive for younger siutents,
following manner,

We recently had to start talking about eral boundaries.Y®u can't go over to

my desk and sta flipping through.®told my husband last night that | call it our

classroom but this class took that toorbtly. Last year, it was like Mizhere the

desks are, that's our classroom, but this year, the entire classroanclesstoom.

It doesnOt mtar.(JLaughs] So, having those consations too. Today | was like,

Orou know your thirdgrade teachers are probably going to be very mad at you

when you go up to her desks and start flipping throwghhings.Go, the

relationships, conversations, | are they don't know. Someone has to teach them.

It's just part of this job
In addition to preparing her students academically and behaviorally, Michelle took time to teach
life skills such as teamwork and communication that she knew from hegxgveniences
working with her graddevel team were challenging but necessary. In her UACM program
interview Michelle had discussed the importance of effective teamwork and declared her
intention to model this skill for her students. Working with her cglles had proven to be a
challenge to her own collaboration skills, so she was able to empathize with the difficulties her
students had at times. She explained,

The way the world is going, you're going to have to learn to work on a team. |

mean | do it evgrday. Do | like it every day? No. On one activity, we actually had
to have a conversatioBtudents kept crying, sayind,don't like this! They're not
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listening to me!@nd | had just had a staff meetingattday where someone was

like, OYou don't listdO OYou don't listerd@d | actually sat them [stuaks]

down, and | was thinking,| @el like I should tell my coworkers this.O | told them
(People aren't always going to like what you have to say, but that doesn't mean you
always have to keep your mtsushut. \bsolutely not, and can you sayVeéll, |

like what you're saying, but | don't agree with this. | agree with you on this point,

but | dont agree with you on this pointSd that's what | try to instill in them, that

it's okay to say somethindydt it's okay to speak up, but you also can't expect your
opinion to be the only one that matters, because you have everyone else at your
group as well.

Teamwork and communication were important life skills that Michelle fostered sehend
grade clag®om. Ol mean even with next year, third grade is harder,O st@ saide going to
have to do a lot more group work, so in the immediate future as well as when they go on and
become adults in whatever they decide to do.O Her previous work experilercead her
emphasis on life skills. She recalled,
| used to work with teenagers, and | know a lot of them were lacking those skills,
so | guess | could also think forward. What do they need to do when they're 16,
17, and 187 The kids | worked with befalidn't have [those life skilldpwhich
was a reason | came to elementary. | wanted to help them have those skills before
they [grew up].
She also felt that when her students effectively worked together and communicated within the
group that they were one likely to be able to fend off negative labels in the present and future.
She explained,
It definitely does help when they feel like they're involved in the classroom too. |
do have some behavioral issues, but | feel like the students feeling like gey’
part of the classroom, | feeké it helps them to feel likeHey, we're all working
together for a common goal for us all to movenard, and | need to do my part.O
So, yeah, | think it teaches them teamwork. It teaches them that their opiions ar
valuable, that their thoughts are important. It helps them practice
Michelle also considered skills in teamwork and communication as integral to development of

healthy seHesteem in young adults and she recalled the troubled young adults with wdhom sh

had worked previously. OA lot of times they were in trouble too, because thestselh was
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really low,O she explained. OThey had pretty much been told by their teachers or their parents,
what they thought didn't really matter.O By Ohaving them keimaived and taking ownership

of what we're doing in the classroom,O Michelle guarded her students futures from negative
labels by giving them skills for successful interactions in school and as within society.
Summary — Theme Two: Advocating by Protecting Students from Labels

Michelle protected her students from negative labels by critically examining and
sometimes refusing to accept labels that had previously been given to her students. She managed
her studentsO behavior and asadsupports and held her expectations high to challenge and
often defy negative assumptions about her students. Her attitude of high expectations also
communicated to her students that she felt that they were capable of excellence, and the ways
that she garded their futures by preparing them with academic knowledge and life skills were
examples of anticipatory advocacy.

Resisting. Even during her admission interview for the UACM program Michelle had
acknowledged the power of teachersO beliefs aboustinéémtsO abilities to influence student
achievement. She discussed the Odynamics of teachers in classrooms and schools,O and noted
that their negative assumptions and attitudes could Opush students to the side.O Michelle
explained during one of our congations her feeling that while some educators at her school
thought thathey were teaching iculturally relevantvays, she doubted not only thebildy to
teach inculturally relevantways, but also their understanding of the meaning of cultural
relevance. She explained that she had read widely on the subject of cultural relevance, and this
gave her the knowledge to be critical of assumptions some teachers make about students.

Because Michelle felt confidemt her ability as &ulturally relevanteader, she resisted

situations that had the potential to expose her students to negative assumptions. She relied on
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empathy and knowledge of appropriate classroom management and pedagogical approaches to
tell her when it was right to refuse to participatadtivities that were assumed within her
school. She described the pressure to participate in the facultpdiokame on field day and
her response‘A lot of other people were just surprised and they were like, OYou should go out,0
and when you openéhdoor and you see a big cloud of brown dust, and it's a million degrees,
I'm like, Ol think we'll just stay insideA®mes Michelle also refused to place students in the
RTI process when she felt that they could make progress adequately with otit thieeR
OThis was one who everyone told me to RTI,0 she stated. Ol did not, because | felt that he was
making grand progress.O

Michelle also resisted mandates that she determined counterproductive by expressing her
disagreement and, occasionally, by sgyiOl donOt care,O and going ahead with actions she felt
were appropriate. One scenario that Michelle criticized with her colleagues involved
standardized testing procedures. OOnce you finish your testing booklet, you just have to close it,
and set your éad down,O she stated. OSo, if you finish and there's still like, say, 30 minutes left,
45 minutes left, you're just sitting in there doing nothing. OPut your head down.O It's insane.O She
empathized,

Just think about if you really have to go to the baihrpand you have a whole

hour or two of the test left. How are you supposed to concentrate on what you're

doing? That's insane. | probably would have just walked\taybe not in

elementary school, but definitely later | would have had to walk out. Tse ki

weren't the ones cheating so why were they being penalized for it?
Michelle resisted what she saw as a waste of her studentsO instructional time by planning to

incorporate projeebased assignments during periods of standardized testing despéet tthaf

this approach could conflict with distriotandated curriculum maps. ONext year I'm just going
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to do more projeebased activities, and who cares if I'm doing math at the end of the day,0 she
said to her peers. OLike | just, | don't really care.O

Classroom awards became a source of conflict for Michelle when the school
administrators attempted to standardize the process among classrooms. Michelle explained the
situation,

We received an email today saying we can no longer give special awards on

hornors day. We can only give the ones that are specified by the school, but that's

something | will not listen to. If I want to give an award to students in my class, _

because they met a goal, or they did well, then I will do that. Bottom line, | donOt

care.

MichelleOs confidence in her abilities as a culturaliponsive teacher drove her to resist
negative labels and situations that had the potential to jeopardize her studentsO successes.

Sustaining. Michelle resisted negative labels by remaining critical eefusing to
participate in activities she deemed harmful to her students, and conversely, insisting on
practices that she felt were beneficial for them. To sustain her proactive and often oppositional
position, Michelle relied on her own selbnfidencen her abilities as a teacher, her studentsO
observable and dramatic progress, and supportive cues she drew from administrators and
colleagues.

Michelle felt confident in her own knowledge of developmentally appropriate and
culturally relevantpproachesShe had resisted certain applications of the RTI process, and gone
her own direction to support struggling readers in her class. Michelle@srdlence in her
skills also worked to sustain her positive approach to extremely stressful and complicated
challenges. She explained her perspective,

But my goal is to think about what | want my end result to be, and for all these

kids, it's a challenge. To me, it's a personal challenge. I'm going to do what | can

so that they succeed. It sounds so clichZPijluaughs], that is really how | think
about this job now.
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MichelleOs confidence and positive approach were strengthened when her studentsO successes
challenged negative labels and assumptions. She recalled, OMy class was that class where
everyone had seehem crawl around on the floor under the desks, and now they [colleagues]
walk by, and they are like, OWhoa, those kids aren't getting in trouble.O OPeople will come up and
say, OYour class is the best!OO she added. Ol can't believe this is thersameasldsst year!O
Administrators also expressed surprise at the progress of MichelleOs students. She recalled, Ol
mean, an administrator will come in and be like, OWow. | can't even believe this is the same class
from last year. | look at some of youdkj and they're having those conversations. I'm always
just surprised.O She continued, OSo, just to have people come up andie$&ikdd) really?
Theyare doing this now?0 It's really exciting.O

The parents of MichelleOs students also noticeddhitdrenOs progress, and their
encouragement was also significant to her. She recalled,

It was so rewarding on the last family nigbt a mom to come up and say}\O .

child who came into second grade not knowing any letter spangisiaumbers.O

She wadike, (He learned more from you than he hasiis past two years of

school.GBo, just to hear something like that, it just makes it worth it
Michelle looked forward to finishing the year and presenting a comprehensive report of her
studentsO growth to support her resistance to negative labels. She stated, OAt the end of the year
really want to present the administration with this informatidke, OLook how much these kids
grew. This is what | did.00

Besides drawing encouragement from the reactions of peers to her studentsO progress,

Michelle noticed occasions when her colleagues followed her example and made their own

decisions about the best thing for their students. When Michelle refused to malesseit out
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in the heat to watch her play kitlall on Field Day, she notedAfbther secongjrade teacher
saw that | did that, so she felt like she could then make that decision for her class t00.0

The administrators at MichelleOs school exhibitedaemde in her ability to effectively
teach students with challenging needs, and they allowed her a level of freedom in her approaches
to that work. In this way, the school administration was instrumental in helping Michelle to
sustain her efforts in fightg labels. OBecause there are so many kids [who are struggling in her
class], no one's breathing down my back,O Michelle explained. She also considered it a
complement when new students with documented learning and behavior difficulties were placed
in herclass. She said, OBut my administrator said, quote, "I've seen what you've done with the
other kids, so | decided to put this student in your class.” Administrative support along with signs
of peer and student success encouraged Michelle to continue fxedlefying negative labels.
Theme Three: Advocating by Fostering Lifelong Learning

Michelle envisioned and enacted her work as a teacher giving een@athpassing®
commitment to the work, including caring deeply about and resisting negative labelgthtat m
be associated with her students and the possible effects on her studentsO lives even into the
future. In addition to the protective nature of her advocacy against negative labeling, Michelle
cultivated an atmosphere conducive to creating lifelongnézar She modeled her own love of
learning, and insisted on using ambitious teaching practices, activities that not only addressed the
curriculum standards, but also made experiences with authentic problem solving resulting in
deep thinking and intellectudialogue (Lampert, Boerst, & Graziani, 2011; Windschitl,
Thompson, & Braaten, 2011), therm in her classroom. For Michelle, creating lifelong learners

was a logical progression from her wankchallenging and defying labels and an important
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factor forher studentsO immediate and future success. This aspect of her vision was evident in
her thinking prior to entering the UACM program. In her admission interview essay, she wrote,
| believe that when a student is presented with the idea that there is a lot

explore in the world, the student may develop a desire to learn more, could decide

to complete school possibly even go to college. By opening a childOs imagination

you give that child the tool to be curious about chaagd you give him the

strength & not settle.

She went on to explain her belief that by Oallowing the student to have fun while he is learning, a
teacher can overcome the obstacle of a lesson potentially being boring which could hinder the
studentOs ability to focus.O OThe desirertodrd explore can lead students to success,O she
added.

Ambitious teaching practices accomplished MichelleOs goals to foster a love of learning
among her students and to give them experiences with authentic problem solving, deep thinking,
and intellectubdialogue all experiences that she felt were vital to their immediate and future
success

Love of learning. MichelleOs passion for teaching her students to love learning remained
a clear priority in her vision for advocating for her studentsO futuressudn a conversation
with her peers, Michelle responded to a quote from Antoine de-BaimtZry, OIf you want to
build a ship, donOt drum up people to gather wood, give orders, and divide the work. Instead
teach them to yearn for the vast and endleas® She stated,

| feel like that kind of sums up my philosophy and what I'm hearing from

everyone else too. You can hand out knowledge, but unless you make a person

interested in what theyOre learning, there's no value in it. You have to make them

want todo more for themselves, or teach them that they can do more. Inspire

them; make them excited for what the world has to o@egate a love of

learning.

As | observed Michelle teaching her students, | noted on several occasions that she modeled a

love oflearning by positioning herself as alearner, taking studentsO suggestions and admitting
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that there was more to learn. She referred to herself as one of the class when she decided that she
needed to reteach a concept, saying, OA lot of us are geftimgvord sort] wrong.O She called
the class from their desk groups to the carpet at the front of the classroom to go over the activity.
Another example occurred during a science activity when a student asked how much water she
was going to pour behindraodel of a dam for the test, Michelle corrected herself for leaving
out a useful step in the process. She smiled and said, Ol should have measured and recorded that
We will record it on the board.O Later, she added a new measure to the test, inseel@oio
much water the dam would hold. OWhen you have good ideas,O she said, OYou get to do more
stuff.O Finally, when students questioned the possibility of water turning rocks in a dam into
mud, she said, OWe will have to read some more about that.O

Ambitious teaching practices. Michelle also fostered an appreciation for learning in her
classroom through enthusiastic participation in ambitious teaching practices that included
authentic problem solving, deep thinking, and intelliggatogue

Authentic problem solving. | observed one engineerirmdgesignrbuild lesson where
students worked in teams to design and then construct dams out of a variety of materials
including dirt, straws, paper, and toothpicks. Each group constructed their dam in a shallow
container with the intention of testing the dams-tayeone in front of the class to see how
efficient they were at holding back water.

This science activity took place during an Engideera-Day (EFAD) programa
monthly schoolwide activity where students all grade levels in the school engaged in an
engineering design challenge organized around a theme. The challenge took place during the
course of an entire school day, and it included an emphasis on authentic problem solving and

teamwork. Michelle wasommitted to the philosophy behind the EFAD activities, and she spent
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a significant amount of time researching and planning the activities. She explained why she
chose an EFAD activity for one of her advocacy observations and how the activities fitrinto he

vision for advocacy for her students,

| feel like wealthier kids from more prominent families who have better resources,
they usually come into school with more knowledge and experiences that help
them become more successful later in life. Our kids, grat be their parents

don't have the money, they're working, whatever the reason, different situations,
they don't have the same educational toys, or they don't all have the same
educational toys. They don't all have the same kind of time to sit dowveaand

child and just explore and build things, so | feel like it's really ingmbytecause

it helps the chiledevelopment process they need to go through. It helps even
adults just to be able to sit down and figurmething out. It teaches problem
solving skills, and a lot of our kids don't have those things, and they're not able,
again, it's no one's fault that they don't have them, but | feel like as a teacher,
that's one of the things | wanted to offer them

She continued,

I've had the experience wirking with wealthier kids too, and you see all the

time that they're given to just sit tieeland they don't have chorééey don't

have anything like that, and #ekids are totally differenthey have things they
have to do at home. Some of themd&v take care of their entire families, and
they don't have time to just be children. | think it's really important for them too,
even if it is something [like] building a dam. Obviously, most of them probably
aren't going to grow up and really buddian, but it does teach théinHere's a
problem. | need to figure out how to solve it. How can | use the resources | have
to solve the problem that | have?O Whether ®peu know, Odon't have paper

for my homework,@nd it just helps with problem solving.

Michelle described an active classroom and included it as part of her vision for her work during

our first conversation. She explained,

My favorite subject is science, so | like to see students arguing their opinions and
beliefs and following that upith information that they've gotten from books or
research that we've done. So, just to have a classroom that is working together,
and it's not like the kids just need a desk, like listening to me say things. | want
them up and moving around, and talkaigput what they're learning about, and
things like that

In fact, during observations in MichelleOs classroom | noted that her students were rarely sitting

at their desks with only paper and pencil in front of them. The studentsO desks were arranged in
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groups of four and five, and they frequently talked quietly as they worked with materials to
complete assignments. For example, Michelle gave each student seven square cheese crackers tc
use during a math lesson as she reviewed the meanings of thewerdadcolumn. Students
arranged the crackers in the appropriate shape according to MichelleOs directions, and then she
introduced the worgartition and concept gbartioning. The students moved into groups with
each group working on a different activibyt all of them used square manipulatives to complete
their tasks. Some students stood at their desk, and many were talking quietly and engaging
together in using the manipulatives. This scene was consistent with MichelleOs vision for her
classroom,

Doing experiments, like in science, but even like working out a math problem and

having that discussion. One child does this; another one does this, and they see

that, and they're comparing their strategies. Which one? Obviously, one answer

may be correct. Oneay not be, but just havingeém kind of figure out,@h, |

made this mistake, and you did it lik@s. Is this a better choiceP&ee that in my

classroom every day, which is really exciting.
The EFAD desigtbuild challenge activity also included theeusf manipulatives, but the heavy
emphasis on teamwork added an additional level of activity and interpersonal complexity to the
lesson. Michelle introduced the dam building project and gave the students a few minutes to
brainstorm their ideas for buildirgdam and to draw a design. She explained and posted
vocabulary words to help them label their drawings, and then talked through the materials that
each group had available for the build. Michelle set the timer and circulated between the groups,
remindingthe students to write the steps for their building process as they work, and walking
some students back through their steps to help them complete the writing. OWill this stop a

flood?0 she said. OThink about what you can do to stop a flood. Everyorte beads out of

their seat working on the design.O
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Recalling that particular activity and active learning in general, Michelle conceded, Olt
definitely can be a lot harder [to teach this way].O She stated,

It definitely can be extremely stressful and eriely draining when you're

constantly having to navigate people's interpersonal conflict, but again, they need
to learn those skills to be successful. A lot of teachers just want the students to be
in their desks doing something by themselves. It definigeh lot more work

when you have kids up. | think that is one of the reasons why people don't like it.
You go home on those days and even though you don't have to plan an entire
day's worth of different lesson plans, those days you can be a lot mdranite

feel a lot more drainedo, yes, | think that's probably one thing, one reason why
they don't like it The activities can be really messy, so on top of that, you're
cleaning up, s&here are multiple reasons why they don't like them

Despite thdact that some teachers did not like the emphasis on active learning, it was fully
expected that every teacher at the school would participate in the EFAD activities each month.
When | observed the dam building activity, the students had engaged in ERADmes that
year already, and Michelle explained that the process was a typical event in her classroom and
that her students knew the process. She stated,

These are things we do in the classroom as well. They've drawn and labeled. So,

it's not somethinghat we've even just done those nine times, it's something that

we do [regularly]. And | mean, it can be a bit tedious sometimes, but the reason

I'm kind of a stickler for that, and I tell thé{When] they grow up and become

engineers, engineers do haveracess. You have to ask yourself what exactly

you're going to do. Sometimes you give out the materials, and the kids just want

to start building, but the point is they're supposed to be solving a problem. Before

you can solve it, you need to know whasiyou're actually doing, and then you

need to look at what you have and make sure that you're not wasting materials
Michelle insisted that each student participate in each step of the process, coaxing along a few
students who were resistant to compigtihe writing portion of the design. Coaching the teams
to work together efficiently was another priority for Michelle as she circulated through the

groups. OStudents write about how the group worked or did not work well together,O she

explained. She propted one group by saying,
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| am concerned that you are not going to meet your goal. You have lots of ideas,
but you have nothing to show for your work. Three different people are building
three different designs.

Michelle explained her expectations for sardentsO participation in the activity, saying,

When they came into my classroom, it would have been really difficult and for
many of them, they couldn't have done that aBaltause this was one of our last
builds, we've been working on it for a yeand they know the process. They
understand what they're supposed to do. Yes it still is hard for them, but my
expectations for them are still that they've been doing it so many times that they
know what they're supposed to.dtvey know how to do it. It'sot like | just said
here do it, and you're on your own. They've done it

Authentic problem solving gave MichelleOs students rich learning experiences, supporting them
academically as well as socially as they worked in cooperative groups.

Deep thinking. In addition toinsisting that each student participate in the mechanics of
the engineering design process, Michelle pushed her students to think deeply about the task from
start to finish.

It's not so much the design brief that I'm really concernedtakisuthem actually

going through the steps, like understanding what it is they have to do, thinking

about how can I solve this problem, and then designing and creating it and going

back. The biggest thing that we always talk about is making sureoé#n't

work, how could you have made it better? What can you do next time to make it

better?
She explained the importance of the practice of deep thinking to her vision for her classroom,

ItOs just like what | feel a classroom should look like, so fat mekes total

sense. | mean, you go into some people's classrooms, and the kids are all just

sitting there, and they're really quiet. Then the teacher will ask them a question,

and they're confused as to why the students don't respond or why theyaden't h

an answer, but they're never really given time to think. When | became a teacher

that was really important for me.
Michelle felt that the skill of deep thinking transferred to other areas of life, and the ability to
Omake senseO when approachingaribtem was a skill she wanted to foster in her students.

She explained,
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| think it's a life skill that, | mean, some of the kids have it at home, some of them

don't, and this could be for a®jt's not just this demographic. It can be for any

child, perod, some times you don't have those life skills. So, my biggest thing

with creating those designs is making sure that you think about your problem, and

that what you're doing to solve the problem actually makes sense. It might not

work, | don't care abouhat, but it needs to make sense
Michelle rejected classrooms where teachers asked questions and students were expected to
simply produce correct responses. She explained,

It's not just a skill I want them to have for now. Whenever | thought about how |

wanted my classroom to look, | really thought about their futures. | know kids

sometimes have a problem vocalizing their thoughts, and | know that sometimes

they can sit in a classroom and just feel like their opinions aren't useful or even

aren't wantedAnd I've read a lot of books that talk about how the teacher can

give the right answer all day long, but the kids need to go through that thought

process themselves. They have to be able to come it themselves before they're just

going to take what the teler says at face value.

Michelle demanded that her students not give up thinking about the solution to the problem just
because their models had been successful. OJust because a model worked,O she told them,
OdoesnOt mean it couldnOt work even b&eapQhinking was a habit of mind that Michelle
fostered in her students as lifelong learners.

Intellectual dialogue. In MichelleOs classroom deep thinking about solutions to authentic
problems led to another aspect of ambitious teaching, and that eléecinildialogue Prior to
entering the UACM program, Michelle had written about the importance of communication
skills for students. She stated, OBy having more effective communication skills the student will
hopefully feel more eager to be active iass, thus making his education more of a success.O
During my observations in MichelleOs classroom | noted several occasions when she directed the
students who were supposed to be working cooperatively to talk to each other about their ideas

and questiond-or example, when one student asked her if a particular combination of letters

was a word, she said, Ol donOt know. Ask your group.O Later, when students were sharing their
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word charts in whole group, Michelle said, OSomeone tédkudent namehbout wly this is a
word or not a word. Does someone agree or disagree, and do you have a reason why?0

Supporting an argument with facts was a seaynadle standard that Michelle was
working on with her students as they wrote persuasive paragraphs. As sheeciroatateen the
groups she said to several students, OYou have done a good job giving me your thoughts, but you
havenOt given me your opinion.O She went on to explain how to express an opinion based on
facts. She explained why she stressed this skill itlassroom,

I mean that's a big thing. Second graders are supposed to learn how to support

their opinions with details or information. Through my studies at Georgia State

and working with other professors, I've been informed, and | can see where a lot

of times the ESOL students have trouble vocalizing their opinions or their

thoughts, period. So, | feel like just having them start earlier is obviously better.

Having them talk about what they're doing or talk about what they think about it

it not only hels expand their thoughts and their perspectives, but it also gives

them that practice that they need, so as they get older they can continue to

formulate their thoughts and vocalize them.
The EFAD engineering design challenge was a rich opportunity for Michelle to reinforce
intellectualdialogueamong her students. As she moved around the groups, she reminded
everyone that theall needed to work on the design as a team and talk to eash $kie said
several times, OStop telling me! Talk to each other!O Michelle explained,

You need to be abBand for ESL kids too, they need to be able to explain what

they've done. So, we've spend a lot of time talking about that, going around in

groups taving them communicatingWhy did you puthis here? Why did you do

that?Qust to give them a chance to vocalize their thoughts.
The group presentations of the completed projects provided additional opportunities for
MichelleOs students to engage igliattual dialog, and Michelle intentionally prepared her
students to critique and to answer questions from their peers. OWe always say what we see good

first,O she reminded them. ODonOt start yelling out what is wrong.O She explained her thoughts o

this,
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I've been a supervisor for grownups in the past, and any time you have to

reprimand someone you always say something positive before you go into the

negative things. But yeah, they're sevamd eightyearsold. The first thing

they're going to notice athe things that they could have done better or someone

copied me. It's not always horrible, bad things, but it is something that we talk

about a lot. Say something nice @lut it also has gone so far the other

direction where they only thing they say Ol like when you do this, | like when

you do that.O So I've kind of modefeld's okay to say maybe you could have

added a little bit more here, because that's just, you know, it's supportingfeople
Commenting on the fullay classroom observatiodjchelle told me that she felt good about
the day because of the conversations she was having during whole group time on the carpet at
the front of her room. She recalled,

| feel like they were really involved in our conversations on the carpet today. |

was able to see even stuff we talked about yesterday that we had just briefly

mentioned, and even things we talked about his morning, how theyOre kind of

starting to remember that and to bring it up in later subjects.
Intellectualdialogue deep thinking, ad authentic problem solving were elements of ambitious
teaching practices that Michelle incorporated into her lessons with the intention of grooming her
students to be lifelong learners.

Resisting. Michelle was committed to developing in her studentgittgre and ability to
be lifelong learners, and she pursued this goal by fueling their love for learning by her own
modeling and by providing rich and varied instructional experiences. She also relied on
ambitious pedagogies to give her students oppoigsriib engage in authentic problem solving,
deep thinking, and intellectudialogue Her approach to learning emerged from the question she
continued to ask herself about her work for her students, OWhat more can | do?0 Michelle
expressed a lack of unde&sding and a level of frustration with colleagues who failed to see the

importance of providing instructional experiences that promoted lifelong learning. She explained

how she resisted the potential to be discouraged,
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I've addressed those frustrationgiradelevel meetings and in conversations with

other people, but I do have to remind myself that | can't really change other

people. | can lead by example. | can do what | can do for my classroom. | can

share my advice. Everyone's not always willing $teln, but even though I'm a

really shy person, once | figure out that something is kind of working, I'm not

scared to relate that to other people. So, I try to do that.
MichelleOs pragmatic attitude toward colleagues with different perspectives als@tdist
resolve as she worked with challenging students and classes to implement strategies that required
repetition and consistency before they began to make a difference. While she admitted that the
learning experiences she provided could be messyirargifor her personally, she reminded
herself to be realistic about her studéatge and backgrounds, saying,

I mean ideally they would already be working perfectly together just like another

school year, but realistically that's not going to happenjuSbto see how much

they've grown to this point, compared to the beginning of the year.
Finally, when it came to resisting the urge to give up on ambitious teaching for quieter and more
traditional instructional practices, Michelle remarked that hength to resist complacency
emerged from a much deeper source. She explained,

| guess for me it comes from that initial commitment, that I'm there to make sure

that these kids grow. | don't look at the child as having a deficit, but | feel like

when they grow up, sometimes the world has this deficit view of the populations

we work with, and | really want to prepare them to overcome that. So, whatever

method or means | need to use to help them achieve the best possible outcome for

themselves, then I'm going to do that.
MichelleOs pragmatic perspective to her colleaguesO diffgugjations for their work and to
her studentsO development enabled Michelle to resist discouragement in her own work.

Sustaining. A realistic perspective and a firm grasp on her commitment to children

enabled Michelle to resist what she considered metjcand complacency among her peers,

and she sustained the ongoing effort by her studentsO positive responses and the structure
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provided by her responsive classroom management practices and school support staff. She
described her studentsO reaction torigaeering design build, stating,

The STEM activity, or the EFAD activity, we do those things here, but it is
something different that a lot of schools don't do. | hear complaints every day
from other teachers about how they hate doing it, but it's samgettit | actually

do enjoy. That was one of my least favorite builds, but the kids did a really good
job that day, so it even made me realize that some of the times when | may not
think it's the best of activities, the kids may really enjoy them, anddidethat

day. So, | thought it was just a good thing again to show, just because it's fun for
me. It's different; the kids don't get to do it at home. If they went to another
school, they may not get to have those experiences

Not only did MichelleOsislents enjoy the higlevel thinking activities, but also she was
encouraged by their grasp of grddeel content knowledge. She stated,

It's good for them because my class last year was more on grade level, and | use a
lot of the same activities, but najass last year | was able to see the growth more
quickly. For this class they all came in basically on kindergarten level, so to hear
the words that they're usi®g\nd of course they do struggle a little bit more

putting them into correct sentences, Inait's understandable as well, but the fact

that | do have kids that came in so far below grade level to still understand the
concepts that they are supposed to be understatdingretty proud of them for

that.

Michelle acknowledged that the extra sugi@he got for her class, daily segments of ESOL,
EIP, and math support, helped her to handle the large number of struggling students while she
still provided highlevel thinking activities and experiences. Equally important in supporting her
work was thestructure provided by her classroom management practices. She explained the
importance of classroom management to the success of ambitious teaching practices,

The management does take a lot of practice. At the beginning of the year we

practiced it a lot, bt | can't do the types of lessons that | want to do if | don't have

that, so that's very important to me too. IOm pretty organized, and | like things to

be routine. Because there are so many other things we want to do, and |

understand that you have tovieahat organization to be able to do the fun things,

and | try to instill that in them as well. So, when we see other classes acting like
crazy people, they know to step aside and let the craziness go on.
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Conversely, Michelle noted that ambitious teaghpnactices also positively influenced her
studentsO behavior. She explained,

We have less behavioral issues. We arenOt constantly sitting in our seats, and we
are doing things that are fun. In all honesty, | do it for the kids, but itOs also for me
too. It would be really boring to have to sit everyday. ItOs boring when the
classroom is quiet, and 1Om just sitting here, and they are doing something at their
seats. | mean it makes your day go by really slowly. | enjoy seeing them get so
excited about the #uities which is why | spend so much time planning them, but

| also feel like, because the activities that we do are more engaging, that it helps
with those issues. Because we are always doing something, they arenOt getting in
trouble. IOm not always sémgikids to the office, because they never really have

a chance. On a normal day, we are pretty busy.

Sustaining her commitment to advocacy through the development of lifelong learners was
possible for Michelle, because she focused on positive studpohees and support from her
school administrators, and implemented responsive classroom management strategies to support
her studentsO success.
Conclusion

Michelle envisioned her work as a teacher advocate as aenOathpassingO
commitment that includegrotecting her students from negative labels while she built them up as
lifelong learners. She credited her personal experiences for her solid beliefs about the potentially
long-lasting impact of teachers who dedicate themselves to protecting and nutiargigdents
in their classrooms. She reflected on her own childhood educational experiences,

| feel like maybe my kids arenOt being abused at home. Maybe they are, | donOt

know. ThatOs a problem that teachers donOt always know. But, | can see how it

canbe. They can follow the path | took, or they can follow the path that my

brother took, and | feel like if he had had teachers who actually encouraged him to

do better than he did, then maybe he wouldnOt be doing what heOs doing now.

HeOs 28 now. | know tieeis a time when you do have to start making decisions

for yourself, but | believe if he had had someone early, someone helping him

understand that he did have worth, and that he did have value, and that he was

smart, and that he could grow up and do gbing-- that he didnOt have to follow

in the footsteps of his family. | think that would have been a little more helpful for
him.
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So when my kids, | know some of them donOt have a lot of money. | have kids
who have to take their backpacks home fullaafd, but | want them to know that

even though thatOs your familyOs situation now, it doesnOt have to always be that
way. You can grow up and you can maybe go to college. Whatever you want, you
can do that. Like a lot of my kids this year, theyOve toldhatdheir dads have

been in jail. Qust because your dad is in jail doesnOt mean that you have to go to
jail, and just because heOs been in jail doesnOt mean he@t persea in the

world either,you know?

While MichelleOs own experience was the foundation of her vision for her work as a teacher
advocate, she acknowledged the role that her specialized teacher preparation program had in
providing her with the extensive pedagogical knowledge and skills.sbded&eaccomplish her
vision. Speaking of the impact of her specialized teacher preparation program on her vision for
her work as a teacher, Michelle explained how a community ehiikeled colleagues supports

her work,

| feel like it [UACM] just strengbened my understanding of my personal core
values and beliefs. A lot of times when people think the way we do, wanting to be
understanding towards other people, everyone doesn't think that way, and I've
gotten a lot of crap in the past for that. So it wae to build relationships with
people who think similarly and to know that even if they're not in my room with
me-- when I'm working with these kids, and I'm trying to express that they can
make something of themselvesven though | may not always he@aat from

other people in my life. It's nice to know that | have a group of people that feel the
same. You feel that support even though they're not really there with you

Although Michelle was not willing to claim that she was comfortable being rexedjais an
effective teacher for students in an urban mglked school, she thought of the future in positive
terms. She stated,

One of my coworkers told me the other day, OStop thinking about next year!O

because I'm already doing that. | mean, as mutlt@sd have done, | feel like

I've done that, but will | change things next year, absolutely. So I'm happy. | feel

like I've done a good job. They've done a really good job, but there are always

things that could be done differently that will hopefullpgart my class even

more next year.

More broadly, Michelle saw her work as a teacher as a work in progress.



I'm working for change, but with every person in every time frame, the change

that you need to work towards may be different. So once you stfadlto

comfortable, then you're probably not doing as much as what you need to be

doing.
Michelle summed up our work together by explaining that although she might not have an
opportunity to know exactly how her teaching might impact the futures of hersegade
students, she had confidence that her role was important in their lives. She stated,

| think people, who are not in teaching, when they look at the things we do for our

kids, they're like, OWow! They're going to remember you,O and I'm like, OThey

may nobin fact, | don't care. The fact that they don't remember me, but they go

on to effectively communicate or control their emotions or be a mathematician?

Great. There might be a igchool teacher that gets credit for that, and that's

wonderful. But | got them to high school.
MichelleOs vision for her work as a teacher advocate was comprised of a total commitment to her
students including a dedication to protecting them from labels and cultivating them as lifelong
learners. She resisted negatinel andifferent responses from colleagues by relying on her strong
grasp of culturally responsive teaching practices and responsive classroom management to give
her the confidence in her own decisions. Noticing and valuing positive shifts she obserwved in he
colleaguesO actions, positive support from school administrators, and, most of all, positive

responses and improvements in her students encouraged her to sustain her work as a teacher

advocate.
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Lola

The parents that I grew up with are actually biologically my aunt and
uncle. They adopted my sister and me. My sister, she was a crack baby, and that
still affects her. I think their example helped me a lot to understand how
important family is, and how family can be different in so many different ways.
Like, to look at my family, you wouldn’t know anything different, because my
parents are such amazing people that there is no difference in their raising their
biological children and us. Maybe this is why I sympathize so much with my
babies that are in financial crisis or whatever, because it hits home. I’'m one step
away. It could have been me, you know, I could have been in that situation
literally—literally.

My dad grew up in Compton, but back then Compton was actually a
premier neighborhood. By the time he graduated from high school, it had started
getting rough. Like, I think it was 76 that he graduated, so at that time the gangs
had sort of taken over, and the crack epidemic was on the rise. So, even up until 1
went to college he would take us back to visit his old neighborhood, and his big
thing was to give us a sense of grounding and just to know that, “You are no
better than anybody else. People are just people.”

Maybe it hit home more for me, because it was like a personal thing,
right? I've always been old before my time, because this happened when I was
five, so I was old enough to know what was going on, but still very young. So, I've

always had a sense of awareness, I guess.

Education and Background

OWhen | was younger, | used to want to laavger, specifically a civil rights lawyer,O
said Lola, Obut then | realized | wanted to have a work/life balance,O she laughed. Lola; who self
identified as biracial African American and Mexican, was born in Saudi Arabia and raised the
suburbs of a largmetropolitan area on the west coast of the United States. She explained the
impact of her upbringing on her awarenesthefimportance oface,

My passion for urban communities comes from exposure to race relations at an

early age. | grew up in a premissmmunity in which | was one of an extremely

small population of African Americans. As a result of certain experiences in this

social setting, some positive and some negatimyesense of identity as an
African-American woman became deeply entrenched.
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Lola attended a large state university on the west coast where she majored in Africana studies
with a minor in communication studies. OMy degree in Africana Studies reshaped séieésal be
that | held as an AfricaAmerican woman,O she wrote in her applicagoals statement. OOne
of the most profound revelations that | experienced was that the struggle for civil rights is far
from over; disparities in treatment have merely been shifted from race to socioeconomic status,O
she wrote. LolaOs stroiagntificaion with the AfricanAmerican experience fueled her desire to
make her own way to se$iufficiency. Ol helped pay for school by taking several jobs and
internships,O she explained. Even though she worked three jobs at times, she struggled to survive
finandally. OThe decision to essentially drop out of school was extremely difficult for me,
because | have always prided myself on the ability to Ofigure things out,0O she stated. Eventually
Lola secured a fultime position with a national bank, and she wale #o reenroll in
coursework. She explained the influence of her work in the business world on her personal
development,

Ultimately, | settled into the banking industry and honed my leadership skills,

learned selsufficiency, and acquired financial btkty. In fact, it was as a

supervisor and manager that | realized that | am patient and have a knack for

training and development. Nothing pleases me more than the knowledge that

several of my trainees have continued on to achieve great success @utigyin
As a customeservice manager, Lola was recognized for excellence in both customer service and
sales numerous times over the course of heyesax banking career.
Journey to Teaching

Although Lola was successful and being promoted within hekibg career, she had
taken the job only as a means of supporting herself until she could finish her undergraduate

degree. OWhen | finished my bachelorOs degree and was successfully established in managemen

| became increasingly unhappy,O she recalleelws transferred to Atlanta, and not long after,
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she quit her job to become a teaching assistant in a Montessori preschool. She explained the
reason for the transition,

During my undergraduate experience, | had little idea of what | was going to do to
make a difference in peopleOs lives; there were just too many choices. What | did
not realize was that while | was searching for focus, | ignored my natural talents
relating to education, not realizing that | had an inclination towards people and
children inparticular.

Lola found the UACM program while searching online for pathways to teaching certification. In
her application goals statement, she explained why the program was a good fit for her,

Georgia State UniversityOs Urban Accelerated MasterOs and Certification program
is everything that | want and need in a graduate school. It focuses on young

people in urban areas in need of teachers who have a genuine desire to give back
to this particulademographic. | have a vested interest in learning how to deliver
quality education to all young children, because my affinity with them stems from
our mutual innate enthusiasm for learning.

Lola was especially drawn to urban elementary schools despitevaeeness afegative
perceptions of innecity schools. She explained,

| feel like working in an urban setting kind of has a negative connotation,
especially for folks that possibly have worked other pla¢es know, you hear
about the Ohoodfl you lear about, you know, OThose kids are rough,O or,
Orhey just donOt carBheyOre lazyahd all of that

She continued,

| totally believe that every student should have access to a quality education,
which is why | believe in working in urban areas, because | see that thereOs such a
deficit there in terms of the opportunities that theyOre given and really just how
people peceive students in that area. And the perception is what bothers me the
most. For me, it was just going in and getting my hands dirty and really just
working with those students and loving on those students and giving them the
opportunity to be great, bagse they are. So, thatOs just kind of how | feel about

it. And just challenging them to be the best that they can be and to really instill
that confidence and that desire to be lifelong learners and to challenge themselves
throughout the rest of their lisewhich is why | chose elementary school as well,
because you get them younger. ItOs easier. But the older they are, you know, the
older anyone is, the more set they are in their ways.
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A fan of the arts, Lola brought with hir teachinga love for reashg, languages, writing poetry,
playing flute, and dancing/stepping, as well as a love for handgience and anything to do
with history. She considered herself to be culturally diverse, and she felt that her background
equipped her to bring differingaridviews together within her classroom, making her a good
match for urban schools. Lola aspired to be a teacher, and even after two years in the classroom,
she adamantly declared, Ol have no desire to be an administrator.O
School Context

Lola was ahird-grade teacher completing her second year of teaching at-adegh
urban school located in a higieed metropolitatarea district outside of Atlanta at the time this
study was conducted. She described the diversity of her school,

Because we have such aga refugee population at our school, oh my gosh, |

donOt even know how many languages are spoken there, and dialects. There are

really at least 30, if IOm not mistaken, at one time. We have all of these different

cultures that are there, but itOs stijfeat space, and thatOs what | love ab8ut it

is that. Especially last year, | had literally nine different languages that were

spoken in my classroom last year, but we still had an awesome time, and we made

it work. WeOre a family.
Lola was teaching thintegratedpecial ducation (ISE) class for the second year in a row, a
group that was especially challenging because of the high concentration and combination of
learning and language differences. She expressed her frustration with the fact thghaltieou
had taught a similar class her first year of teaching, the current year seemed to be more difficult.
Olt's a career change,O she said, Oso | guess | didn't realize how much | was going to put into the
career.O Lola described one conversation alsowtiuggle that she felt was enlightening,

| had a moment during an interview with an administrator, and it was interesting.

She was saying that because | had experienced success in my first year, | had set a

new ba of expectations. | was like, OThatfsThat's totally it. Jve totally set the

standard in terms of what my new standard of excellence is, and of course |
always want to exceed that. So, | mean it just makes it harder, but it's doable. |
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feel, you know, like I should be getting better as.thhave more the in the

game. So, itOs likeN@ no. | should have this already.O
Lola described her relationship with her school administration. OItOs interesting because 10ve had
lots of different administrators at this point,O she noted. OlOve only been there for two years, and
IOve had three different principals, one interim andiffierent APOs.O She continued,

Ipavenf)t even completed my second year, so it is a lot of transition. 10Il say this

IOm fortunate that my principals have been pretty supportive, especially this last

one. | kind of stayed §school name]because | kid of liked where she was going

with a lot of her visions.
LolaOs also relied on support from her giauel colleagues. OYeah, third grade, we're very
close,0 she said, Oand we even had a new person on the team, and we let her know like, OListen
this is a team structure, we work together, otherwise weOre not going to be successful.00 Lola
described her interactions with her teammates,

I'm finishing my second year, and there's lots of things t ¢oiew, so I'm always

asking, @/ait a minute. What abotitis, and what about &, and how are you

doing this?@Gometimes it can be annoying for other people, but | don't mind. I'll

ask a million questions until | get it. I'm just kind of stubborn like that.
Despite the support of her team and of her admat@®, Lola was strongly considering
transferring to another school at the end of the year, and she was interviewing for positions at
other schools within and outside of her district.

LolaOs classroom was located on a main corridor of theantdry consucted school
building, and it was typical of classrooms from that period. Windows on the back wall
overlooked green space and a more recently constructed gymnasium, while the front wall had
two wooden cabinets for teacher supplies and student belongifms.cabinet with a counter

was covered with stacks of textbooks, instructional materials, and library books with a Black

History month theme that were propped upright to display the covers. Studentvdesks
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arranged in groups of thre@adfour, and tlere was a rug at the front of the room where the entire
group gathered for class meetings and wAgoteip instruction.

The nearly 66/earold school building where Lola taught was located within a densely
populated apartment neighborhood situated alongjarrhighway corridor that was known for
its international flavor. Strip malls, parking lots, and apartment complexes dominated the area,
andhundreds og&thnic businessdmed the route that accommodated the wide variety of
immigrants who had settled the area. The community in which Lola taught was unusual
because of its unique history and the transformation that had begun during LolaOs first year of
teaching. The neighborhood was dominated by a neatyye&€old public housing project that
had been wilt to house AfricarAmerican residents who were forced out of their neighborhood
locatedin a nearby town during the 1960s. The housing project had been the home of
generations of residents, but it was slowly being bought out and demolished. Lolaglaaches
the history of her school community, and she explained the tragedy of the circumstances,

First of all, itOs historic. That land was granted from esiaae. She had this

land, and she made it like a big community thing. So, there are generdtions o

people that have lived there. So, to tear it down and to kind of get rid of it, | was

really hurt to hear about that
The closing of the housing project directly impacted LolaOs students and her first year of
teaching. She explained how learning alibattransition of the neighborhood helped her to
understand her studentsO situations.

Yeah, so that [researching] helped me to get to know what was going on, but |

was already interested because | was devastated. IOmingadeut these

parents, like, Why are you moving at the end of the year? \Wanatyou doing?

WeOre so closeYOu know? But they had no choice. They literally received that

notice like in either December or January, and they had to be out by March or

something, which, again, is at taed of a school year. 1tOs devastating for a kid

that has to move at the end of second semester. So, these kids were sad and kind

of withdrawn. You know, thereOs a lot going on. It was awful, so | was really mad
when | found out what was happening. Andoiirse theyOre building townhomes
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or condos or something, so itOs, you know, of course for monetary gain, but,
again, not to the benefit of the people in that community. They were given
vouchers to go elsewhere, but with what transportation? It was tirigria
honestly.

Lola continued,
And | was actually talking to a parent or an auntie a couple of weeks ago when |
went toa game, and | was likeY@ah, | was sad that | found out about them
tearing[housing project nameajown right when | had just gottenéne.Q didnOt
know about it until it was really too late. It was already done. Students were

moving, and they were kicking people out basically. Because, | definitely would
have tried to help in some kind of way

During her second year of teaching Lola€®ol community was still experiencing difficulty
from the impact of the transition as studentsO families relocated.

Fifty-nine percent of the students at LolaOs school were either born outside of the United
States or English was not their first langeiagnd 30% of the students received ESOL services.
Students at the school represented a wide range of countries including: Burma, Bhutan, Cuba,
Eritrea, Ethiopia, Irag, Mexico, Myanmar, Nepal, Somalia, Sudan, Tanzania, and Thailand. The
student body of 556elf-identified as 66% Black, 14% Asian, 9% Hispanic, 9% White, and 3%
Other, and they were instructed by 36 fulltime teachers. Eighty percent of the students at the
Title I school qualified for free or reduced lunch.

Nomination and Recruitment to Study

Faculty members who nominated Lola for the study described her as distinctly OpositiveO
both as a student in the program and as a teacher within her school community. OHer students are
encouraged to support each other and to applaud each othersQistueemis,O noted one
faculty member about her skill at developing strong group interactions within her classroom.
OShe creates a warm classroom environment and talks to students about how to deal with issues

at school and at home in positive ways.O Anathscribed her Oemphasis on building
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relationships and establishing a sense of community in the classroom.O Faculty members who
nominated Lola had multiple and varied experiences working with her including UACM
coursework, field supervision, extracurrigubctivities, and a study abroad experience.

| met with Lola a total of nine different times between February 12 and May 28, 2015 for
six personal and focus group interviews and three observations. The observations included one
full-day classroom visit,ral two selfselected events: a) Black History Month assembly and b)
afterschool soccer league games. In addition, Lola responded to several emails from me and met
with me briefly for the purpose of clarification and member checking.
Advocacy = Teaching Humanely + Holding High Expectations + Honoring Students’
Cultures

When | asked Lola why she thought that she had a reputation as an effective teacher, she
said, Ol think itOs the relationships | have with my students.O She explained the value she placed
onrelationships in her classroom,

| think that is the foundation of everything that we do. So, | believe in getting to

know my students on an individual basis. TheyOre not just students. TheyOre little

people, so, you know, they have different backgroudiéferent things to bringto

the table, and so | make sure that | kind of bring that out in the classroom. | donOt

treat them as ongizefits-all. So, every class that IOve had, which is not that

many at this point, is completely different, and they allhtheir different

personalities, and it all comes together in unique ways. So, | just kind of try to
capitalize on that and then take it from there and get our learning going

And so, yeah, | think that could be one thing that they [colleagues] segaiha

know, my kids, we have a good time. At the end of the day, they learn most
certainly. They definitely perform to the best of their abilities, | think, and they
surprise themselves in terms of what they can do, so | donOt know if thatOs maybe
something else that people are seeing.

For Lola, treating her students like the Olittle peopleO that they were included more than Ojust
teaching.O She was dedicated to creating a classroom environment where her students felt that

their teacher valued them. Shated,
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| give more than 100%. Everyone says the clichZ, 110%, but | feel like | give
more than that any time, day or night. If I'm out shopping, whatever it is I'm
doing, it's all about my kids. They're my kids. Again, | don't care. You walk into
my door; you're mine, as simple as thabrever- | don't care; if you move on,
you're still mine.

Ol have 8,000 pictures on my camera of my students,O she said. OReally, these kids are
like my own kids almost. If | had kids, | would imagine it would be like f@sause |
have pictures of them everywhere. O
Lola®s commitment to children extended beyond her immediate classroom to the broader

school community where she also worked to develop close relationships with students. She

explained,

I have kids that haveawer been in my class that will run up and give me a hug. |
have a little girl who's in P¥K, who calls me Auntie. | don't know where that
came fran, but every time she sees me, OAunfai®her mom was walking by
the other day, | was like, | dofkhow how | became Auntie, but, OHey Pumpkin,
how you doing?Ostill give her a hug. It's funny. Yeah, so it is like family.

0So, | have kids that IOm like, OHow do | know you?0 she said. OSo they stop by and they give n
hugs, because 10m big on hugs, so | hug everybody.O Within her work as dance team sponsor,
Lola had opportunities to work with older students, and, at titn@saintain relationships with

her former students. She found that the connections she made with students at all grade levels

multiplied. She stated,

It's interesting. Even yesterday | was mentoring some fifth graders. These girls do
not know me from anyiing, really, | guess. One of them actually was on the step
team, but that's like a new thing. And they camene with their issues, likeQO,

Ms. , you know, this and this happened todalywaat should | do

about this?0 And I'm likel @nt know when | became a counselor, but okay,

girls, come on. Meet me my room, and let's hash it ouBQt | totally feel we

should be more like you're just dealing with all students. It doesn't stop with just
the students in your class. My expectation is, even still, my fourth graders, they're
notbl don't even teach fourth grade. They #hrird gradersast year but,

Orou're still mine. | don't care. | told you to stop growing. You still kept grgwin
Whatever. You're still mine.O
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Treating students humanely was a perspective that Lola carried toward all students in her
school.

Lola envisioned humanedching as one way of advocating for her students, and she
explained how her approach was especially important in urban school environments.

Just making sure that every student has access to quality education and to

someone that genuinely cares about whieeg go in life. And | feel like in urban

areas, that kids often have to grow up faster than anywhere else, because theyOre

faced with a lot of different things. So, | think my challenge is to make sure that a

kid is still a kid, and that they have an opjpinity to learn and to dream really.
Emerging from the high value Lola placedier students as Olittle pedpleras her commitment
to high expectations for them both in the context of third grade and in the broader context of their
lives, a perspectevof anticipatory advocacy. Lola demonstrated the high expectations she had
for her students by using her pedagogical skills in responsiv&@tes management and
culturally relevaninstruction to protect her students from labels while she activelyéaistieeir
identities as lifelong learners. Finally, LolaOs commitment to high expectations for her students
was extended through acts of advocacy that emerged from her commitment to honoring her
studentsO cultures and backgrounds.
Theme One: Advocating by Treating Kids Like People

OThese are all people,O said Lola pointing to her students. OThese are all people in the
making.O Lola maintained an affectionate and protective attitude toward her students that was
evident in the language she used when speakihgr class,

We@rg like a family. So, you know, | tell my kids assas | walk through the

door, @ouOre mine. IOm sorry. Like it or not, youOre mine. YouOre one of my

babies, and my job is to keep you safe and for lesstm and to have fun
togetherO

In fact, during my observations and interviews with Lola, she constantly referred to her students

as Omy babies,0 Omy kids,O and Opumpkin,O and she referred to herself as Oa soccer momO ai



22C

Ohaving 300 kids.O For Lola treating kids like Opeople makingO included a dedication to
the whole child. She explained,

And really, | guess the advocacy part for me is taking care of my students as a
whole. ThatOs emotionally. ThatOs psychologically. ThatOs, you know, all of the
above. Making sure that it about just your numbers, and what you can do,
and how weOQre achieving, bidp@ are you feéhg today? YouOre a little off?0
You know, 101l pull you tthe side in a heartbeat, likeQkay, whatOs going on?
Everything okay at home? Do | need to catim? Do we need to get together?O
(Honey, do you need a ride home? | know you really want to be a part of this
play. Is that whatOs stopping you? | mean Ocause we@it¢aifat. [tOs no big
thing.GS0, whatever it is that my kids need in order toide,ko have fun and to
have experiences that they want to experience, as long as theyOre acting right, 10II
make that happen.

Lola attended to her studentsO emotional needs by using her knowledge of responsive classroom
management, by attendiegtracurricular events that were important for her students, and by
seeking out connections with her studentsO families to foster a feeling of security and belonging.
For Lola her studentsO need for the security of a community was equally importandasyatte

to their selfesteem by anticipating and providing physical needs and protecting and defending
them in academic situations. She approached all of her interactions with her students with care
for their dignity and respect for them as human beings.

Security. Lola envisioned her class to be like a family, and building a cohesive and
supportive classroom community was the foundation of her efforts to support the emotional
security of her students. In her program admission interview essay, Lola explairsdiéfs
about the importance of classroom community, writing,

As it relates to educating urban children, understanding of community is of

utmost importance, as it is an awareness of the interdependence of people. A

classroom in and of itself is a comnitynhowever recognizing that the classroom

is only a part of each childOs sense of identity gives the educator the chance to be

more successful at making a connection with each child. The ability to understand

and foster a sense of community empowersesttgdby creating a stable learning
environment and enhancing the learning process.
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Ultimately, a teacher with an understanding and sensitivity to the need of building
a community that is inclusive of the classroom and beyond is extremely

important. It dlows students the stability that is necessary to enable them to focus,
and gives them a sense of belonging. As for the teacher, community is about
understanding that the task of education is far beyond self, but a fundamental part
of perpetuating a betteommunity outside of the classroom and, hopefully, a

better future.

She explained that the UACM program had Odefinitely helped to kind of shape what she wantedO
her classroom community to look like. Stentinwed,

IOve always known that | wanted my alasm to be kind of comfortable for my
students, but UACM kind of gave me the vision. They gave me the means to do it,
so learning about morning meeting and learning about culturally responsible
pedagogy, it waall kind of at the time like, OYes, thisti€So, it helped to

shape that feeling, | guess, into something that was more permanent. ThatOs what
we do.

Lola had incorporated the development of ground rules into her classroom community. Ground
rules are foundational within responsive classroomagament, and teacher candidates within
each UACM cohort develop during their own ground rules during their first days in the program.
Lola explained the importance of ground rules within her own UACM cohort, Ol think the
ground rules kind of set up the esf net,O she recalled. Olt was not always pretty, but it was a
relatively safe space. We were able to at least not be afraid to truly speak our minds. It was a
foundation.O Within her classroom community Lola also used the concept of ground rules as a
sakety net,

Well, our rules in our classroerof course | allow them to participate imet

process. | donOt just say, OHere are the ritleasthe facade of being

democratic, although itOs still my classroBuot, you know, number one is,

(Respect youcommunity and your people in it.O Number two, OThereOs a time

for everything.®actually mightoe putting these out of order. OHave fiHat

was the other one? Now | canOt think of thefraourse. But basicallytOs all

about us interacting with eacdtther and with the people around us. You know, we

offer it within a school. Of course we have our community, but how do we respect
everyone in it and all of that?
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Safety or trust within her classroom community was a priority for Lola, and she
explained hw the feeling of safety that her students experienced in her classroom resulted in
positive changes in behavior. She stated,

You donOt have to be hard in my classroom. For example, so we do morning
meetings. And | have a special place in my heart for ytsgk men, because |

feel like theyOre so misunderstood. Especially as they get older, theyOre seen as a
threat kind of. You know? And you see it even perpetuated in third grade how
they interact with each otherhey try to be hard and, you know, whate\gut

itOs interesting. Atéhbeginning of the year, we do Ohug, handshake or high
five,Owhich is like a morning meeting activity. And they greet each other, and
they get to choose which one that they want. So, in the beginning itOs always like
handshak, highfive. And now towardshe end of the year itOs like, Ol want a
hug.CBo, they hug each other. And, you know, itOs boys with boys. And before
there usd to be this whole thing like Nah, YouOre a boy. | canOt do thauO

now they know each otheand they know that itOs all love in the classroom, so
they feel comfortable doing that. ThereOs that safety there and knowing that
theyOre not being judged. So just, again, allowing them to have that emotional
space to kind of be themselves, and itOs, gkayknow? To be human. ThatOs
exactly it, you know, thatOs just one of the things that | do

Setting ground rules as a class was the beginning of the development of a safe and trusting
community, and LolaOs students benefited personally from the htrmsp

In addition to fostering a feeling of trust and safety within her classroom community,
Lola developed a sense of independence among her students for their own behavior as
individuals and as a group by fostering interdependence. Developing a sensedependence
within her classroom was a belief that Lola had held prior to becoming a teacher. In her program
admissions essay, she wrote,

Community helps to create a stable learning environment, because if it is

cultivated successfully, students understand that the learning process is a process

that is inclusive rather than exclusive. More specifically, every person in the

classroom has aleto play in allowing the next person to learn. If one student is

distracted, it affects another, if everyone is diligent, then all can have a better
chance at positive results.
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Lola explained how she had brought that initial belief into practice throegponsive classroom
management strategies,

| kind of make the kids responsible for themselves. | definitely allow them to kind
of help each other out, and | make it so that it'stefy logical consequenced,

QAll right guys, so if you take my time have a job to do, I'm going to take your
time later. There's going to be something that you want to do that you're going to
have to wait on, becausevhave to get this lesson donBif, | also make it so

that they're responsible for each other, because they know very wetheyas
supposed to be doingS@if you see your folks, someone that you know, one of
your friends cutting up, you might want to help them out, becausewitke

you're going to have to reap tbensequences for that as wes@) and | find that
sometimes it gets a little out of hand, because some of the kids get a little bossier,
but it helps to prevent me from being the bad guy all the time, and itthelpsto

take more responsibility for their own actions.

Lola shared an example of how her classroom community was a powerful force for a student
with behavioral difficulties.

One student in particular was a big deal for me, and it wasnOt fair thaiol was s
strict on everybody else, because they werenOt always the ones kind of enacting
the foolishness. It was this student most of the time. But, the thing is, | didnOt
want to just be mean to that student. You know, kids get a feel for when people
donOt likehem, and when they already have that reputation in advance. So the big
thing for that child was to let him know that we cared about him, and we wanted
him to be with us. But, you knowYOu canOt disrespect us and act crazy and do

all this other stuff wtgh is taking away from our learning time. So you can go

over there by yourself, and when youOre ready to come back and join us and act
like you have someesise, youOre more than welcome.O

So, in the begining of that year, | was like, Ol donOt knowir do this.@ was

bad. It was very challenging. And so at the end of the year it was like night and
day for him. And even this year, he still does things, but heOs a different kid. HeOs
actually trying to do work. He is. HeOs a different kid. And &t &lsvays check

in with my mteacher from last year, likeHHOw are our babies dai?O And heOs

like, Orou know, they@ doing good. TheyOre growingv® were just talking

about their challenges and their accomplishments. And | hope that | had a part in
that, especially tt one baby where it was likeQB®my goodness! | donOt know
whatlOm going to do with this kitllove you, but sometimes | féajust want to

do somethingE.O/Laughs]

The atmosphere of community was immediately evident when | jhioke®s class during their

morning meeting. She introduced me to the students who were seated on a large circle on the rug
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at the front of the room by saying that | was a visitor, and asking them what that meant. Her
students said that meant that | was patheir community, and | should receive respect. They

asked how they should address me, and after | told them, we proceeded by going around the
circle with the ice breaker activity, OYou know what?O During the back and forth banter of the
activity Lola $ared details of her life discussing exercise, running, and movies that she enjoyed,
demonstrating the closeness of the group and the level of familiarity between the students and
Lola. She explained that she felt like she did not even have a weekendsébska taught

Saturday School. She then proceeded to encourage her students to attend Saturday School, a free
resource for students enrolled in that elementary school. OWe are making slime next Saturday,O
she said enthusiastically.

During the course of thmorning meeting, students mentioned sports activities they had
participated in over the weekend, and Lola reminded several that they had not given her their
game schedules. It is apparent that she had attended their games before and that they knew that
she wanted their schedules. She explained,

Anytime that thereOs something outside of school that theyOre doing, IOm totally

there, because | want to support them in their endeavors. | have a lot of students

this year that play sports, so between baskefioaliball, and cheerleading, my

Saturdays are usually pretty slammed.

Lola felt that her studentsO activities outside of school were just as important as their activities
inside. OAgain, theyOre little people. They have lives outside of that, anchstol evecourage
them to do whatever it is that makes them happy.O

One of the events that Lola selected for me to observe was the afterschool soccer league

gameghat many of her students played in after school. The afterschool soccer league Owas a big

thing for our school, actually,O she explained. Olt is the favorite out of all the students. We have a

large refugee population, and soccer is the world sporegatotally aspire to be professional
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soccer players.O It was after 4:00 p.m. when Lola and | walked through the empty hallways of
her school to reach the playground where we could see the grassy field beyond. The field had
been divided into three smallaeer fields with low cones marking the edges of the playing
areas, and pepp nets served as the goals on each end of the small fields. Between talking with
me and a male colleague who was watching the games, Lola yelled for students as they played.
OShe@ssoccer mom,O the colleague told me, smiling. Ol will not dniveixzan, though!O
insisted Lolalaughing Lola watched each of the games, muttering under her breath naming kids
and coaching them. The other teacher joked that they sounded like paieas, thatOs right,0
quipped Lola. OlOve got about 300 kids!O

We walked into the field in the space between the three playing areas, and Lola watched
each game, stopping to coach students and yelling their names and cheering. OWake up!O she
shouted to omteam. Ol tease them and tell them that | will embarrass them,O she said. Ol tell
them, OYou will hear me yelling.O0 We laughed when we observed a student miss a shot and the
turn to see if Lola was watching. As we turned to leave the field a studer eemif to hug
Lola. ONo sweaty hugs,O she said holding her arms up high and laughing. OBut, tell your brother
| said, OHello.00

Lola traveledoccasionallyto away games of students. She recalled,

A few weeks ago, one of my students from Saturday sehioolis a fifth grader

this year, he was like, OMs. , are you going to come to our last game?

It's my last game as a fifth grader. You have to come.O And it was an away game,

so | had to drive all the way foown name] | was like, OOkay, I'll coe.(But,

yeah, they're funny when it comes to tfdtey know I'll totally support them. So,

| came out there, and | was screaming and sweating, because it was hot outside.

I usually I try to make the home games just because of traffic, and I'm toying t

get stuff done at school, but | just went to a baseball game last Friday. First of all

it was in[town name] which is far, and | got lost, and it started at 8:00 p.m., so
we didn't leave until like :8omething. And we lost, but I'm glad | was there,
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because he was crying. I'm lik©@de, it's cool. You guys playedal baseball.
So it was good.On glad | made that one.

Lola also made an effort to support her students outside of school for other occasions. She
recalled one example,
One of my studentwas actually honored, and his art was chosen dAthe
Gallery Name]so | asked him if he wanted to come with me to see his work and
actually get to attend. They had an event for families and students, and so | had
something for his parents to sign ayst was okay for him to ride with me. And,
low and behold, his little frienddthey all live close to each other. TheyOre in his
class, too. They wanted to come, too, so | had to make more copies and get the
signatures and stuff. But we all went dowerthto see his art and support him in
that because it was awesome, and then we went and had pizza afterwards.

Lola explained the results of her support for her students outside of the classroom,

Well, first of all, they start telling everybody, so thisuky | have no life,

because if IOm not teaching Saturday school, IOm at somebodyOs game or

something. But | think it just helps them to know that, you know, | really do care

about them. And itOs not just lip service. ItOs not just, you know, thagiyjust s

that, because | think IOm supposed to say that. | think it kind of helps to solidify

that in action versus just words. So, | really think that my students know that |

care about them, you know, in all aspects, not just, you know, performing on a

standatlized test
Attending her studentsO extracurricular activities was a priority for Lola, and she felt that her
efforts strengthened her relationships with her students and the classroom and school
communities. She also worked to develop her understanding of andnshgi® with the parents
and family members of her students.

Lola expressed her ideas about family engagement in her program admissions interview
as well as in her admissions essay. While she acknowledged that fostering family engagement
could be a challege for diverse students she would likely encounter in urban settings, she argued
that working to truly understand the situation of each studentOs household and to remain flexible

would encourage parents and caregivers to participate. Ol would do whateén,0 she

stated. Ol would schedule more conferences, send more reports, whatever.O Furthermore, Lola
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stated her belief that Orespecting different cultures and learning more about them, making
connections, and avoiding prejudgments and positive otinegdereotypesO were good
approaches to developing relationships with families. In her admissions essay, Lola explained
her beliefs about the importance of developing family relationships for students as learners.

Community has the ability to further eantice the learning process by creating a
continuum for the learning cycle if a teacher creates a relationship with the

family. Then there can be consistency in a childOs live, which includes discipline
and learning. In essence, if a teacher supports thé/famd the family unit

supports the efforts dhe teacher, learning is never OfinishédcOntinues in the

home as well as at school. Thus, the stability of the learning process is enhanced.

Engaging with families of students was a priority for Lioédore she began her teacher
preparation program.

Lola admitted that developing relationships with her studentsO families had been more
challenging and slownoving than she had expected before she became a teacher. She explained,

| have no problems goingto the community, but it also has a reputation. You
know, itOs a little rough, or it used to be a little rough before they tore it [public
housing project] down. | donOt really care, because there are generations there. 1tOs
kind of hard with the parentthough, because they donOt know me. | donOt live in
that area. The majority of it is torn down now, but people managed to kind of stay
within the area. So, itOs a very tightknit community, ahithk they were kind of

like, OWho is this chick coming inT@ey hear about me, because | go to things,
and | show up. And, actually, you know, theyOre very receptive to that. But | think
lagt year they were kind of like M@ho are you? And why are you here@€rause
thatOs not necessarily normal. You know? Theytseccasionally. There are a

few of us that will go.

She continued,

But, yeah, | say all that to say that | was speaking to one of the parents or aunts,
and | wagust telling her, This community is amazing to see all these different
generatios suppating the kids out here Because, | mean, one of my kids, his
grandma, two of his aunties, and his mom lived there, and | was just able to kind
of talk to all of then, like, OHey!@nd theyOd come upaintroduce themselves,

like, GDh, yeah, IOm the gdima that helps with the homework/@u know? So,

itOs actually cool, because | get a chance to see what support systems are truly in
place And | see that, again, theyOre a tightknit community, and they do care about
each other, but | feel like, again, lbese of that misconception that [housing



22¢

project] is rough or whateverTRese parents d@n care. They just do whatever.O
But, really, they do whatever they can to make sure that their kids are loved and
successful. So, | think theyOre starting to warm up t¢/neshs]

Lola pursued relationships with her students and their families to strengthen the comfortable and
safe chssroom community that she built through responsive classroom management practices.
Her actions demonstrated her commitment to her studentsOO emotidrehgslione aspect of
caring for her students as Olittle people.O

Self-esteem. Another way that bla cared for her studentsO humanity was by protecting
their selfesteem. She was observant and proactive about providing for their physical needs as
well as protecting and defending them in academic situations that she felt were unfair and
potentially hamful.

Lola selected Irish Spring soap and a jar of moisturizer for hesele€ted artifacts that
demonstrated her work as a teacher advocate. She explained,

HereOs Irish Spring soap, and the reason | bought that is because one of my
students, he actuglhad an issue with soap. So, | guess his mom worked at night,
and so during the day, she wouldnOt even be home when he would come to
school. And we noticed that he was kind of odiferous, and it would really
seriously take over our classroom. And he wahlghys be that kid that was like,
OWhat?®he other kids were like, OWhat is that smeNRd) you know, so |

pulled him to the side, and | talked to him about it. And he did know, but he
would just kind of try to play it off type of thing. And h&agedcrying. And | was

like, @h, honey, itOs ak.O | said, ODo you need soap?0O And he was like, OYeah.
| donOt have any.O So, you know, | was likityOu have to do is ask. ItOs rig b
deal. What kind do you like2hd his favorite is Irish Spring, becausguess itOs
manly or whatever.

| actually have just talked to him, because | noticed, like, he was at Saturday
school, and | gave him a hug, of course, because | still taiktcaimd | noticed. |
was like, OMrhmm.O | was like, OYou ran out, huh&gid, OYou been using

it?0 He said, OYeah.O | was like, ODo you have anymore?0 OYeai\d, | said, O
you have®t been using it. Stop playingu@@, of course, itOs just between him

and me. No one else really knows what weddking about. And | was like 0D

you need some more? Yes? Okay. DonOt even worry about it. Jist stpp
classroom, and | got you.O
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Lola was considerate of the dignity of her students on occasions when she helped them out with
physical needs. She explained,

So, thatOs just one way helping]. Like | said, just kind of making sure that

mentally theyOre okay, because that can be traumatizing. Kids are mean. And, you
know, again, if his mom is unable, or she just doesnOt realize, it doesnOt have to be
a big thing. 1tOs just one bbse things that, again, you donOt have to worry about.
1Ol take care of you.

And that [moisturizer] is only because | hate when my kids are ashy. [Laughs]
Even kids | donOt know, I1Om likeldDey, come here. Come here. Let me help

you, because itOs coldtside.d actually developed a relationship with one of my
students now. He used walk around, and | was like, OWhy are your ankles so
ashy?®o, | would tease him, because we were just cool like that at that point.
And | would always just puthim inmy room here. You knowHgre, let me get
youOand then 10d just help him put it on. And now heOs one of my students. But,
you know, just little stuff like that where itOs just, you know, just things that help
them. 1tOs the little big things, right? AradbnOt know what their situation is at
home. | donOt know what their parents are doing or whatever. And IOm not here to
judge. But | do want them to feel like someone cares about them wherever they
are in a personal way.

Lola was also diligent aboutetating her students like Olittle peopleO when it came to academic
situations. She defended them when she felt that they were being assessed too much and when
their testing accommodations were overlooked. She described one controversial testing situation
ard her role in protecting her studentsO best interests.

We randomly took a writing assessment, like a prewriting assessment to see
where the kids were, | guess, and the way that it was set up was that none of the
accommodations for the students were torceed. It was just give them the
assessment and let them write. And | was furious, so dur@foour meetings, |
was like, Qisten. We fave a large population of ELd.Bave the ISE class, so a

lot of my students need accommodations, and | told thiéey were trying to

pacify me, like, ®ou know, it is just a baselirjast to see where our kids are.O |
was like, ¥ou know what? If my students donOt have access to the material,
theyOre not going to be able to show you what they can do, so what@g2he po
This is not informing my instruction.@nd then | askedVhat isit doing to their
seltesteem?O And IOm lik€hése kids are smart. They can do this, but you have
to give them the access to the material. If youOre not allowing them to have their
accommodatns, then youOre obviously notEOrou know, | was just done.
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It was just third grade [team], an administrator, and then the literacy coach. The
administration was trying to stick dpr the literacy coach, like ViZell, you just
received it last fimute. You got that directive, and thereOs no way gold have
implemented all that.O And I0m thinkinge@® why do we roll it outhen,

because you werenOt readyn® then the literacy coach was like\W@ll, this is

really just to see what the studemho are going to pass it anyway can do,
because the students that would need the accommodations were moiesthan li
not going to pass anyways.O

| just had to be quiet, because | had really taken up that whole meeting just kind
of venting about that.looked at him, and | was just quiet. Ahdias like, @his

is good to know that this is really what you think, and®re my literacy coach.
Great.Gror me, it kind of took away a little bit of, | wonOt say respect, but his
credibility kind of went dowrfor me. Like, @/hy are you working at this school?

If you donOt believe that these stusi@an do it, why are you here?@u know?

IOve had a lot of those conversations this year, and itOs been very frustrating,
because | would like to be on one accaith my staff members. | know thatOs

kind of a utopian idea, but, yeaharh kind ofthe black sheep in that regard. And

IOm okay with that. | really donOt care about being just like everybody else. I0Ove
never been like that, and | never will be, and ¢0ad with that. Like | said, as

long as my babies are okay, IOm good. When you start messing with them, we
have problems and youQOre going to hear from me. And so apparently | stepped on
some toes.

Lola was aware of economic and academic challenges tieat faany of the students in her
classroom and school, and providing for studentsO physical needs, particularly personal needs
that might be overlooked by other sources of assistance, was a way to preserve-teieealf
and dignity as human beings. lddition, she was vigilant to consider the ssdteem of her
students when decisions were made regarding their academic lives.
Summary — Theme One: Advocating by Treating Kids Like People

Lola treated her students like Olittle peopleO by demonstratirfgroueir basic needs
as human beings to feel secure in their school community and to maintain thestseih. She
used responsive classroom management strategies to build classroom community, attended
extracurricular activities, and pursued relatiopstwith her studentsO parents and caregivers to

reinforce a sense of security among her students. Lola also protected and reinforced her students(
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sel-esteem by defending them in situations that she determined were unfair or had the potential
to harm then academically.

Resisting. Lola resisted actions that she felt had the potential to undermine her studentsO
security and selésteem by speaking up and engaging in what she called Orespectful disrespect.O
She described her personal approach,

So, IOve alwaybeen the one to be quick to fight for whoever canOt defend
themselves. IOm not necessarily a fighter. IOm a little feisty, but when it comes to
myself, IOm a lot more, | guess, passive. But when | see other people that are
being taken advantage of or vitnaer, I0m just quick to kind of stick up for that
person or that individual or whoever it is

OThereOween lots of things,O stated Lola referring to times when she took issue with her
colleagues to defend her students or others. Lola described one example where she had to take a
stand against her own grabtkvel teammates to protect her own students &wdaher third

grade students,

Well, | know for a fact that some of my colleagues kind of donOt get it. It was
interesting, last year | actually got into a couple of, | wouldnOt say altercations,
but disagreements in terms of how things should be hartsitetthere are a couple
of other folks that wanted to basically have a punishment for not gassin
multiplication test, like, TheyOre gng to miss their holiday party.O And IOm like,
QWhat doeghat have to do with anything?@é, theyOre lazy, and itt@re not
studying. TheyOre not doing whizeyOre supposed to be doing.O I0mBike, O
you donOt know what their home life is like at all. You donOt kribayihave

those same supports @t@n | was a kid, my parents made B©® ®es. Exactly.
Your paents werenOt working at night.O

Lola explained why her colleaguesO approach was espédeiaityental for her class, the
integrated specialdeication(ISE) classfor her grade level

ThereOs a broad variety of abilities, so thereOs a lot of scaffalttingf

differentiation that goes along, but those students are not necessarily always on to
learn at the same pace. So, yeah, it may be going into second semester, and they
still donOt know their multiplication facts, but it could just be their legrnin

disability or whatever. So we definitely fell out about that, because | didnOt agree.
And nornally, you know, IOm very like, OOkay, letOs dtDtr(xupportlve IOm a
team player. But | wasKe, Ol donOt think thatOs necessary.O
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Lola continued,

It gota little nasty. We would always just kind of talk during our planning,

because we worked as a team, because we were departmentalized. And one
colleague was basically likeQ®, this is what I0gping to do.O And | was like,

QAOm not really feeling thatdbnOt think that education should be punitive. | think
that weOre supposed to meet them where they are, and taking away their holiday
party isnOt going to really do anything. If anything, itOs going to add more stress to
somehing thatOs already stresstilids want to be successful. They donOt want

to come in and fail. ThereOs nothing good about that. You knovwusknow,

again, it got ugly. @ouOre tosoft. YouOre soft on the kidb)&h, blah, blah,

blah, blah.

At first | was justkind of quiet,and | was like, Okay, well, | donOt necessarily
agree with that, but, you knowgweed to be on a united fronAGd so | guess

she didnOt like that response, so she brought it up in the lunchroom of front
other people and was like, OWhat would youf @you know, blah, blah, blah.

And she kind of put the whole scenario out there. And | didnOt really care if | was
in front of people are not. | stidlaid what | felt. Like | said,|@onOt believe that

we should punish kilfor learning or not leamg.Qf anything, | take more
responsibiliy on myself in terms of like,@kay, wellwe need to make this more
fun,Oor something so that the kids can get it. You know? And thatOs part of
allowing the child to be a child. Like, yes, they do need to tadqoresibility for

their education, but theyOre also eight and nine. You pretty much want to play at
eight and nine. LetOs be honest. If thereOs no one there to kind of help you to stay
focused and give you that example of discipline, youOre not goingt tondgour

own. 1tOs not, you know, innate. So, yeah, like | said, we definitely got into that,
and | ddnOt really care. | was likdt © what it is. | donOt believe that education

is punitive, period. So, yes, you can say this in front of all thess p#ople, and,

yes, IOm gog to hold my ground. Whatever.O

OSo, thatOs just one example,O explained Lola of a time she had to speak up for her students to
resist colleagues Owho just didnOt get it.O Lola felt that this type of advocacy was pateof her
as a teacher. She explained,

And especially my babies. | said,i~€ten, | have the ISE class. | C!on()t care what

you say and what you think. Yaeot going to punish my kids¥@ah, so

thereOs been lots of examples of things like that where sosatyrmaouth gets

me in trouble. I0Om a little feisty, especially when it comes to people that canOt
necessarily speak for themselves.
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Another example of LolaOs resistance to her colleagues to protect-trstessti of
students took place in the contexistép team tryouts for the Black History Month assembly.
Lola sponsored the group along with several other volunteers, and she explained the background,

We really did have trputs. And so of course, | had to be the nice guy. They
always tell me I'm too stfl don't care. But the students basically got scored. We
taught the students a step, and then they had to go up on the stage and perform it in
groups and then they were scored from there. At first if@leagues] were just

like, OWe're just going to tpeople,O and | was likeN@ | don't think we should

do that.&¥ou know, because | daa girl come cry to me, like, Ol really wanted to
make it!O | was like MZhat we should do is incorporateem in some way into the
show.CGBo they were the ones thagre in the front that had signs at the very front

of the stage. So and they were like the protestors. That's what we called them. So
they had a piece in the show as well, because it was still very important to them.
But of course | was a soft guy for noamtingto just cut people. I'm like,Bde,

they're elementary kids. It's kind of goinghieak their hearts, just sayiftOs easy

to get them involve®

Lola was able to sway her colleagues, and all of the students who wanted to participate in
the praluction were given some sort of role.

Besides speaking out in defense of students@stem and security, Lola engaged in
Orespectful disrespectO when she made a decision in the best interests of her students that was
contrary to suggestions from hatministration. She described one example during a focus group
interview,

There was an email that was sent out to our school that asked us to consider not
giving our students recess in the middle of standardized testing, like after day
three, which was thiengest day ever, in order to prepare them for the upcoming
days, and | laughed, and | considered it, and | thought not. [Laughs] And | still
took my kids out because, you know, they're so stressed as it is, it doesn't make
sense to try to dribbif they don't have it by now, they don't have it. Right then

my job was to make sure that they were relaxed, felt confident, and then really
knew the strategies that would help them on a standardized test.

| actually just kind of laughed it off becauseasygit wasbl always call it
Orespectful disrespedi€rause, yo know,Din the email it said Oto consider,O
and | considered it, and | thought it was best that my students be able to go
outside So, how long did | consider it? About .5 seconds. [Laughtest] about .5
seconds, because | found it kind ofghable. Yeah. | was just likeN©. These
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are young childreriThey're eightyearsold, eight, nine, and ten. So no, it doesn't

make sense for them to not be able to go outside, because a test is co@fay up

no, | stand by that, and it's how | felt.
Lola resisted pressure to compromise her beliefs about her studentsO best interests by quietly
operating in the manner that she felt best for her students.

Another example of resistance as OrespectfelsgisctO occurred as a result of the
empathy Lola felt for her students during the rigorous pacing schedule that was required for the
standardized test. She explained,

On the first day we took the test and had about an hour left of the day after

everything.Same thing on day three, which was math, and | hadalead

accommodations, and they [students] had time and a half. That test spanned for

four hours, and they had a teninute break. Four hours. And they took the whole

time.

I mean all of the sectiongere insane, but four hours. | was just, | couldn't é&ven

you know, | was trying to give them, in that ten minutes, like exercise, something

to just try to keep their spirits up, because | was like | want to go somewhere. |

can't imagine how they feelike | justbfour hours. You would have had

behavior problems out of me.
Lola resisted negative situations that she felt had the potential to undermine her studentsO
feelings of security and sedfsteem by taking a stand and speaking up as well as engaging in acts
of Orespectful disrespect.O

Sustaining. Although Lola was detenined to speak up for the humanity of students, she
was aware of the negative tension that could result between her and her colleagues. She acceptec
the unresolved conflict with her peers along with the fact that they openly derided her for Obeing
soft onkids.O Lola drew strength to sustain her advocacy for her students as Olittle peopleO from

her confidence in her pedagogical knowledge and understanding of her students and her own

personal experiences and commitments. She described how taking her stutifantsecess



23t

during standardized testing affected her students and reinforced her confidence in her decision
making,

| can tell when my students are focused, when they have the ability to kind of let
out that energy. Again, | have a class full of b@ygj boys generally ai@they

have to move. They have to be able to go and expend some of that energy.
They're not likely to sit still and just focus kind of like girls would, but even my
girls get antsy. So, yes, | definitely saw a difference, and | thimdped them to

kind of relax and have some type of normalcy and outlet for that energy, and, you
know, even nervous energy.

Lola also drew affirmation from her colleaguesO solidarity with her decision,

Actually, | feel like a few of them [gradlevel colleagues] were kind of with me,

you know? So, we were out there, and | just kind of looked at them, and they

looked at meand | was like, ODid you consider i#td it was kind of a joke. |

probably shouldn't have done that but, yeaid they looked Bme. | said,

OYeah, | considered itAad then | just kind of laughed
In addition to her colleaguesO responses, she also drew courage from the fact that there were not
repercussions from the administration. She explained,

So yeah, I mean it doeshappen all the time, but in this case a lot of usewe

looking at each other like@(Ray, you've [administrators] really lost your mind.

Like, you're not havingotdeal with these kids all day.@on't know if they have

lost touch or what was going on,tdunean | felt all of us [teachers] were pretty

much on one accord when it came down-+ol itlon't really care what you say. I'm

taking them out. There was not much backlash | guess from administration. | think

they kind of got the hint since we weré@h the same page.
Drawing confidence from her own knowledge about her studentsO best interests and occasional
solidarity with her colleagues was one way that Lola sustained her advocacy for her students as
Olittle people.O

Although Lola noticed and apgriated times when her colleaguesO actions aligned with
her own, she emphasized that her beliefs would not waver either way. Oln terms of continuing to

do what | do,O stated Lola, Oit doesn't matter if | get negative backlash or positive backlash. If |

know it's right, | know it's right.O Lola describediacident involving a colleague, who
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complained about an action that she had taken regardmchild who was alsa studenat the
schoolto the building principal and then to the district office,

| wasn't worried about it, because | know | did my job. At first it was really

hurtful, but then | was like, you know, at the end of the day | know that | do my
best for your child and every other child in my classroom every day. It's actually
kind of a good timg that | had that negative experience, because it did not change
my perspective at all. If anything it strengthened it like, you know, | know I'm
doing what I'm supposed to be doing.

Lola relied on her selonfidence to sustain her peace of mind arigti@ herself.

In addition to the encouragement Lola garnered from seeing the positive results of her
advocacy for her studentsO security aneesédfiem, she drew strength to sustain her efforts from
memories of her own school experiences and focusine students she served. She recalled,

What kind of helps me to stay focused is the fact that | had such a unique
experience in education. | felt very isolated the majority of my school years, being
the only little black kid in a school or in a classroor whatever and not really
getting the support from my teachers. They couldn't relate to me. They liked me,
because | was pretty smart and followed the rules for the most part. As a matter of
fact, | didn't have a black teacher to instruct me directty Lwent to college. |

was elated when ltappened, because | was like, OOh, my gosh, you look like
me!GSo | didn't feel like an anomaly, you know. So | guess it kind of drives me to
be that support system for my students, because | know what it whsaitieed

and how lonely that can be, and how it can really affect your educational
experience. | feel like I did very well. I'm proud of what | did, but | just think

about how much further I could have gone if | could have had that support from
someone Wo truly took the time to get to know me as atividual and not just

be like, OOh great, you're fine who really supported me.

Ultimately, focusing on her students as Olittle peopleO was the most important factor in LolaOs
ability to sustain herdvocacy for their security and s&éteem. She explained,

My joke is that the reason | got into teaching is because | don't do adults. | work
with kids. It's because we're on the same page. I'm a big kid myself. Having to
navigate through those differgm¢rsonalities and the different barriers has been a
challenge, but I think because at the heart of it I'm still focused on my kids, that
I'm able to put up with it. I will go through and go the extra mile and deal with all
that foolishness, because at émel of the day | know that my kids are what really
drive me. That's what I'm dedicated to, so yeah. | love it.
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Lola sustained her vision of treating students like people by relying on her ability to make
appropriate decisions, observing kkended collagues, recalling her own educational
experiences, and focusing on her students.

Theme Two: Advocating by Maintaining High Expectations

OThey're the OuntouchablesO supposedly,O said Lola, referring to the name that her class
had been given by her gratied teammates. OSo, I'm like, OYeah, whatever, dude.OO As the
teacher of the ISE class for two years, Lola was well aware of the challenges many of her
students faced, but she also recognized that they were capable of learning and able to
demonstrate theirven levels of achievement.

Lola advocated for her students by valuing them as human beings and treating them with
kindness and empathy as she protected their security arestdin. Emerging from her
attentiveness to their humanity was asaarenesthather students would become adults and
that the experiences they had as children could impact their potential for success. Lola
maintained high expectations for her students, and she envisioned her efforts in this area as
advocacy in both their immediate@imstances and in their futures, an anticipatory advocacy, as
she defied negative labels and groomed her students to be lifelong learners

Defying labels. Lola expressed deep understandings of the nature and prevalence of
deficit orientations in her UACMpplication goals statement. She wrote,

OUrban@ no longer a term associated with city. It now represents a rainbow of

minorities, and has arguably become synonymous with inferior. Ironically, an

urban setting is a place as fraught with potential as any suburb or place of

privilege. This is why anyhild no matter their location or status, can be

successful as long as the same dedication, understanding and expectations of
excellence are set by someone who genuinely cares.
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Lola had translated her early awareness and beliefs about the potentiatliddegn to succeed
into a proactive approach to maintaining high expectations for her students that included defying
negative labels. She explained her approach to negative labels,

| just believe that all kids are really just kids. | don't necesdagiigve in the

labels. Even if a student is labeled as special education or whatever, | still have
high expectations for them. They don't go down at all in my mind, because | know
that every child is skilled and able in some way, shape, or form. So, igngjea

for myself and for them is to figure out what it is, and let's make it the best that
we can. You may have difficulties in other areas, but I still expect you to try your
best, and if | see you doing anything less than that, we're going to hav#erpro
Like, hey, there's stuff | don't do well in, but [ still try.

One way that Lola shielded her students from negative labels was through her use of responsive
classroom management practices. She explained the importance of this approach to aehieving h
vision for maintaining high expectations,

| donOt believe in being mean to my kids. IOm strict, but thatOs for a purpose.
ThatOs to make sure that they are always achieving to the best of their abilities. |
have high expectations in terms of how thegudti act, because | know that

theyOre capable. | love my kids to death. Yeah, | do, but at the same time, I'm not
going to tolerate foolishness. | tell them all the ti®éu all are brilliant

scholars, and thefore you need to act like it.O

Elements ofesponsive classroom management such as groundprdesduresand routines,
that Lola depended on for building a safe and trusting classroom community also served as
safeguards that allowed her students the freedom to demonstrate their abilitiesiand to
beyond negative labels. She explained,

So, really just giving them the tools that they need, the structure that they need to
know what theyOre supposed to do, but yet the freedom to kind of de€irieay

are within that, like, @hat is your role? £e youthe helper? Are you the leader?0
You know, what is it? So, just giving them the space to kind of be comfortable
and be free with themselves and not feel like theyOre there to just do what
everybody else says. | encourage their creativity. | want toereally, like | said,

just get to know themselves and be a kid. ItOs okay. ThatOs how yBlisiéarn

have that curiosity. And so my job is to kind of just cultivate that and really just
bring out those characteristics and let them know that it@$mka who you are,

and thereOs always a place for that.



Ol1tOs a delicate balance,O explained Lola, Omaintaining my individuality while respecting theirs.O
She acknowledged that being flexible with different behavioral challenges while maintaining her
beliefs for her vision for her classroom was especially difficult during her first year of teaching,

Last year, that was kind of the theBpust trying to figure out how I could still

be true to myself and still, you know, not rock the boat too naschirst year
teacher. Like, @Who ae you, and what are you doing?0

Lola had confidence in the management structures that were in place in her classroom, and she
felt empowered to demand excellence from her students. She explained how the supports helped
stucents resist negative labels, of which they were certainly aware,

They do know what to do, and that's why | get on them super tough when they

don't do what they need to do. But, yeah, | think that as a ilHble actually

had this experience, this is mgcond year with that type of class, and I think they

surprise themselves honestly, because they've been labeled and they know it.

They know coming in what's going on, and so | addressed that head on, especially

with my more challenging stedts. | told then, @ don't care what happened last

year. This is this year, and so it's your decision. Do you want to continue on the

same path, or do you want to make a change? It's really up to you. I'm not here to

judge you, I'm here to help youl.@®e | said, they miee me proud, they're
awesome kids, and they do their best.

Structure provided security for LolaOs students, empowering them with the ability to
demonstrate their abilities.
LolaOs students demonstrated their grasp of her behavioral expectations &ssthe cl
during my observation. In each instance when redirection was necessary, Lola addressed them as
a group and, occasionally, individually with a ssfiioken voice. Ols this line a good example for
other classes?0 she asked on one occasion. One stulisshtimapthe line was Odecent but not
immaculate,O and without another word or look from Lola, the class silently realigned.
Independent thinking and learning. In addition to using responsive classroom

management strategies as a defensive safeguard¢atgner students from negative labels, Lola
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adopted a perspective of anticipatory advocacy, building her students up as lifelong learners and
independent thinkers through the use of ambitious teaching strategies. Promoting a love of
learning was a goal & Lola professed prior to entering the UACM program. Ol hope that | may
inspire the inquisitive nature in students and perpetuate their desire to learn, O she wrote in her
program aplication goals statement. Antlesnoted that working in a Montessori grkool had
given her the experience of Olearning togetherO with students that she valued

Lola explained how she used instructional conversations to develop her students as
independent thinkers and learners,

| would say that my vision for students in nigss is for them to be autonomous.

Like, autonomous learners, thinkers on their own, and asking for agreement, like
the kids know they can agree or they can disagree with someone's answer, and it's
still respectful. It's not anything that you must alwagséehthe right answer or
anything.

As a matter of fact, | kind of encourage mistakes, because we learn from them. |
encourage my students to never be afraid to make a mistake, because we always
learn, and | make mistakes in frorittbem all the time. I'nlike, @ don't krow.

Let's Google it. Let's seel@lso encourage them to think about basicakyrth

own thought process. LikeDO | agree witithat? Why do | agree with that?O
Because lot of times I'll follow up, Do you agree? Well, tell me whixplain.O

Or, OIf you disagree, explain whg®that way they're kind of thinking about

their thinking, and it's that metacognitive thing as well.

Independent thinking was a skill that fit with LolaOs high expectations for her students, because
she viewd them as young people who would one day become adults with serious life choices to
make for themselves and their families. She explained,

ThatOs why I'm such a big proponent of autonomy. Because if you have the ability
to think for yourself, that can tdkainfluence so many other parts of your life.

So, if you ae constantly thinking,\@ell, do | agree with what's going on? Do |
disagree with what's going ®@Why do | not agree with this¥hether they're

out socially or whatever, it can totally help them just kind of adjust to society and
do what they need to do. Maybe not just become a dron®Brita leader.
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Lola made explicit connections between the thinking and learning she vwasaging for her
students and social structures and current events that she felt could impact them as they grew
older. She recalled,

| was talking to my students about what happened the other day with the young
man that was killed by the police in Wiscandbecause we've been talking about
civil rights, and we were talking about Susan B. Anthony and historical figures
and Black History Month and all that good stuff. | was just telling them the reason
we learn about history is so that we can learn frometinoistakes, and

unfortunately, a lot of those mistakes are still being made. So, | really broke it
down, everfor my young black men | saidy@u know what? If you come into an
altercation with a police officer, | want you to really thinloabwhat you're

doing. Don'tB Oyou know, just because there's stuff going on even today, and so |
challenge them to think. | challenge them to be individuals and to be responsible
for themselves, and | talk to them very frankly about all of those things. It is very
corscientious, because | want them to be contributing members to society later
on, and I'm kind of glad that | was able to get them at such a young age to kind of,
you know, plant the seed at least, if nothing else.

Lola usedmstructional conversatioras gportunitiesto develop her students as independent
thinkers and learners

In addition to working to foster independent thinking and learning through ambitious
teaching, Lola demonstrated her high expectations through other interactions with her students.
Ol really do encourage my students to come to Saturday school,O she explained, Olt's optional,
yeah. It's not mandatory at all, but it's a way that we try to help our students continue to get what
they need to be successful.O Encouraging her studertentd Saturday School was a way that
Lola communicated her belief that her students could learn and benefit from additional
instruction. She explained,

Actually, it's so much furit's a completely different teaching experience. Like,

it's so much more laidack. It's more studetwlriven and talking to the kids. It's

giving them that extra boost that they need, but besides that we get to do science

experiments, and we don't get to do that all the time. This past weekend we made

glow-in-the-dark slime, becaaswe were talking about the states of matter, so it

turned out really well. | was a little nervous, but it was good. So, we have a lot of
fun.
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Lola also made concerted efforts to support her students academically, so that their confidence in
themselves wuld be strengthened. OThey can totally do it,O she insisted, referring to her
studentsO potential to perform well on standardized tests. She explained her perspective on
preparing students for standardized tests,

| mean we're not teaching to a test butrgvgiving them skills to be successful,

S0, you know, it's just giving them that ability to kind of move forward and still

have confidence to do what they do and perceive themseltdscali them

excellent scholars or brilliant scholars.
| observed mltiple examples of LolaOs efforts to bolster her studentsO confidence in their
academic ability as | observed her classroom for a school day. She encouraged independent
thinking by using language such as, Ol like how you thought about that,0 and Qjbeeid a
She asked foelaboratiorand at times encouraged effort by saying, OYou are on the right track. |
know exactly where you are trying to go with that.O Ol am never going to be mad at someone
who is using their resources to figure something out,@mspbasized.

Students explained their thinking, argued points, disputed visual problems, and Lola
allowed extended discussions between individuals and groups. OHereOs a challenge!O she said, t
get their attention, and the students chanted, ODum, dum, blefm©stopping to listen intently
to her instructions. Lola also supported effective group collaboration through verbal
reinforcement. OTeamwork makes the dream work,O she said on several occasi@ss.dliso,
workedwith a group, asking probing quests as she guided them toward the answer, she would
say, OTalk to each other!O as she turned and walked away. When students called out answers, sh
asked, OWhy? | like the logic, but where are the resources?O and when groups got correct

answers, Lola gaveach group member a hug and pretend kisses. The message was subtly and

explicitly to Okeep pushing!O Lola coached to the very end of the lesson saying, OSay it with
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confidence! You think you are smart? You bet you are smart!O Intellectuabidiaingng
themselves along with instructional conversations as a whole group supported independent
thinking and learning in LolaOs classroom.

Summary — Theme Two: Advocating by Maintaining High Standards

Maintaining high expectations for her students was one way tia envisioned her
work as an advocate for her students. Her responsive classroom management strategies gave her
students supports to defy labels, and her efforts at fostering independent thinking and learning
were acts of anticipatory advocacy thatiposed her students for success in their immediate
and distant futures. Lola also bolstered her studentsO confidence in their academic abilities by
providing and encouraging opportunities for additional instruction and preparing and pushing her
studentsd grow.

Resisting. Lola recognized that while she envisioned her work as a teacher advocate to
include maintaining high expectations for her students, even in her own school environment
there were colleagues who had low expectations for her studentsii@igforesuccess. Referring
to the nickname, OThe Untouchables,O that her class had been given by her colleagues, she
explained,

Seriously, you have to hear my teamrsatgk about it. They're like YOu're

going D do it again next year, right?0 I'm likkisten, this is my third year, | don't

mind, because I'm a team player, but I'd also like to b&ver experiences if

possible.@ut they're like almost afraid takte that [class] on. I'm likeYOu can
do it just like 1 did it.O

When asked if she thght her colleagues had the skills to take on the ISE class and be effective,
Lola reflected on the source of her own confidence. Ol guess maybe that [her confidence] is from

a privileged perspective,O she admitted, Obecause I'm UACM trained, so | taedgréa
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that.O Lola already had some insight into differences in teacher preparation experiences. She
explained,

I'm serious, though, because I've seen other people, and I've had two student
teachers this year, one UACM and one not, and although bdtkerafhad their
merits, | could definitely tell the difference in the way that they approached
teaching.

Lola pinpointed her ability to resist the inclination to allow expectations to slip, saying,

I think it just comes down to the culturally responsispext of our program. It

just makes sure that we are addressing the whole learner and figuring out what it is
that will reach them, because you can teach someone anything if you can really
break it down on their levelor not

In addition to approachinggaching with an eye toward meeting every learner with the intention
to reach him or her, Lola resisted low expectations by protecting her students from experiences
that jeopardized their belief in their own abilities. Lola explained her perspectivetentjprg
her studentsO academic identities,
| have meetings always, but usually it's adkey type of thing, because | don't
want my students to necessarily realize other people's opinions about them, if that
makes sense. Because they're very intuitivay thcognize what's going on. Even
if it's not necessarily spoken, they understand how people interact with them, and
they may not be able to articulate how that makes them feel or whatever.
Finally, Lola resisted low expectations because of her stroageaess of her studentsO lives as
adults and their potential impact on society. She explained,
I want those kids to grow up, to be old. You know, to be able to lead the next
generation, but if you're arrested or you're whatever, whatever travesty can,happe
you don't have those opportunities. Actually it's maybe kind of selfish, because |
know that eventually they'll be leading me and making decisions for me when | get
older, so | want them to have their heads on their shoulders.
Lola resisted low expeations for her students by relying on her knowledge of culturally

responsive teaching and holding on to her awareness of and hope for her studentsO futures as

valuable members of society.



24¢

Sustaining. Lola argued that sustaining high expectations for huelesits began with
having realistic expectations. She expressed frustration with decisions her building
administrators made that she felt subjected her students to excessive assessments and

undermined their academic identities.

| think the administrationtany school has the right idea. It's just the execution that
makes it so much harder, and actually it becomes counterproductive, because they
have so many wonderful ideas about keeping the students to the forefront, but it
becomes lost in the sauce. The’s much bureaucracy and paperwork and things
that we should do, and blah, blah, blah, that it's frustrating. When it comes to
teaching, you have to have a realistic perspective, not an idealistic perspective,
because you can be idealistic all you warligpbut once they get out into the real
world, and once you really start teaching, it gets real, fast. So you definitely have
to understand what you're facing in reality, and just kind of attack it from there.

In addition to being realistic with her exqiations for her students, Lola drew encouragement
from the results she observed in both her students and her colleagues from her work defying
labels and fostering independent thinking. She explained,

| noticed that the majority of the time my kids getrimuble, they're not with me. |

had one kid get suspended for throwingook at a kid's head. Like, OWhat are you
doing?@ut mind you, it was in specials, | wasn't even around, so it was like, yeah,
having them be accountablit's a big thing. I'm likeQ¥ou guys are leaders
everywhere that you go. You set the example. They look to you, what you are
doing, how you are treating each other,-anay head hurts.®ou know, | think

that has something to say about the classroom management and the other people
that they're going to, right? It just may not be the same way.

Besides noticing that her own behavior management strategies were most effective for her
students, Lola knew that her colleagues also noticed the difference. She acknowledged that her
responsive classroom strategies had caused some of her peers to at least think about alternative
ways of managing students® behavior.

Teachers, like my team and stuff, | think theyOve kind of seen the value in what |

do. IOm not a yeller. | donOt yell sitkids. What | do is | tell them You can play

now or you can play later. But, if you take up my time, | have a job to do, and you

have a job to do, so if you take up your time now, you worgfilketOs going to
happen later.®ou know? So, IOm not a lgel IOve never been a yeller. | donOt
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have to threaten my kids. | donOt, because they know. And, matter of fact, if
theyOre talking while 10m talking, 10l just stop, and fidmgdecause theyOll be
like, ®BheOs waiting. SheOs waitingfuse thelnow. | tell them, Osten. You
make me wait, youOre going to waitfomething later that you waniT®ey

know. They know exactly what it is. You know? | donOt have to do all the other
Stuff.

Even as a secorngkar teacher Lola had found herself in aifpms to assist her colleagues on
occasion,

Usually it's in things that | suggest or in trying to help other teachers if they come
to me for ideas, or if they send kids my way [I'll try to help them figure stuff out,
like how to redirect just whatever it isr activities that they can do to kind of help
their students. | try to be lokey. | don't try to be in the forefront, | promise you.

Perhaps the strongest source of encouragement to sustain her commitment to high expectations
for her students was aetily LolaOs true belief in the potential of each individual student. She
elaborated,

So | think that in my case, it's just a hope for something better for them. | kind of
have, | won't say the opposite, but because | do know there's so much negativity in
the world, and I hope that none of my children have to endure that, but | also know
what they've already endured, or what they've already been through. And so it
brings to mind, one of my students, who towards tlggnmeng of the year, was

like, OMs. , | can't do this. I'm not smart enough. I'm not smart. | got an F.

| know | got the answer wrong.O And I'm liké/i@t are you talking about? You

know the answer to this. You're just as smart as anybody elsesitthfferent

how it comes out.So fa me, for that particular student, it's all about building his
confidence and having him believe in himself. Because at the end of the day,
whether I'm there or not, that's what's going to stick with him. So | think it kind of
goes to catering to each s&und's needs, what's going to make them successful later
on. You know what | mean? | think that's the big thing, making sure that they have
hope for themselves, not just me having hope for them, or me wanting to steer
them somewhere, because at the entefiny, we only have 180 days, 190 days.

So whatever it is, | can kind of help them believe in themselves, that's what my
goal is.

A hope for a great future for her students along with positive responses from her colleagues and
students and realistic exgtations sustained LolaOs commitment to high expectations for her

students.



Theme Three: Advocating by Honoring Students’ Cultures

While Lola focused her vision for her work as a teacher advocate primarily on her
students as individuals, treating théke Olittle peopleO and maintaining high expectations for
their futures, she also recognized and valued their cultural backgrounds. Her commitment to the
work of teaching as advocacy exceeded the bounds of the classroom as she supported efforts to
teach &out and to instill respect for influential African Americans. Lola was deeplscooums
and grateful for AfricamAmerican leaders and role models who were great change agents for
their own communities and for future generations, and she felt a respgntbéicknowledge
their contributions and to instill cultural knowledge and pride in her students. She explained her
thoughts,

ThatOs all part of the vision, just making my community better. Like | said, | mean

| take that to heart, when | say that myestors and people that have come before

me have sacrificed so much, | feel like it's my duty to continue to do the same, and

to help future generations have that ability, you know. I'm tearing up because I'm

serious, you know.

Honoring her studentsO baakunds was one way that Lola advocated for her students as
individuals.

Lola selected her schoolOs Black History Month assembly for one of my observations of
her advocacy work outside of the classroom. Remembering and honoring African Americans
who made alifference in their communities was a privilege and duty that Lola took seriously,
and she wanted to instill the same attitude in all of the students of the school. OIOve always loved
history,O she explained. OBut | think especially becoming a teackieig sure the students
know how much they have to be proud ofO was a responsibility Lola felt was part of her role as a

teacher. She continued,

You know, | feel like, especially for Africamerican students, or even just
minority students in general, th@ave no idea where they come from, and why
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they're so amazing. You knowy @u are amazing, because your ancestors truly
sacrificed for you, and we have no choice but to be brave becausetohggethat
they did for us.O

The events planned for Blatkistory Month gave the entire school community opportunities to
participate, but the assembly was the work of gradesC®\e try to make it a production,O she
explained. OWe want to get kids involved.O She continued,

Like I said, it's a big deal, right?d part of their ancestry, and I try to do the same
thing for my refugee students as well. We try to do research projects on other
countries and everything, just to make sure that they know where they come from.
It's huge, so huge. For sure, we're helgivem; again, just to realize who they are
and how important they are.

Black History Month was an important event for LolaOs entire school community with numerous
recognitions and events planned throughout the month that culminated during onensgéool
assembly where guests included families, community members, and school district personnel.
Lola explained the events,

So actually Black History Month, or really that day was huge. I'm part of the
committee; we have 10,000 events and things to do. Weahporrait contest.

We have a parade of doors where the students in each classroom have to kind of
choose an inventor, an actor. They had different categories to choose from. They
researched and then they decorated their door based on that.

For me, it'any favorite time of the year because it fits so well into our curriculum,
so they [studen}sre so into that, especiallwd rights and stuff like that, so you
know we learned about Thurgood Marshall and Frederick Douglass and Harriet
Tubman, and Mary MLeod Bethune as part of our curriculum. That's a chance for
us to kind of extend and get more into it, so | know my class does. We have other
ways to get the school involved, but for us it's huge, because | love that era. |
actually kind of use it to safat they [famous Black Americans] are changing
things for their communities as well. Then towards the end of the year, when we
do our problerrsolutionproject, | said, BRemember what they did to change their
community? You guys are going to get opportaity to change yours.O

Lola was a member of the planning committee for the events, and despite the many different
perspectives represented within the group, she found herself in a position to influence the theme

and tone of the celebration.



For Black Hstory Month, all the activities were planned. The committee itself,
there had to have been, | guess 10 people Oon the committee,® but you know how
that goes. There are large groups, and then a few people do the majority of the
work. | mean, honestly, | ditt even sign up for the Black History committee.

They called me out, and they called me out again for the steppers/dancers. | don't
know how that happened, but it was fine, it was for the benefit of the kids. | was
willing to put the work in, no big dealVe just voted on the activities, and I'm kind

of glad they did, call me out | mean, because | kind of had to focus them
[committee members] a little thiike, listen, @/e're not going to do BeyoncZ,
because she's not a historical figure. We need todilgdnave them [students] be
aware of what their history is, why they should be proud, and how we should
represent that. There's so much more than just whatever artists that we see today.
There's a lot of blood, sweat, and tears, and a lot of sacrificevéima into why we
celebrate Black History Month.O

Lola found that her challenge working on the planning committee was to keep the committee
focused. Olt was a mess in the beginning,O she admitted. OWe all kind of brainstormed.O Lola
recalled the final ssembly program,

| definitely don't take credit for everything, but | think once we focused in on it,

then it was like, oh everyone saw the vision. Li&éeah, we're not twerking on

the stage, I'mary. That's not Black historylCs, | guess urbanenered, but

that's not what we're here for.
Lola took on extra responsibilities and devoted extra hours to ensuring that the Black
history month assembly honored African Americans in a way that she felt was appropriate
and authentic.

| observed the Black istory Month assembly, which took place in the school cafeteria
midday on a school day. Colorful paper chains draped the stage, and large citasent
portraits of AfricanAmerican leaders were placed on the walls within and around the stage.
Giant fabricswaths of cloth in rainbow colors hung between the portraits, and red helium

balloons framed the stage with multicolored balloons running down the center aisle. A large sign

that stretched along the base of the stage read, OContribution.O
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As | observed the final preparations for the assembly, the excitement was palpable. Small
groups of teachers, students, and parents were in and out of the room moving chairs and
adjusting decorations, and the atmosphere was joyous with music playingoverthead
speakers. The chaivgerearranged in rows from close to the front of the stage almost to the back
of the cafeteria, and on the right side of the room, risers were set up at an angle for the grade
levels to act as chorus groups during the mugicaduction. While the students began to enter
the cafeteria by grade levels, the song OHeroO by Mariah Carey played, and a video presentation
was projected on a large screen at the front of the stage showing the names and listing the
accomplishments of faous Black Americans including: Jesse Owens, G.W. Carver, Rosa Parks,
Benjamin Banneker, Shirley Chisolm, Malcolm X, Marian Anderson, Barak Obama, Duke
Ellington, Frederick Douglas, Martin Luther King Jr., Little Rock Nine, and Charles Drew.
Positive chareter words were interspersed within the video including: strength, courage, peace,
determination, vision, and trendsetters.

Adults quieted the students several times as they were entering and getting seated in the
room, because the studentsO excitemenbrivaming over, and their excited conversations
began to drown out the video. Once all of the children ardtgwere seated, and the third
grade students were situated on the risers, the assembly began with the recitation of the poem,
OBecause of Him/HgrCan.O

A student welcomed the audience and introduced the step team. The 12 steppers entered
from a side door to the song OGlory® by Common and John Legend and proceeded down the
center aisle to the stage, holding large pesitegd signs emblazoned witharacter words written
in glitter. Lola entered just behind the group and quickly took her place at the audio system

located in the middle near the front of the audience. Once the members of the step team were
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positioned on the stage, one of the steppeldressed the audience and explained the history and
significance of stepping, describing it as movement with words and sounds that demonstrates
alliance. Lola operated the audio system for the three numbers that the group performed, signaling
the groupwith her hands when to start, stop, and speak, OLouder!O

The audience applauded loudly at the end of the step team performance, and the group
scrambled quickly down the aisle and out the side door. After the winners of the portrait contest
and the scheduler the Oparade of doorsO were announced thelgvatepresented the
musical, OAfrican American InventorsO by Patsy Ford Simms. Each grade level took a turn on
the risers to read a poem about the contribution of African American inventors and teaitty a
related to the individuals® work. Curiosity and the desire to help others was the theme for each of
the inventors including: Benjamin Banneker, Garrett Morgan, and Granville T. Woods. The step
team performed the closing act of the assembly, and agkrdirected the group and operated
the audio system for the number.

Lola described her feelings about the planning and preparations and the performances,

| was so elated at how awesome that they did. They [the steppers] put a lot of work

into it, a lotof effort. They cared very much about how that turned out, and they

were super excited too, so it waslieaool. We had practice eveiyuesday and

Thursday from 3:00 to 4:30, you know. It was a few [practices] definitely, but they

were troopers and thayere so excited about it. It was a really good experience,

you know. They were so excited. Yeah, the energy, right? They felt really good

And in fact, they wanted to do it again, so the next time that we had our

standardized testing assembly, they weke, [DVe want to do it again. We va to

have another performancd&.key were so stoked. | guess it was a huge confidence

booster for them.
OParents were excited that their children were going to be performing,O said Lola, OAnd | know

at[School Name],itOs a big thing. Any time we have anything, parents are always invited.O She

continued,
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| think it's going to be something that's going to be continued on next year, because

the parents were delighted too, they loved it. This is something good. As a matter

of fact, the parents of the younger students;KPamd stuff, are like, we want this

too. So my principal did come and talk to me and | said, we'll see, because I'm

tired, and of course, now | won't be there next year.

Teaching students about influeht#grican Americans and instilling in them a sense of pride for
their history was one way that Lola honored her studentsO cultures, an effort that she felt
demonstrated gratitude and hope for the future.

Summary — Theme Three: Advocating by Honoring Students’ Cultures

Lola advocated for her students by honoring their cultures, and this included teaching
about their ancestors and history. The Black History Month assembly was a major event for
LolaOs entire school community, and she took a lead role inrgjaamd production, requiring
many additional hours of work as well as emotional and intellectual investments.

Resisting. Although Lola had significant support in the work she undertook for the Black
History Month production, the varied opinions and perspes on the activities complicated the
planning. She resisted some of the ideas of her colleagues, because she felt very strongly about
her own vision for the event. Ol think I'm a little, actually | know I'm a-htiget this from my
best friends, werybody that knows me, I'm A LOT afaentric and power to the people,O said
Lola. OThey tease me about that all the time. My undergraduate degree was in Africana studies
so, you know.O Lola knew that her background gave her a unique perspective ah cultur
celebrations and a critical eye when it came to portraying culsra result, Lola reflected on
the purpose of the assembly and worked with the committee to influence the final result. OThese
are the kinds of things you think about,O she notedn@lfsr me to criticize or anything.O She

continued,

| totally appreciate the contributions and the effort, so | try to take it eafgyksn
and just gently steerORay, perhaps we nado this as the overall themdt @he
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musical] was all about thenaracters, so yeah, we had to keep that. Like | said, |

was not going to do BeyoncZ. I'm sorry, | can't. No
OGently steering@r colleagues was an effective way of resisting activities that Lola felt were
not helpful in honoring her studentsO cultures.

Sustaining. Taking a leading role in the Black History Month assembly required extra
hours and emotional and intellectual investment from Lola. She took on the work with a positive
attitude, not only because she knew Oit was the best thing for thebkidsl€d because she was
humbled by the opportunity to impact her students, and she a deep sense of awareness of her owr
background and gratitude toward her ancestors. Lola sustained her vision to honor her studentsO
cultures even when the activities wex@ ones that she would have chosen. Specifically, she
discussed the Black History Month desecorating contest,

It's actually probably my least favorite, because it's so much {Wanghs]

Usually I'm putting so much into helping them to understhad that it is just an

extra thing to do to check off. But | mean it's so important to participate and make

sure that it's cohesive and all that good stuff. And, yes, they did get to learn, but

I'm trying to integrate curriculum. I'm trying to make sorg class has a) what

they need, and b) that we can extend it a little bit further. | participate, but | feel

like it doesn't go as much in depth as | would want it to go
LolaOs background and her belief that teachers influence studentsO confideizesiedrs
also fueled her commitment to honoring her studentsO cultural backgrounds. She explained,

I think it's just kind of an intrinsic motivation thing. Like | said, for me there are

certain experiences that | had that were kind of isolating, amddmder there

were a lot of things that did stick with me. So | guess just being humbled and

understanding that the small things that we do can totally affect a child's life.

That's why | try to make sure that | am doing things that will positively afiect t

as opposed to negatively affect them. I'm really just kind of hopefully instilling

that confidence and giving them that sense that someone cares about them in the
world.
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LolaOs perspective of gratitude for her own culture and history as well aelmey 6f
responsibility for her studentsO knowledge about their own cultures sustained her efforts as she
worked with the school community to celebrate Black history.
Conclusion

Lola envisioned the strong relationships that she built with her studeiotsnational to
her advocacy for them. For her, treating children like Olittle peopleO included a sense of
responsibility for their security and se&l§teem with a sense of anticipatory advocacy. In
addition, Lola maintained high expectations for her sitg]ectively defying labels and
encouraging independent thinking and learning, even as she fostered understanding and
appreciation for her studentsO cultures. LolaOs experiences growing up with loving, adoptive
parents shaped her vision for her work &sagher. She recalled the circumstances surrounding
her upbringing,

You know, | feel that | could have gone either way in that knowledge, but | chose

to perpetuate what they started. Again, | just feel like a sense of responsibility. |

was given this amaazg blessing and gift, and for me it is to kind of like

continuing to pay it forward. Like how can | contribute to other people? | see a lot

of myself in them [students] in that, again, | didnOt have a choice in the situation. |

was placed in that situatipso all | could do was make the best of it, right? We

were in foster homes for a year or a year and a half, so it was just my sister and

me. Fortunately we werenOt split up. That was such a big thing. Because we

werenOt split up, she was my baby, andlthaake care of her. You know, | was

very overprotective, | still am. SheOs 27, and | donOt care. ThatOs probably where |

get that nurturing thing. Your story plays into who you are. I donOt hide it. | feel

like itOs just part of my past that shaped ldro, but | donOt think it defines me

in any certain terms, you know, itOs just kind of something that happened.
Lola nurtured her students by caring for them as human beings and building a classroom
community that mirrored the support of a loving family.

Lola also credited her own deep respect for the power of the teaching profession itself for

inspiring her acts of advocacy, stating,
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I'm thinking about truly valuing the profession of teaching, and really
understanding what it means. It means so much tharel think a lot of people,
even within the profession, kind of give it. We really do have so much influence
over these little people’'s lives, and | don't know if everyone values it kind of like
that, like we do. | have pictures and videos that | sheen#ody. You would

think they vere my kids, because I'm like, OLook at that! They're so fupoy,O
know. | show them off like they're mine. They are mine to a certain extent, but |
think that's what it is, just really truly valuing the wonderful oppatyuto truly

make a difference. | know it sounds idealistic, but it's real, it's so real.

A deep respect for her potential to make a difference in her studentsO lives and futures was
motivation to hold high standards and to inspire students to undeastdnalue their cultures.

Lola explained how the UACM experience had helped her to put her beliefs and visions
into action within a real classroom. She recalled,

| think that the program as a whole helped to provide focus for me personally in
terms of wihat | was supposed to do. This was a career change, and actually
stepping into our classroom, the UACM classroom, and being able to really kind of
speak with likeminded people and learn with |keinded people, it was just like,
Ores! This iswhat I'm suppsed to be doing.€b it was such a great moment for

me

Besides all of the things that we learned from our books and stuff like that, | think
that some of the examples that were set by our professors definitely were way
more powerful. | remember when Dr , he sat us down and he had a
reatlife conversation, and was like, OListen guys, | know that you're tired, | know
that you have all of these things going on, but at the end of the day we have a job
to do,0 and it was like him bringing us bk it just showed that he cared about
who we were as individuals, but also that he cared about our education and what
we were supposed to be doing. | just remember certain instances like that where it
was like,ONow, so this is what | shoulse doing as &eacher as well.bwas like

this is how you show that you care, right? It's not just about doing amazing things
with parents or whatever. It's the little things that really stick out in your mind and
kind of stick with you

In addition to the practit¢aifference that her UACM experience made in her teaching, Lola
discussed the broader influence the program had made on her perspective.

I think just my thought process is different. The way | approach things is different

| think there's an aspect of maty that probably wasn't there when | started, and

really just more selfeflection, and really recognizing my weaknesses and being
okay with them, and doing the best that | can to work on them and continue to
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grow. The program started that process, o it's just kind of continuing on a
lifelong journey.

For Lola, participation in the UACM program had given her the tools to make her idealistic
views of teaching &eality in an urban higineed school while also giving her direction for
personal growt. She explained how her reflection had led her to make a change.

I've actually just become a lot more reflective about my practice and who | am

and in what ways I'm willing to make a stand for my students and how I'm going

to continue to do that. The ideare not different, because | just feel like at the

core, that's just who | am, and I feel like I'm kind of on the right path. It's just the

right execution. It's all about execution.

That's why | took the summer off. | didn't teach summer school, | really just want

to kind of get back to self and basics and me so that | can start next year fresh and

renewed and just ready. | feel like my spirit needs a little cleansing, so. You know,

just to kind of get rid of all those negative experiences and get back to center.
In fact, at the end of the school year, Lola announced that she was leaving her school to teach in
a nearby metrareaschool district. OI'm actually kind of sad that I'aviag,O she said, Obecause
my first year of teaching those third graders, they're going to be fifth graders.O Lola had
struggled with the decision to leave the school, and she admitted, Olt was kind of sad.O Olt almost
made me stay, I'm not going to lie)@ admitted. OI'm so proud of them to see how far they've
come. It's amazing.O She continued,

It was funny, because | had prayed on leaving, right, and every tankekind of

started wavering,\Well, maybe | should stay because it's a great scandl;m

going to miss my kids,@nd something would happen. | promise you every time,

like within a day, something happened where I'd beBikes a signBl made the

right decision. It's time to go. So, doors opening and closing, you know it.
Lola planred to return for her studentsO graduation the following year. ONo, seriously, | could not
miss that for the world,O she said smiling.

Lola recognized her role as a teacher as one of privilege and power, she explained,

It's very humbling to have that piiege [to teach]. It's a privilege, right? That's a

privilege to be able to interact with all these great future minds, so, yeah, like |
said, | just want to do it better. Hopefully, | can be even more effective, and



really, even if | just reach one, itfl good. That's all | can really hope for. | hope
so, | really do.

LolaOs vision for her work as a teacher advocate included treating her students like Olittle peopleC
by protecting their feelings of security and setteem, by maintaining high expeaias for

their futures, and by honoring their backgrounds and cultures. She resisted people who she felt
OdonOt get itO as demonstrated by their low expectations for students and their limited
appreciation for influential historical figures and culturgyexences by at times speaking up

loudly and engaging in acts of Orespectful disrespectO and on other occasions by being quiet or
Ogently steeringO colleagues. Confidence in her realistic expectations, a sense of gratitude and
responsibility, evidence ofen impact on students and colleagues, and an unshakeable belief in

her studentsO abilities and potential gave Lola the encouragement to sustain her work as a teache

advocate.
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Jordan

[ started seventh grade at a school that was a totally different environment from
elementary. The racial demographics were similar, but totally different culture--
metal detectors, see-through bags. My mom was like, “Um, no. We gotta go.” My
parents said, “This is not what we want, this is not the right environment.” They
Jjust wanted me out of that school. It was bad.

My mom had been up at my elementary school all the time. It was a theme school,
which is really community-oriented, and everyone is involved, and the parents are
required to volunteer, and all that. I went to that elementary school until sixth
grade, so middle school was a culture shock.

My parents didn’t tell me ahead of time. They went and looked for a house. |
wasn’t there when they picked out the house. [ wasn’t there when they decided to
move. I wasn’t in the process. Then we got to the new school and they said, “You
are going to love it! Blah, blah, blah,” and it was a brand new school too. They

took me that first morning. We met the principal, met the teachers. It was just so
different.

My best friend growing up next door to me was White, but all at once— all White
people, cows, chickens, you know, just everything. It was like— okay.

Nobody shunned me; I felt welcomed. It wasn't like that, but you know, it was just
different.

Nobody looked like me.
Education and Background

OON, | loved school, loved school,O recalled JpasahfricarAmerican woman in her
mid-twenties. OMy [third grade] teacher, she was just awesome. Not only did she teach us, but
she got to know us.O Jordan attended elementaogldn an Atlanta metropolitan school district
before she moved to a rural community in seventh grade. She described the influence of her
favorite teacher on her decision to teach,

She would take us out to eat. We would go to her house, and she would have

parties for us. So | was lik€Jhat's a teeher? That's what | want to dd8De

inspired me to do a lot of things. We had the same teacher for two years, so, to

me, they were able to give mdd@ut more into us because they knew us for a

longer period btime. I0m not saying she did everything right, but if you have a
connection with somebody, you learn a lot from them.
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After a distinctly positive experience in an urban elementary school, JordanOs parents relocated
to a rural community where she compkkimiddle and high school. OAfter | had my little
breakdown for two weeks,O Jordan recalled about the weeks following the move to the new
school, Othe third week, basketball team, Katladjusted.O Ol was involved in everyttbddd

Club, Beta Club. Yoknow, you just lived at school, and then once you left, you did some more
things. Then it was homework and bed,O Jordan continued.

OWe have always been tight knit,0 explained Jordan, referring to her family, and family
involvement was an important partdirdanOs upbringing. She described growing up with her
younger sister,

They were just always involved no matter what it was. Like, we started dancing

when we were two, just the two of us, always doing something, staying busy in

the moment. But thatOs how grandmother was with my mom. My mom took

piano when she was little. We took piano. | think maybe itOs just tradition.

Jordan valued the many experiences and opportunities to which she was exposed as a child and
teen, and when the time came time to&edecollege, she purposefully chose a historically black
college and university (HBCU) located in a major urban city over 600 miles from her home with
the intention of broadening her experience. OThatOs one reason | decided to go to [HBCU
NAME],O she redizd. Olt helped me to learn more about me and my cultural background.O In
fact, one of JordanOs college assignments was the beginning of her awareness of the unique
experiences and perspectives that existed within her own family.

OMy one grandmother grey in Birmingham,O she explained. OMy other grandmother
is from New York.O She continued,

| don®t think | got into to it [Black history] until | had a project in social studies at

[HBCU Name], where | actually had to interview somebody that was 6lier.

So | chose to interview both my grandmothers. | didnOt really get interested in the

backstory until | kind of heard them, and just to hear about those particular time
periods, the changes.
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My grandma in Birmingham, my dadOs mom, she is retirecihanalctually goes
around and sings duag Black history month to the schools, because she was part
of the choir, one of the choirs there who were, koow, during the Civil Rights
Movement, downtown Birmingham. She is more reserved, like, some of the
things 101l say, sheOll be like, OOh, my goodriéssisouthern lady. She travels

a lot with her church.

My momOs mom still works. SheOs 80, and she works in the head office at a
downtown college. She does all their websites and stuff like that. Ohsfeshs
very tech savvy! | go to her for questions. She loves to travel. She goes on her
own with her groups of friends. Somebody she met on Facebook who lives over
there is over a lot of the different nonprofits there. She was able to visit an
orphanageand sheOs been back. The lady invited her to come back. Next year
sheOs going to Italy. Like, she just loves to travel and be out. SheOs not married
anymore. When tell her things, she is like, ONo, uh huh, go out! Do it!O
So you just kind of get intered in the history and how they were involved, and
they were in the technology movement. So, you know, they still have the same
values, but they just look at it from different perspectives.
JordanQOs appreciation of her own familyOs history and difemdrperspectives were
foundational during her undergraduate education.géduated cum laude earning a bachelor of
science degree in human development specializing in early childhood education.
Journey to Teaching
Ol1Ove known | wanted to be a teacheeghird grade,O stated Jordan. Attending [HBCU
NAME] in an urbarntensive community gave her experiences that were instrumental in
steering her career. In her application goals statement she wrote,
I had the opportunity to mentor and tutor studentkigurban setting, |
experienced many teachable moments and challenges. That opportunity further
opened my eyes to the critical need for4uahgmental and caring teachers and
made me more determined to [continue] on my set career path.
Interning as a mear and counselor for young people in several summer camps and programs

and in Big Brothers/Big Sisters of America as well as teaching dance gave Jordan direct

experience that she felt was relevant to teaching. Ol became really interested in urbam educatio
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after | took a social foundations course in college. | think it was my sophomore year,O Jordan
recalled

We read books likSavage Inequalities and about Marva Collins, who opened up
her own school, and she was focused on not just the education, biihesha
needed as far as the whole child experience. So thatOs where | picked up urban
education, from [HBCU NAME} and seeing that it was more than just going into
a classroom and making cute posters and arts and crafts

The undergraduate social foundasacourse on urban education made a lasting impact on
Jordan and her beliefs about the needs of inner city children, Olt is a known and proven fact that
urban areas need more qualified and dedicated teachers,O she wrote in her application goals
statementJordan graduated from college with the intention of becoming a teacher in an urban
setting.

Jordan recalled the next phase in her journey toward a teaching career,

| went away to school taMajor City namg. Came home, was ready to work. |
was going to ged job [teaching], but when | came back, the credentials | had
didn't match for Georgia, so | had to changevinat | was doing. | was like, OI'm
just going to get a job 8o then | didn't. | filled out li& 50 applications. | was

like, Ohey need to télyou what to do after collegeRnally, | came across
AmeriCorps, and | got the pition. Well, first | got a dagare position. | worked
there for three weeks, and then Ameri@ocalled me, and | was like, OGoodbye,
daycare!O

I just thought it would be give me more [options], just because Americorps
works with everybody in the city. | was able to work with the mayor, and | was
able to actually go into the communities to work with residents who got grants to
beautify their neighorhoods. So, | would actually go out, scope out what they
wanted to do, give them the grant. | read applications, went shopping with them
for supplies. | spent long hours, and | would actually get volunteers to come out
and help them beautify their commities. In the midst of that, | ran into UACM,
and | started the application process to get into the program.

In her position as a community engagement coordinator for AmeriCorps, Jordan logged 1,700
hours, and the experience solidified her determinatiagaach. Ol wanted to work with

diverse/urban students to be a positive influence and give advice, to be an all around person not
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just a teacher!O she recalled during her program interview. Ol am ready to become a leader in the
field of education. | stragly believe that | will be able to make a positive impact on the students

in the classroom as well as within their communities,O she wrote in her application. The UACM
program philosophy for education matched JordanOs beliefs. OThe fact that | wilhdpe join

people with common goals will make it easier for us to network with each other, the students,

and the community,O she stated. The UACM cohort provided Jordan a community of support as
she completed the program and then took a fulltime position aéareetary school in the city

of Atlanta.

School and Classroom Context

Jordan was completing her second year of teaching second grade at an urpeetiigh
school within a higineed metropolitan school district near the city of Atlanta. OIOm the-second
grack team lead this year,O she stated. OThere are four of &) anel new to the school.

Another teacher was team lead, she went up to third grade, and the other one is in administration
now.O Jordan had taken on leadership positions within her schaulioitgnalmost from the
moment she became a faculty member.

Jordan described her school culture positiveigOs a very sharing and supportive
environment,O she stated. OI'm a very open person,O she continued. Ol ask people questions whe
| see things thewre doing [with their students]. When | see what they're doing, I'm like, OCan |
please get that?® and OHow did your class like it?00 Jordan also had opportunities to support
others within her school community.

I think a lot of people do come to me foeab, and | like to share my ideas.

People always come up ine. I've had parents to sa@tQmy gosh! We're

supposed to geéd workat 7:00. Are you at the school?O And I'm like, OYes, bring

them in.CB0, a lot of parents know my reputation. A lot of te&rs do to. |

always share my ideas, and if it's something to give back or something to change,
| don't mind. So, I think a lot of people receive me very well.
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Jordan appreciated her supportive school community, and took advantage of additional
leadershp opportunities including a role on a committee leading the school toward Science,
Technology, Engineering, and Math (STEM) certification.

The Georgia STEM certification program was-g€ar renewable certification developed
by the state in response ta&b business and industries calls for increased preparation of students
in the STEM fields. Designed to encourage schools to expose students to STEM fields, the
certification program included models that offered all students within a school (elementary,
middle, or high) access to the STEM curriculum or that exposed a select group of students. A
stateselected STEM team evaluated schools on 15 rigorous criteria in order to award STEM
certification, and at the time less than 20 schools had earned STEMagatifi Jordan
explained OWe're going in the STEM direction as a cluster, all the schools in this cluster.
Hopefully, we will make it, and | think that'll be a good experience for the students t00.0
Excitement over STEM activities was palpable when tetsdordanOs school for my full day
observation. It was the day of the first schatdle engineering design build activity, and all of
the students in the school were patrticipating in the event.

JordanOs classroom was organized with desks in groups witfoone small table
where three students worked together and two desks that were situated separately. One large
window was decorated with purple curtains with owl trim, and floor pillows with the same owl
pattern were on the rug for students to use.SQvdre on the table numbers and bulletin boards,
where student work was posted. Math and science centers charts, a number line, and an ABC

strip were posted, and books were displayed in the reading corner. Students had access to four
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desktop computers wiilJordan used a school laptop that was connected to an interactive
whiteboard.

JordanOs classroom was located in an impressive ostagoed brick school building,
barely ten years old and standing in stark contrast to the impoverished homes that edritound
and completely encompassed by a tall brick and wreughtfence. Named after a prominent
African-American educator, the school was originally founded in 1964. The original building
was demolished and rebuilt into the current stdtthe-art facility, a twestory building
surrounding a courtyard that held a large amphitheater and green space with a few trees and
grass. The whit¢iled hallways of the school gleamed, and the walls were decorated with
colorful, wellkmaintained bulletin boards of stude® work and drawings of important moments
in African American history. The awatginning Title | school was located within one of the
poorest and most challenged zip codes in the city, an area mentioned regularly in local news
reports covering gang actiy, illegal drug use, and homelessness. While immediately
surrounded by urban blight, abandoned and boangdtbuses and apartment buildings, the
school was also located near historically Black colleges and universities (HBCUs) and the $1.4
billion Atlanta stadium that was under construction, providing opportunities for access to unique
and valuable community resources.

The school where Jordan worked was made up of 600 students, 100% of whom
participated in the stateOs free and reduced lunch progra%raf &hom lived in single
parent homes. Forty teachers served the student population that was 9986 Afrierican with
6% receiving gted services and 10% receiving specdl@tion services. The school was
supported by numerous corporate and commuygatyners, and students benefited from a STEM

focus that included arts integration as well as an emphasis on health and wellness.
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Nomination and Recruitment to Study

UACM faculty members who nominated Jordan echoed thoughts revealing their
observations ofier effectiveness as a teacher of diverse students. One person wrote the
following comment about Jordan,

She is a strong instructional planner and has implemented interesting and creative

lessons that connect well to the children's lives. She has helijd@chhat had

been extreme discipline problems in earlier grades to learn and practice habits that

made them effective students. She knows how to fill each child's emotional bank,

so that they are motivated to work hard to learn.

Faculty members alswted JordanOs warmth, professionalism, and sense of humor while
teaching. OShe engages in responsive practices and is very invested with the students and the
school community,O noted another. JordanOs high expectations for her students and herself were
reflected also,

Jordan's gift as a teacher was her classroom organization where she taught her

students to become sédfarners. She chose not to give her students all the

answers but rather to assist them in becominglsathers. Jordan's classroom

routines and procedures drove the success of her classroom.

JordanOs principal agreed with the UACM faculty nominations. In fact, when she first became
aware of the topic of my research, she suggested Jordan as a potential participant.

Due to the timing of théRB approval from the school district in which Jordan taught, |
was not able to invite her to participate in the study until the end of April 2015. | met with Jordan
eight times between May 1 and May 28, 2015 for five personal and focus group intervilews an
three observations. The observations included oneléyliclassroom visit and two selélected

events: a) a nature center onsite visit and b) a Girl Scout meeting. In addition, Jordan responded

to emails and met with me one additional time for claatftm and member checking.
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Advocacy = More Than a Teacher + Teaching the Whole Child with the Future in Mind

Ol donOt think people realize how much teachers do,O stated Jordan, explaining that her
vision for her work as a teacher included multiple asp&ite explained how her own
upbringing influenced her perspective,

| think about my experience growing up and what my parents gave me, and a

teacher is not just a teacher. She is a mom, she is a counselor, she is anything, a

doctor sometimes, so | kind tifink about what my mom gave to me and | try to

do the same, because of my experience in school and growing up. | try to give

them those same experiences.
Jordan traced the origins of her vision of being Omore than a teacherO back to her childhood
experences and her undergraduate education, but she admitted that her vision had expanded to
include understandings about the unique needs of students in urban settings. She explained,

My vision has gotten better from where | started at [HBCU NAME] in thadmurb

education class. | think it keeps moving up, and up, and up, especially having

gone through UACM. You know, to have a program like UACM where you see

thereOs a need for teachers who think about the whole child and the urban setting.

These are all of thihings that go into having an urban setting. You have to meet

the needs of the kids. YouOre like a mom, a psychiatrist, a counselor, you know,

just everything. So, itOs harder than | thought it would be.
JordanOs vision for the work of a teacher incladi&mh belief that her responsibilities were
much broader than those traditionally expected of a teacher. She devoted a great deal of time and
energy to providing enriching experiences for her students outside of the school building and
also within, andIse collaborated with various school stakeholders for support for all of the
activities she provided. She explained how providing experiences benefited her own students and
other students in the school,

| think about it as hopefully throughout the yearivegyou something that sticks

with you, because we're thereadd valueSo whether they weren a fieldtrip

and you think, Oh my God! | learned all this,O or whether it was this math

problem, or Girl Scouts or whatever it is, hopefully, you take somgthind it
goes along with you, and maybe builds your interest. Or maybe you do some



267
more research or whatever, but I'm supposed to be there to add value to your life,
whether it's academically, socially, whatever the case may be.

By enacting her visiofor her role as Omore than just a teacher,O Jordan felt she was able to
effectively know and teach each student in a holistic way, both academically and personally and
with an eye toward a successful future. She enacted her vision for being Omore ¢han just
teacherO by: a) providing enriching experiences; b) collaborating with school stakeholders; and
c) adding value to her studentsO school experiences.

Theme One: Advocating by Being “More Than Just a Teacher”

Jordan envisioned her work as a teacher advocate for her students to include wide
ranging responsibilities that included planning, coordinating, and participating in events and
experiences that she determined would enrich her studentsO lives. She dechanstra
awareness of the need to understand and get involved in her students® community prior to
entering her teacher preparation program. She wrote,

Community is the awareness of the interdependence pfepédany have heard

the quote Dtakes a villagdo raise a child,@nd according to research one would

believe that it truly does. When working with urban children in urban education,

you tend to work with students from various different types of backgrounds, with

the community playing a very large eol
Jordan continued, explaining the potential influence of community on students.

When one thinks of community, they may think of it as a group of people helping

one person reach their full potential in life. So when working with urban children,

becausgou donOt know their background, one just canOt depend on the

immediate family to help that child soar to the highest level possible. It takes the

teacher, it takes the tutor, it takes that Sunday School teacher, and even the

basketball coach to make ttsitident shine brighter than any star in the sky.

In addition to learning about her students® community, Jordan stressed the importance of getting

involved and perhaps living in the school community in order to have the greatest impact on
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students. In fagtshe described how participating in extracurricular activities actually
strengthened her classroom community,

| do a lot outside of the academic setting with my students, which helps me to
build stronger relationships with them. So, | think a lot of timetnonly look at

me as just a teacher, but a mentor, somebody they can talk to. | do a lot of Girl
Scouts, dance teanadwork with some other programs in the school.

Jordan built relationships with students from her school who were not actuallyclaser
though schoelide activities. In fact, after school was dismissed the day of my observation, a
group of girls congregated in JordanOs classroom, waiting to talk with her. She explained,

Well, a lot of them try to stay witime. Like today they weréke, OCan we stay
with you after?0 | was likeNO, because ldve a meeting.@ust because, like |
said, | have tried to not only just be a teacher to them, but somebody they can
come and tk to. A lot of them will say, @ell, such and such was talkingaat

me. Can you please talk to then®weOll pull them to the side. When they hear
from me | think they lok at it from the perspectiveSBeOs not just my teacher.
This is somebody that cares about me and egnes about where | go in lifeS0,
thatOsvhy | think itOs important for me to do what | do.

Spending time with students beyond purely academic situations built personal relationships.
JordanOs efforts emerged from understandings of her studentsO community and their needs, and
they effectivelystrengthened her classroom and school commusiity.explained how

participation in dance team fostered high expectations and collaborative support for students,

So,when theyOre acting up in class itOs kind of like-arssik, you know?

GDkay, so do youeally want to be on the dance team? How can you be on the
dance team if youOre not doing what youOre supposed to do in the cl&sroom?
Some have been on probation. WeOve had meetings Whkag, what sbuld

we do for this individual?énd itOs the girtalking.QWell, sheOs not doing this
Maybe we kould give hepne more chanceyOu know? So they sort afionitor
themselves that way. Then we have teachers, who come and tell us about the
dance team members, so itOs kind of another, you knowheek. Like | said,

itOs not just your teachers worried about your acaddi@dsnd of an additional
community Maybel®m not your core teacher, but you know, if youOre not doing
what youOre supposed to be doing with gtagsroonteacher, then how can you
come to dance team? Do you need to sit out? Then we talk to the parests too
now youOre getting tweaclerstalking abouthe child and how important
academicsireand, you know, stheyOre hearing it from different peephnd



26¢

people in theschool look at them differentl§f.hey hold them to a higher standard,
so you know, we had one incident whargtudenOs grades dropped ofdl@y,
SO you need to get your grades backup.

One girl was easily angereahd so thatOs another s#iéck.And she fixed her
behavis, becaus@ot being on the dance team it was just,li@@kay,|Om
responsible for my actionand when | donffhake good decisions]get things

taken away, just like if | had a job. If I donOt do what IOm supposed to do it gets
taken awayDSodance tearkind of promoteghat responsibility and motivation

to do what youOre supposed to do focess all arond, not just in the classroom.

Participation in extracurricular activities strengthened the school community and fostered
motivation.

Jordan also valued extracurricular activities as enriching on their own merit. Ol
experienced a lot, andust want them to have the same kind of life,O she stated. She continued,

| think [providing new experiences] is a way of advocating, because it gives them
a new experience to try something different, and when it's something to add into
your catalog, notmy will you remember it, but also you can show your friends,
teach your friends. They go home and talk about it with their families.

Students in JordanOs school had numerous opportunities to participate in extracurricular
activities, and Jordan engagedsponsoring and planning activities with the support of her
administrators. OWhenever | have an idea, | share it with my principal, and she's kind of like,
OYes, if it's for the kids, yes,O explained Jordan. She continued,

Like Girls Scouts, it was thérét year back after five years, and so just to give
them the opportunity. We went to Savannah. Half of them haven't even left the
city, so, just to give them those experiences that they might not ever get. And the
field trips we take, we went to tlieity namg nature center. We went to a farm.

We got to see a cow get milked. They made butter. We got to see chickens, pigs, a
cornfieldDthecorn maze. A lot of them went, OOh, my Gdthéy got to pick
pumpkins and bring them back, and some of the kidsatie their pumpkins to

this day. So it's like these are things that they won't forget, and when it's an
opportunity a child may never get to do, and we're able to that, that's what | love
about my school. My principal, she is an advocate for the kidsit &md of

trickles down to us.
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The supportive perspective of the administrative team at JordanOs school fostered an environmen
conducive to extracurricular activities, and school events were continuously in planning or
production stages throughout thehool year.

Jordan explained how providing experiences at school fit in with her vision for her work
and remained a priority for her,

| think being able to bring things to the school is advocating, because I'm giving

you a resource that you might notddge to actually go to, and it's outside of the

city limits. You might not be able to go there so I'm bringing you the resource,

and you get to experience something that you might not be able to get to.
One activity that Jordan organized and led on kar was dance team. She explained,

We just started meeting every Wednesday and Friday due to the fact that theyOre

performing at all of the awards day programs next week, so we have to practice.

We do it from 3:00 to 5:00, but they perform at the eventhave here[School

name] is one of our partners, so weOve gone there during the holidays and danced

the whole day in their lobby. It's just first through fifth grade, and we do lyrical

jazz and tap dancing, and | work with them with that
Jordan organizkand supervised dance team on her own to provide girls with experiences
dancing and performingnd she collaborated with other school stakeholders on other-school
wide events

Etiquette brunch. A unique schoolvide facuty-sponsored eventas aretiquette
brunch a fun social activity for students to learn formal table manners with their friends and
build acommunity networkwas an event that wagpical at JordanOs school. She described her
role on the planning committee for the networkimgrizh,

We held a brunch callch(évating Young Minds: Building Relatiohgs that

Inspire and Motivate.Dwo organizations, the Girl Scout troop here and a boys'

mentoring group called The Art of Manliness, came together, and we invited

guest speakers:tead footbaltoach from [College Bimdg, a Fellowship of

Christian Athletes representative, and a local female entrepreneur who helps

others who want to pursue careers in communications or broadcasting. We also

had two kids from each organization come ogd apeak about what inspires them
to do what they do and motivates them, focusing on building inspiring
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relationships outside of your parents. So, it was just a day of inspiration,
motivation, telling the kids about academics, building relationships.

Theyhad to bring one of their parents with them, and we had a lot of faculty come
out who weren't even on our committee, and they helped us out. We also had
vendors. We had [a representative from] the Chamber of Commercdgcitpm
name]come out, and he sep his table, and we got a chance to socialize.

We raised $2,300 for this event, and we decorated everything ourselves. We
bought the boys these outfits to wear during the program, a white shirt and gold
tie. Next year we're hoping to raise more monethsy can actually have blazers

in the school colors, because we're trying to teach them the way you dress is the
way people will address you.

The network brunch also provided opportunities for thdestits to meet and socialize with
young student leadefiom two HBCUSs located nearb@Omnthinking ahead taollege even in
second grad® stated Jordan demonstrating a perspective of anticipatory advocacy. She
explained the importance of this opportunity for students in the school,

The focus is college arwareer readiness, so even though they're young, they can

still see those opportunities. OThese schools are right down the street from us, so

this is what you can be; this is your potential.O And coming from a group of

students like this, most of them dogmen see past high school, and they'll tell N

you that, and they'll say, OWell, I'm not going to be anything.O OBut, yes, you are.O

And so we try to bring these opportunities to our kids, instead of having to go out

to get them. | think it'll stay with thefor the long run, and they're building

relationships that will last, and with people who truly care about what you make

of yourself, so it was just a day of inspiration. So we've been charged to do it

again next year, and to do it bigger and better, ss;awu know, it was a great

success.
Jordan was involved in planning schadbe events and activities, but she also organized and on
occasion headed up activities on her own.

Girl Scouts. Another organization to which Jordan made a major commitménatr at
school was Girl Scouts! @rew up in Girl Scouts,O explained Jordan. OYeah, my mom was there
the whole way with us, and she still iglQughs] In fact, JordanOs mom attended the-gadr

Girl Scout bridging ceremonw Girl Scout ritual that symbales and celebrates the
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advancement of girls along the ranks of the organization, Daisies, Brownies, Juniors, Cadets, and
Seniorsthat lattendedor one of JordanOs observations. Jordan destwbérst yearas leader
of the organization,

We started ouwith 60 [girls], and now we have 15. Well, 15 solid girls, and then

with the ones who just come to meetings, it's about 25. But if we were doing

something outside the school, it would be about 15 girls. We're probably going to

revamp for next year, butis year we had Daisies, Brownies, and Juniors, so it

was just a lot.
The bridging ceremony is. Jordan described how she tapped into the community to organize a
special bridging ceremony for the Girl Scouts at her school,

We have students who come ovemfrfHBCU Namg and[HBCU Namqg to

help us. One of them put us in contact with her mom who is a troop leader, and

she was all, OOh, yeah, | can come show you everything. | can be a speaker at

your event.O So some of the things she was asking me before the meeting, | was

like, Ol don'tikow what to do, but we can do it if you lead it, if you do the

bridging ceremony.O
With assistance from colleagues, community members, and her family, Jordan planned for the
final meeting of the year to be a special celebration where all of the GirlsSgould receive
awards, and those who were moving up to a new level would participate in the bridging
ceremony.

| observed the meeting and bridging ceremony that took place in a classroom at the
school after final dismissal. Student desks had been remanddhe chairs were arranged in
rows facing a head table. Tables at the front and side of the room were covered with white skirts
and linen tablecloths topped with decorative covers in shades of green with polka dots. A fresh
flower arrangement adorneldket head table, and refreshments including green velvet cupcakes
and drinks were set up on one of the side tables. A formal printed program that listed the agenda

and speakers along with the Girl Scout Promise and Law and the names of the principal and

troop leaders was presented to each person who attended the event.



27¢

More than 40 people filled the room as the meeting began, with about half of them being
adult guests, mostly women. The Girl Scouts, wearingmag tshirts emblazoned with OMake
a Change,@ere sprinkled throughout the crowd, seated next to family members, and the
afterschool preschool class and their teacher made up the rest of the crowd, sitting in remaining
chairs and on the floor in the center aisle.

After Jordan set up the computer armM@rPoint presentation, she began the ceremony
announcing that before the awards would be presented, everyone should stand and recite the Girl
Scout Promise and Law. Jordan led the recitation, noting that their troop has been following
those words alreadynd introducing the special guest speaker, a Girl Scout leader from the metro
Atlanta area.

The guest speaker delivered an inspirational speech, encouraging the girls to continue to
participate in Girl Scouts. She explained that her own daughtgranadipated in Girl Scouts
through high school graduation, and that she had became a Bonner ,Selkgant of a
servicelearning scholarshi@t a prestigious HBCU for women.

Following the speech, Jordan introduced the Brownie and Daisy leaders wiib wo
present awards and participation certificates to the younger girls. Family members continued to
trickle into the room until people were standing in all of the open spaces along the walls. After
the Daisy and Brownie awards were presented, Jordan meegle the group how sashes,
badges, and pins were earned by Juntbesolder girlsO group, adding thatwbeld be
presentingifts to the girls whdadattended every event during the yelrdan presented the
awards and gifta heatdand with ribbonsnd bows in Girl Scouwtolors to the girls in her troap
Ol know you already have this headband,O Jordan said to one student. Ol have a different one tha

my sister made from Pinterest. You can have this one, or | will get you something else,O Jordan
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cortinued. The girl hesitatedot answering, andordanimmediately said, OIOIl get you
something els®

Once the individual troop awards were presented, Jordan announced the cookie and fall
product sales awards. OThe troop sold $3,000 worth of cookiesihshaced to applause.
OThey did awesome for their first yedtrwas incredible, anthe first yealO she continuedt
the completion of the awards Jordemounced to more applau§TheyOfpadgesjron-on,
parents, so donOt worry about having td@ew

After thankingthe parents who helped owith activitiesduring the yearJordan started
video presentation that she had created that inclpldeis of activities from throughout the
year,with background musi€You Can Count on MeO by Bruno MAssthe video ended, and
Jordan thanked those in attendance, the guest speaker jumped back up the microphone to addres:
the audience. OThis group is truly exceptional, and | hope you appreciate how much has been
accomplished this year,O she stated. Jogfaied, OWe began with 60 girls, and the number had
dwindled a lot. | hope to get the good word out to attract and keep more girls in the future.O

After engaging in bridging ceremonies for each of the groups, Jordan stood first with her
fifth graders forphotos before calling all of the Girl Scouts up for photos. She described how the
group had facilitated a paper towel/toilet paper roll drive to collect materials needed for a STEM
design build activity. OThey collected thousands of rolls!O she annoumeely.0OThey also
helped to raise $2,300 for the etiquette brunch,O she proudly told the group. OThey have done so
much this first year.O

As the group milled about enjoying refreshments and personal conversations, one of the

troop leaders made a final aumcement encouraging parents to continue to support and engage
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in Girl Scouts. OYou can call Jordan about any and everything if you have a question,O she
announced confidently.
Jordan reflected on the event and the progress of the Girl Scout grougetiday

We came up with those shidsirselvesMake a Change. | thought that's what

Girl Scoutsis about: making a change, making a differenceditfie’t use
Odifference,Because it was too lop@nd it didn't look right on those shirts.
[Laughing] @Make a Changen®t only in the community you live in, but in your
life. Hopefully we're adding some value to what you're glamd what you're
going to be in the future

Jordan recalled the problesolution project, an assignment she had completedgltire
masterOs portion of the UACM prograiou can pick what you think needs help in the
environmentand you can go for it. You can set it up. You can do it youBslie reflectedp©
course, with a team of people, lyeah,it most definitelyconnectsO

She elaborated on the value of the experience for students in her school,

In this environment, a lot of our stewits receive a lot of thindgddonations,
whatever the case may be. But now, taking itseglng thathere's a bigger
picture than jgt where you are. So now you can help somebodyagiskeyou can
be a resource for somebody elé&/ing them those experiences, as far as
recycling, as far agoing toSavannah, and we took the girls in our own cars, so
we were also taking them tanewplace,giving thema bigger picture, | think
You can help somebody e]see were sayingAnd so that's why | like Girl
Scouts, and that's what | think Girl Scouts has shown tifemire adding value
in teaching them the difference, because they may not kfidhere is out there,
so you're giving them the scopg GDkay, we're bigger than thi®Everything
expands.

Even the experience of the awards and bridging ceremony had the potential to add value to
studentsO lives from JordanOs perspective. Shanedpl

Girl Scouts is going to continue next year. | think taeggoing to be dedicated.

They were just so excited to see their students get those awards. | don't think they
really knew how much we were doirgecause a lot of girls didn't participate

fully. And so a lot 6thegirls came up to me and saidi€s , well, I didn't

get this[badge], and | didn'#QVell, did you participate@DONo.O
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So,just having that conversation, you see there's an end reavatd think that's
part of Girl Scouts, too. There is an end reward for the good things you do when
you give back, so | think thatithotivate them.

Another reward that JordanOs Girl Scouts gained from participating in the group was a multi
grade commury and opportunities for leadership. She explained,

I think bringing together a group of giils the school whaan look out for each
other who aren't necessarily on the same giad@luableband they do,
actually.lt trickles down and they take caskeach other.

Jordan described the impact of a climate of leadership and responsibility even within her own
classroom,

It is not only forthegirls, but the environment of the school. Like | have 17 girls
in my class, and thewill go back and fortlateach other all daynd | can

reflect, @kay, now is that howe act in Girl Scout meeting$®that how we

treat eab other in Girl Scout meetings?O And it's likehQOyou're rightYou're
right.0So then they'll start helping each other, and that's #negirls who aren't

in Girl Scouts Theystill help them. Sphopefully, not only are they getting those
skills, but also it's being passed along throughout the school

Girl Scout participation added value to JordanOs school by promoting leadersiyprarydnot
only among the members, but also within the larger school environment.

Nature center onsite visit. Jordan was instrumental in bringing an onsite nature center
group to present to her grade level, bringing studentstéafaee with predator bits that they
had studied with a life cycles unit in science. Jordan described how the event came about,

We're partnered witfLarge Corporation Namego they're partners wifity

Name] Nature Center, aitldey send at least three grade levels on a fieldhiepe

for free.We just have to pay for transportation., $eet up two field trips throug

them, but they paid for them, one to go to the center and the other for them to

come here.

We dida OCreeland Cherokeetinit when we wento the centgrwhich is a

standard that we coveBo,we went on a trail and talked abdié Chattahoochee

River, how they used it, and all thandthen they let us pick anothsubject
when they come here, $ahose lie cycles.
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of ourunitsis life cycles and how the environment they live in can affect their life

cycle We always do everything in the book, Hiié cycles are kind o& tricky

thing for experimentd think that was really gootb see it, jist to bring it to life

for them.
Jordan organized offsite and onsite field trips to support seg@ttk curriculum standards,
providing her students with background knowledge lzanttison experiences.

| observed the nature center onsite visit at JordanOs school as it took place in the central
outdoor courtyard of the scho®loursecondgradeclasses of 23tudentsachwere seated on
concrete amphitheater steps that led to arakstiage where two conservationists presented to
the group. Jordan was seated in the midst of her students, while the three other teachers were
seated in chairs to the sides of their classes, clearly sefraratthe students

The conservationists intraded themselves and expladthattheir purpose for the day
was toteach the studen&bout owls and hawk#s one conservationist showed close up photos
of a hawkOs talon, explaining the importance of the talon for the hawkOs survival, her colleague
rushed on stage to explain that the hawkOs leather restraint had broken and that they would not be
able to safely remove it from its traveling case. They shared pictures and other artifacts to teach
about hawks and owls, and they brought a great horned owtlenstage for the students to
observe.

OWho notices the owlOs eye?0 asked one of the conservationists. Jordan immediately
raised her hand along with the magy of the students while heolleagues sat watching without
moving or grading papers. The cengtionist explained that the bird had injured its eye,

preventing it from being able to effectively hunt for prey and necessitating that it be adopted by

the nature center. As she continued to point out and explain the features of the bird, the head
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feahers and anatomy that enabled Osilent flight,O an adaptation that made owls great hunters,
Jordan took pictures with her phone.

The presentation continued with the conservationists answering and asking questions of
the group and conducting a kinesthe#iptor activity that got the group up out of their seats and
moving. Jordan participated along with the students, and when one of the presenters asked, ODid
anyone learn something new today?0 Jordan was the first to raise her hand. As the presentation
concluded, the group filed past the artifacts to touch and get a closer look.

Q was just excited about them comj@grecalled Jordan about the nature center visit
OMy classroom theme is Oowdeause thegre considered to be wisend so | wagxcited that
theywere bringing an owl in to see the kids' reactiandhearall their question® Jordan
acknowledged that she learned from the experience too. OThe Osilent flightO part works well with
my theme, t0o,0 she added, smiling.

By striving to be Omore tharteacher,O Jordan believed that she was Oadding valueO to
her studentsO lives essentially by giving them choices,

Look, you can go to a farnY.ou don't just have to read abauin a book. There

are so manyhings out there, anahost of thenhavenevereven been outside the

city of Atlanta so just that expennee initself, they were like, OOh, my

goodness!Omean they talked about it for weeKsist, you know, real live

animals, ®eing the animal<Dh, my God, that's where our milk comes from?

Theyhave to do all of that”Becuse they had the machine attachedhe cows]

and, you know, just seeing all of that. We had been talking about life cycles, so

making the standards real, and we're notlgasiingin school just t&know

thingsat school.

It gives them the power to take control of the direction they're going in life. You

have the choicéAnd | always tell my kids, Yu have choices tmake.Once you

start schoglyou are making the decisions to follow your path. Nobody can deter

you. If youhave your mind set on something, then you need to stay foctsgd.

there might be a little obstacle, but you have to figure out how to get aro&nd it

you have the power to make the decisiionlife thatultimately make you the
person that you're gog to beO
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Jordan enacted her vision of being Omore than just a teacherO by dievetargl energy to
providinga variety ofexperiences for her studemtsd others inside aralitside of schodds part
of her commitment to add value to their lives.

Resisting. Although the climate of JordanOs school was generally aligned with her
perspective that a teacherOs role included more than traditional academic tasks, she was aware of
different teachersO priorities. She explained,

| donOt think every teacheels that way, 8cause some teachers do leave at 3:00
on the dot. They probably think | do towuch and why is shéoing that? A lot of
them say, OWell, you donOt have a fanfilytdfeel like if | had a family |

would probablystill be doing the sameitiy.

From meetings and just from thingsknow that]people complain about staying

late all of the time when itOs mandatory for us to stay late. So | feel like if itOs not
mandatory | know theyOre definitely not going to stay daie they think you&r

doing too much. If itOs beneficial for the kids) kaow, then thatOs my
principalOfocus.OWhatever benefits the kighatOs what weOre going to 80,0

if IOm on the team and my heart is there, IOm not going to complain. IOm going to
be here. | knw thatOs/hat made me a wetbunded person, not to brag or
anything,but I just think that, you knowthese things are importamjust have to
wonder, you know, whahade you choose this professionz&gse teaching is

not just a 7:00 to 3:00 job. Yoake things home. Sometimes | donOt do them
when | take them home, but I still take them home

Jordan explained that although she got along with her dexdéteam, there was one situation
that she would not tolerate.
The only conflict that | can seeliglon't like people who complain. So as a team
memberjf weOreomplaining about things that we have to do and that are in the
best interests for our kids, that's the only time I@ar say that I've just said,
ONo,@ecause I'll give my all for thedmabies. If somebody says this is what
needs to happen, then that's what needs to happ@igomplaining.
Jordan adhered to her vision for being Omore than a teacherO by refusing to engage in
complaining or a lack of effort from peers.

Sustaining. Jordanspent hours after dismissal on most school days enacting her vision

for being Omore than a teacher,O whether planning or supervising extracurricular activities.
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| do it just becase thatOs what | grew up doinlike it becausé®first of all, a lot

of them donOt take outside dance classes, so itOs an opportunity for them to take a
free dance class. Let me see. It's a way for me to express myself, so I think a lot of
them can do that too. ThatOs really what | grew up doing. | was either at school or
at the dance studio until 8:00 at night and it was just free time, and then getting to
perform at all of these different places, and the people in the school look at you
differently. It's something to add to your resume or to your list of things when
youQre d#ng ready to apply for college, or you know, whatever the case may be.

Jordan believed firmly that participating in extracurricular activities benefitted her as a student,
and she sustained extensive efforts for her students by recalling the vadwewinh
experiences.

When Jordan struggled with parental support for extracurricular activities that she had
planned, she communicated with parents in an open and honest way to gain their support. She
explained,

| planned this big trifito Savannah for GliiScouts] and everybody was gurgo
for it, O¥es, we going to do it. Yes, we goingdo it. Ot wasawholeweekend,
butnobody paidvhenthe time it came. So | only had two students the week of
the field trip to actually pay.

| had to &nd home a notihat was like, Qrried to give your student not onén
academic settingput alsoanexperigce that they can have foreveirjéd to make
explain thait's about the whole childnce | sent the note home, the next day
everybody paid for the trip. Sagt kind of getting parents to understand that
everything we do, not just academic, but sosi&nportant for their kidsAnd

you don't have to have a lot of money, you don't have to do all this, just know that
we're a team, so it takes a teacher, tmergaand the student. So kind of finding
something that will help everybody just be on one board

The only reason we still went is because | already put out the money, and the girls
who actually had put down their down payment were so excited.td/gdad set

up a tour with Savannahéde University that's there, arftetpresidenhad

offered to feed us lunch. It was this wholg biing and then | had to say, OWe

can't do it.&o it was a really quick turnaround trifye went andcame back that

same day

Although in this instance, Jordan had to reduce the plannedawtrip for an entire group to a

day trip for a few girls, shdetermined to sustain her efforts for her students, believing that by
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continuing to communicatghe could educate parents about her intentions and win parental
support.

In addition to using communication to foster support, Jordan felt that Oseeing was
believingO for parents and for her colleagueswQhht parents anstudentsare reallyseeing
what Girl Scouts isall about | know rext timewill be bettetO she state8he also noted that the
onsite nature center visit had drawn attenfrom her colleagues,

Some teachers hawaready come to me and askew/l® was that? Who was in

the cairtyardwhen we were out thereP@Ild them, and they said00, we're

going todo that next year.O
Administrative and gradkevel support encouraged Jordan to continue her efforts to be Omore
than just a teacherO as she provided extracurricular activiteesxglained,

WeOvdéind of preplanred based on what weOve done, and the prineias to

keep some of the traditions going, like the brunch wetithdt was our first.

She's like, Oh weDveyot todo it next year, igger and bette@
Jordan&teammates were also supportive, encouraging her to sustain her efforts. She explained,

They always know I'm up to something, and. M across the hall, she

always has my back. Shdike, @Vhatever you need, | got yolm right there

with you, becase | want talo all those same thing3So it's kind of a team effort.

Even from other grade levelsgit's kind of just a team thing around the whole

building, an atmospherePeople never tell me to not to do things, but sometimes |

suggest stuffandsane people will say,l@on't know about that. I'm not going to

do that in my class.O
Jordan drew on a supportive environment and sustained her efforts reminding herself that she
knew what she was getting into when she decided to teach in an urbamemevitoShe
emphasized the importance of realistic expectations,

You can kind of tell the people who are not dedicated to the urban education

lifestyle per se, because they'll quickly weed themselves out, and you can kind of

tell that they'll come one yedwo years, and then they're gone. | feel likea

life-long dedication It's for a long period of time. You know what you're getting

into. It's an urbamarea You know the population you're working with, so if it's
not your passion, | think you'll falb the wayside, without anybody even saying
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you're fired. So, that's how | feéind | think as a teacher you have to understand,

it's not 7:30 to 3:00, you know, as soon as 3:00 hits, you shouldn't be leaving out

the door.You're there, helping, confer@ng, tutoring, getting ready for the next

day, getting ready for the next week, so, if you think it's a 7:30 to 3:00 jobPthen

surprise!

Drawing on her commitment to urban education, realistic expectations, and the support of her
school community sustzed Jordan in her efforts to be Omore than a teacher.O
Summary: Theme One — Advocating by Being “More than a Teacher”

Jordan envisioned her work as a teacher advocate for her students to include wide
ranging responsibilities that included planning, camaiting, and participating in events and
experiences that stielt would add value tder studentsO liveShe explained the importance of
introducing possibilities to her students,

A lot of them come in [during lunclgnd talk to me and tell me some preday

stories while they eat, so | think I'm trying to give them the opportunity to see

what is possible, the avenues you can go ddét@s not just one way, OThis is the

only way,(but there arenanyways you can go down this roaghdaby giving

them thosexperienceshopefully, they'll shake their entire mindséthen we

talk about science, whemwe talk about the owls, | love when they questiand |

love when they get into the learnjrigecause it makes it more personable to them.

So that's what | tryo do. | just want them to grow socially and academically at

the same tira and not just show them tha@IQ) it's just about acadérs, it's just

about academicsEB2causewhenwe go to colleggthey don't want to just know

about the academics, they wanktow about everything else that you've done.

Jordan demonstrated her commitment to being Omore than just a teacherO by providing
extracurricular activities that added value to studentsO lives. She led efforts such as dance team
on her own and participatevith school stakeholders to provide larger scivaide events. She
resisted colleagues who were not supportive by refusing to engage or listen to complaining,

focusing instead on her supportive school environment and the belief that any activity that was

important for the students was worth her time and attention. Her own upbringing that included a
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variety of experiences and activities and the successes she saw as students, parents, and
colleagues increased participation and enthusiasm, sustained beabelcommitment.
Theme Two: Advocating by Teaching the Whole Child

By striving to be Omore than a teacher,O Jordan engaged in planning and supervising
academic and extracurricular experiences that she felt added value to her studentsO lives. Her
work indvidually and in collaboration with other school stakeholders resulted in building
stronger classroom and school communities, in developing positive role models and networks,
and broadening studentsO visions of their own possibilities for the futurgir@pfiom her
desire to add to the intrinsic value children bring with them when they come to school was an
awareness that children were unique and deserving of attention as indivittuglgngbrtant to
know, appreciate, and to understand differentgsan order to best relate and to peacefully live
and work together for a common g@awrote Jordan in her UACM application goals statement
She continued,

My goal on behalf of my own students is to make the learning processes of the

classroom a team eift. | believe that working towards building trust and respect,

the students will come to realize that they have an advocate, and will be more

willing to work towards their own success. Building sedteem, sel€onfidence,

self-respect, and trust are keybelieve that we will be well on our way once

weOve established a working relationship as a caring team.
Building students up both academically and socially a priority for Jordan prior to entering her
teacher preparation program, and her goal had intensified into a firm commitment that she
identified as an aspect of her effectiveness as a teacher.

OM vision as a teacher is | would like to reach the whole ¢ilshe stated, reflecting on
her reputation as an effective teacher for diverse leadedan acknowledged that focusing on

the Owhole childO was a concept that she had developed over time dyposiseeondary

education. She explained,
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The concept of teaching the Owhole chitdBably came to me either during my
studies afHBCU NAME] or at Georgia Statgust becausef the focuson urban
education That's when | got interestéa knowing thateverybody didn't grow up

like me. | didn't have to worry about what | was going to eat; | didn't have to
worry about what | was going to wear. | didn't have to worry about how | was
going to get to school. And so some of those kids have to worry abourttego
just focusingonthe fact thatjyou have to be a nurturemnd you have to be able

to be concerned about everything that they do, not just academics. Sometimes
they might just need to step out the door and tell you what happened and talk to
you.

Jordan enacted her vision for teaching the whole child by: a) building personal connections, b)
teaching interpersonal skills, c) insisting on academic instruction that was rich and in reach, and
d) fostering attitudes of lifelong learning with a focusfature of possibilities.

Building personal connections. Jordan reasoned that personal connections gave her the
knowledge she needed to teach her students most effectively. She explained,

A lot of my studeni@parents will talk to me about their life aa that andl

kind of feel thatin order for me to tap into you and to actually have a connection

with you, | have to know your whole being, education wise, you know, whatOs

going on with you outside of school, what you like to do. So | think thatOs why

have a lot of connections with a lot of my kids in here and thatOs why | participate

in so many afteschool activities, just because when you have a connection with

the student youOre better able to serve them | feel.
Jordan specifically noted thatngenal relationships with students helped her to effectively
manage difficult behavior. She explained,

I think what kind of helps me is | make a personal connection with some of them.

The ones who might ha¥&!'m not going to say worse behavior, but their

behavior needs a little bit more monitoring, I try to find some kind of personal

connection, likeOrou know how to do this, and thidso kind of making sure that

they're always on trackso finding some kind of connection with them where they

will respect you on a different level
While the extracurricular activities Jordan planned and supported allowed her to build

connections, she focused particularly on the backgrounds of the students in her classroom in

order to support their needs in a holistiogw@he explained,
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Academics is a strong part. That's why we go to sdbgol know, education.

But there are so many kids who come from so many different backgrounds, so

when | look at the whole child, that's what | like to focus on, making that

connectim with each student in my classroom. It might not always happen, but

that's my goal
Building personal relationships with her students gave her knowledge of their backgrounds and
needs.

Jordan routinely collaborated with school stakeholders to providefastudentsO needs
as part of her intention to focus on the Owhole child.O She described instances when students anc
their families benefited from support from school and community stakeholders,

We have a program at our school where the food bank camesd gives free

food to familiesl mean boxes. Each family took home a box, or two, or three,

depending on how many kids were thekkso, we have Bonner Scholars from

[HBCU name] andHBCU name]come over and they help us in the classroom,

and they als help my readers who struggle. | have a lot of parent volunteers who

come in, and when | see a child needs some assistance, | go talk to my counselor,

the person ovestudent supportand we get them the help that they need.

Jordan collaborated with steholders who provided support for her studentsO needs, and she
extended her help to their parents as needed. She explained,

Wedo a lot in the school and in the classroom for the stucemdsf a parent

needs helpvith something othe @mputer, | bringin the parents, s is what

you need to do. This is how we ttos.CGMost of our students ddrhave

computers at home. Thareme school application this year is on the computer,

so @\l right. This is what you need to dd:¢e even helped a momho wanted

go back to school, so I helped her sign up for school
Jordan built personal connections with her students by getting to know them and their families
and advocating for supports that she knew were needed both physically and academically.

Another wg that Jordan built connections with her students was by sharing her own
family with them. OM wholefamily comes up here,O explained Jordan. OMy fasrjilgt
involved, and they are definitely a great suppOrtn fact, during the course of the three

observations that | condted with Jordan, | met her mothtather, paternal grandmother, sister,
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and her sisterOs guinea pig. JordanQOs sister had made the green velvet cupcakes and the hair bau
for the Girl Scout bridging ceremony, and brought hereguipig in for a classroom visit while
the students were learning about life cycles.

Jordan explained how sharing her own family supported her intention to teach Othe whole
child.O

My dad tries to come in once a semester to,raad heOll help my low reade
My sister is here all the time helping me, decorating. She also works with the
dance teanrShellicome and help teach a danb. mom comes, so everybody
knowsthem

My grandmotheBshe went to South Africand we sent letterShevisitedan
orphanagethere, and the kids wrote letters to thetme rought each child a book
back from South Africaandshe told usbout the experience, arttey had
guestions.

Jordan described her students as empowered by relationships they built with her family
menbers, because the connections gave them additional perspectives and possibilities to add to
their own life experiences.

A lot of them, the first question, and it stunned me so Iaalell, it hit home.It
was, You and yourmom have the same last name®@s like, OYes.O

You know, a lot of them do come from singlarent households. Some of them
actually live with their grandparentBheyOre like, OYour dad too?d They were
just, OYouOre Ms. , and youOre Mr. | was a5t like, okay,

so some of them donOt see the whole faBoiye of them donOt have a grandma,
or they donOt have a dad, so when my family comes in and théegesctually
make a quick connectioifhey like graviate to them and theyOre like, OTell your
dad we said hd

Then theyOll sometimes call me mod@m like, O1Om not your mom.O Then they
go, OOh, I0m so sorBud! think itOs just a sense of your safe here. It's
community. | care about you. IOm concerned for Aad, | think theyOre
empowered just bwriting to[kids in] an orphanage/Ne looked at what an
orphanage was, because some kids donOt have homes, like, you know, just the
world is bigger than this, than these four walls.
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Building personal connections supported JordanOs vision for teaching the cbildh® because
it strengthened her classroom community and enabled her to be aware of her studentsO needs.
Also, her students were empowered by a broader understanding of people and families.

Interpersonal skills. Teaching the Owhole childO includidraion to interpersonal
skills, and Jordan devoted time to explicitly teaching students to work effectively in groups and
to manage their own choices and behavior.

| like to bring in things that the students kind of connect with already, either

whether t's from the environment or from their commuriitkind of bring things

on their level. We always have group discussions, such as morning meetings,

which | wastaught when | was ithe UACM program, kind of just, Ot are

yourdays going?@e're just having a normal conversation. Also, collaborative

work Bbeing a team and making sure we gotigh those social rullls OTis is

what we should do; this how we should ask questions; this i/bowct in

different settings.8ol just make s | do those things with them.
Working effectively in a group is a foundational skill for the STEM engineering design projects
that Jordan encouraged in her school community. As | observed her preparing her class for a
schootwide engineering desigactivity, Jordan began the day by giving her students a writing
prompt, OWhat does it mean to work together?O Students were tasked with writing ideas on their
own papers and then drawing pictures to illustrate their ideas.

Jordan circulated through the ro@sking questions to spark ideas. OHow do you work in
a group? What are some issues in your reading groups? How can you use the people in your
group? How should you talk to each other in groups? Based on feedback from the students®
writing and drawings,ardan created an anchor chart titled, OWorking Together.O She listed: 1)
Help each other, 2) Be respectful, 3) Share materials and responsibilities, 4) Clean up after you
are ane, 5) Positive attitude. The OWorking TogethedBor chart remained up dugithe

engineering design task, and Jordan referred back to the list as the groups worked together and as

they evaluated themselves at the end of the task on their cooperative work.
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Q think itOs very importaf,emphasized Jordan referring to instructioworking in a
group,ecause youOre always going to work with pedpie continued,

With otherdesignchallenges that we have done thés been a real issugo it

will be like, @Vell, we didnOt get fmish, because such and sugfo@know? So
| just wantedto be, Okay, this is your checklist. Are you actually working
togethemwith somebody to complete it?®ey actually do good when theyOre in
their reading groups, when they help each other, but it seems yikeramitOs
something handen instead of actually working as team itOs a problem. Tiss
piece that | know we really needed to work on

Learning to work as a group was important to JordanOs vision of teaching the Owhole child.O She

explained,

Hopefully itOs a skill they take, becaysaOre always going to work with people
no matter what youQOre dojagd so | try to show that to them, even though
theyOre heresay, @/ell, | have to listen tgPrincipalOs Namehd, you know, as
far as levelgof authority]and everything, yo always have to work together.

Teaching her students to work effectively with others and in groups could benefit her students

even as adults.

In addition to teaching collaboration skills as part of her commitment to the Owhole
child,® Jordan used responsivasstoom management strategies to teach her students self
control. She discussed the power of classroom community to support studentsO success.

Thatgoes back to high expectations and classroom managementnétejang

to be learning until you set therte for thempecause you have to pti@ze those

routines and ritualand respect when you have those ruligsist goes back to
community

Jordan explained how the concept of community encouraged her students to control their own

behavior,

You are affeting somebody else prmatter where you are. WeOre in a classroom
full of 23 kids, so if | have to get on you for doing someththgntheyOre not
getting what they need. So kind of tfidea that we arelorking together, weOre
all here for the same puose. | rally like them to selfreflect, and they kind of

take care oéach other like a family.do that just because a lot of our kids come
from so many different backgrounds, not only social but economical, so not
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different setting, a different environment than would be at home.

Jordan built a classroom community that could support her studentetarsatfement.

While classroom community was one key to teaching her stusleliteanagement,
Jordan also considered her own role to be instrumental. OWarm demander,O she stated. OShow
that you care, but also, not demanding, lmut iave your boundary. YouOre like this is the limit
that you have. | would consider myself to do B8he elaborated on her approach,

| think | get on my kids kind dfke if they were my ownBecausesometimes I've

said, Now, if your paret was here, how would you act?O afalite not my

child, so | can't do what to you what your pai®tyou know because I've had

parents call me like,J@st take them into a corner and whoop them, Miss__.C 0

| was like, €can't do thatWe're at the Georgia Aquarium.O | was likey,@nd

she said, OWell, I'm on my way.0

But I'm really strict on them about hevior and ttell them from the beginning,

(Your behavior when somebody sees you, it kind of determines what they think

about you, and you want people tovégositive thoughts about yols®©they

always do a sei€heck, and then sometimes when thereisl anksbehaving, they

observe themrand they'll come back and saiiss , did you see them?0

and Isay, @eah, you know, their behavior wasn't go8o.what do you think?O

®@h, man, I'm going tbe really good.O
Jordan taught her studemteplicitly to reflect on their behavior, to observe others, and to make
self-correctionsQ try not to reprimand ther®, she explaine@ut ask them questio®OAre
you doing this correctly?2€hd they'llkind of respond and setheck, ONo, I'm not.Oaiing
her students to correct their own behavior was a strategy Jordan used to tecmiswg!f

As | observed JordanOs classroom | recognized several occasions when she asked student
questions about their behavior, effectively giving them power tetdineir own actiongOLet
me see who | can compient. What am | going to tell y8us this a thirdgrade lineZTheck

yourself.Are you doing the right thing? Jordan explained why asking questions of her students

was effective for management,
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| think it contributes because they have a reminder. They do-ahsaik, and so
you could kind of see them salheck. Or I'll complnert somebody and they'll
say, OOh, well, let me fix myselg@d they'lichange how they're behavingda

then kind of just havinghat discussion.

Another method that Jordan used to motivate her students to reflect on and adjust their behavior
was by giving table rewards. She described how she used table rewards to promote community
sel-management,

| give table rewardeandonty. Like if a table is doing really, really awesome then
IOl dat, and! kind of like to do it when | see the class is kind of losing focus
OOh, let me see what tablar@ then theyOll try telpeach other instead of
saying one person is doing it. Whgou focus onthe table theyGdhy, OOh, put
this up, .B0,they check ezh other instead of me saying@Ore not
doing this. YouOre ndbing that.&o itOs random, andjites back to that self
control thing.

While Jordan employed strategiesencourage setforrection, there were occasions when
students were not able to control their own behavior, and she needed to contact parents to ask
them to get involved.If) call your name one more timéwill call your mom, and she will

definitely be hered Jordan said to one student during my observ&i@nexplained how she
warned students first, and then notified parents of management problems,

YouOre in control. It's you. Seeven tell them, IQeally donOt want to call your
parent, becauseknow you know how to behavel @Il them all the timgand |

call the parents and say,an so sorry to bother yolreally hate to call you,
butE.O It maybe simple things, but if you donOt fix the simple things they can
escalate to something bigger

Jordan described her approach to working with students and parents as partners in her
commitment to teaching students sathtrol,

The parents are actually very welcoming, because | rarely call. | am a teacher who
feels like if | have to call you forttle things, like she kept talking, or she kept
doingPitOs not going to get anywhere, becaussttitent is going to feel ik

@Dh, $1e0s just going to call my moray@ then she has no control over what | do

in the classroom, but youOre in this ctam®. IOm here to protect you, and keep

you safe, and teach you. So at some point you have to have some respect for me.
Then if it just becomes too mudhen 101l call your parent, bubst of the time
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theyOre like,@h, Ms. IOm so sorryXau know, you have to go through
that and IOve gotten letters from students the nexPdesnts will come in and
ask if theycan have a adierence, so things like thathen weOll start a star sheet.
Some of them will have star sheets where they check thals geery 30 minutes
to seenowthey did, but the paredhey work with you. | have to say that

Jordan used responsive classroom management strategies to build her studentsO abilities to reflec
and seHcorrect their own behavior, skills she felt wentegral to teaching children as
individuals. While she insisted on appropriate behavior for the orderly operation of her
classroom, she also discussed a much broader vision for the importance of teaching her students
self-control,

You need to be setthecking yourself, because you might not always have

somebody whoOs telling you what to do or whoOs toydtigect you in the right

way. But as an individual you need to know whatOs right and wrahgaa need

to be able to say, OOkaOst of them, theknow that itOs wrong, so why am |

doing it? Who am | affecting around me?
When Jordan needed to correct a student multiple times for rocking a desk chair back on two
legs, she said, Ol wonOt have you endangering someone elseOs life, becauseaxausatinOt h
control!O later she explained,

It's just a distraction for ot of them, the way they sit in their chaieOve

adopted PBIS, which i&ositive Behaviorriterventionand the three rulese:

be respectfulbe responsible, and be s&e. lask, @re you being safe? Are you

beingsafe,ecause | did have a student one tihe actuallyfell in the chair

and whogothurt really badand they were in here, and, é#re you being safe?

Make sure the person beside you is being Gafe.

Justbecause otheir environment, | want theto be aware of whatOs going on in

their neighborhood. WeOre in an urban seffihgre havédeen a lot of things

going on. Like last year, there was a man who was pickirgdsparound here,

S0 you knowit is going to benefit thenoutside of the school, so taking it outside

of the schoal
Jordan was continually connecting behavior choices to potential consequences in an effort to

teach management skills that would benefit her students inside and outsidelagth@om. She

elaborated on the impact of her instruction to build interpersonal skills on her students,
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It's not onlythatyou're teachingthem] how to work in a classroorbut these are

lifelong things.You're going to always work with peopMou're gang tohave to

learn how to respe®@So it just goes back to the whole child. Rules are not just

for the classroomThere are rules everywhere you go. So it may start here, these

are the rules, but hopefully, I'm teaching you that this is going to fgitaywand

you just can't break rules. And it's self, seieck, seHawareness, what am |

doing, what's going on? How you act affects the rest of youds, it does.
Seltfmanagement and effective collaboration were interpersonal skills that Joadtingat with
her students as she advocated by teaching Othe whole child.O While the skills supported her
students as elementary students, Jordan also viewed them as vital for their lives outside of the
school building as well as into their adult futures.

Providing academic instruction that is rich and in reach. Jordan envisioned her work
as an advocate to include a commitment to teaching the Owhole child,® and this required her
attention to each student as an individual and as a member of the classrooonitgnAnother
dimension of the Owhole childO included academic performance, and Jordan insisted on rich
academic instruction that was appropriate for each individual student, and she took responsibility
for making sure that her students had the apprepmaterials and supports.

Jordan explained the role of STEM activities in her studentsO academic lives,

| think itOs very important ngand when we dSTEM activitiesin math,

sometimes we skip over science in the classroom as far as time constraints,

beause reading is so long and math, they have to get those. It kind of gets pushed

to the sideSo | think thembeing able to experience those different subjects,

becausehose are, you know, possible career paths for some of them to take and

subjecs for them to study once theyegin high school and college.
Not only did Jordan view rich hands learning experiences as important for academic
performance, but also she recognized the value of this kind of learning for developing problem
solving capabilitis. Following the school wide STEM design build activity, Jordan reflected,

They can really explore and see how ithat youOre learning in class is not

weOre just teaching you to teach you, @iay, you can use this ruler to
measure something thaty©re actually building to improve on, something to
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solve a problen®Sq, actually taking what thelearned in class and makingfitt
real world, so | think thatOs a big part of thad | think tley kind of see the
connection. Ware trying to be a STEM school, so once we do thahkta lot

will change within WeQOve always hédesign build] challenges, but [until this]
STEM day Ihadnever really taken a project outside of the classlaywe went
outside to measure and tdstit usuallyitOs always in here, but to actually go out
and then some of them o check their work and say, OOh, my gosh, it didnOt
work.GSo just doing that, we never got to actually fully test the préijetore]

Opportunities to engage in higével thinking activities and authentic tasks were foundational to
the academic experience that Jordan desired for her students.

To support studentsO success with thelkigd, handson experiences that she provided,
Jordan attended to providing materiatsl @upports that her students needed. She recalled,

Well, | make sure that they have the supplies we need. | remember once | didn't
have a class sef Social Studies booksnd | was like, @e need tam. The kids

love them.They're engagedind we need #ém.QAnd | got Social Studies books.

Sa I'm trying to make sure that they have the right resources that they need.
When my computers are down, they come in and fix tW¢mneeded

dictionaries. We didn't have any dictionari@ge asked our principal anties had

a connectionShe was like, I@ot you all.Just don't worry about itAchurch
donated dictionaries to all the seigrade classrooms. So the church came, and
we sat in the lobbyand theygaveeach child their own dictionarynd they're

back trere in our bookshelf now. So, just making sure that they have the right
resources, especially for science experiments, math manipulatives, whatever will
helpthe studentsYou try to give tem[what they need forfhe best way that they
learn

Securingmaterials for instruction was a task that Jordan took on to support her studentsO
academic success, and she also engaged in tutoring as part of a mandatory school requirement
and on her own initiative and time. She explained,

| have somégstudentsjvho dort get all the on@n-one time that they negedo we

do afteschool tutoriathat's mandatorffor teachers onfWednesdays. And | even
offer my services outside of our Wednesday tutorial for students to stay with me.
offer my schedule to parents,dagisd'm normally here till 6:001'll tell them that

| think their child needs it, and they'll tell me what day works best for them. Even
if | need to take them to the Boys and Girls Club where they were supposed to go
after school, drop them off at home rns like that, I'll do itl provide
transportationbecause, of course theyrckearn at homequt as far as school, I'm
their fulltime teacher. So if | give my extra time to you to help with what |
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know you're struggling with as far as the standatds) | feel like I'm advocating

for you and doing the best that | can do for you to get you to that next level. So

you're not at home playing around or whatever. | know we could belbierg

some work, and then you go horaed you do some more work
Jardan provided higlievel, meaningful instruction to enrich her students® academic lives, and
she devoted time and energy to securing materials and offering tutoring to support students as
necessary.

Fostering lifelong learning. Another aspect of teachinke Owhole childO that Jordan
attended to was an emphasis on lifelong learning. Jordan explained her approach to instilling an
appreciatiorof the joy oflearningin the context of the design build engineering task,

| see myself as eo-learner, and they gahat, Qou always do work with us when

we do something.O 10m likée@h.ThatOs because | like to learn tiovenever

built a slingshot, so IOm going to go ahead and do it and t@lshéd to go back

and fix it, because the tube that was in thet ime was too short, so you know,

then | know theyOre watchingmo it, so then theyOre liké#y&x a minute. Let

me go back and dehat],Oso | think it motivates them to see me doing it.
| observed Jordan acting as alearner during my fulday observation when her sister brought
in her guinea pig to share with the class. Students each compkstet gharts as JordanOs
sister walked around the room holding the animal for them to see closely and to touch. While
Jordan and her sister were abletswer many of the studentsO questions, there were several for
which they did not have answers. At the first instance, Jordan sat at the computer and began
looking up answers and calling them out to the class. Jordan explained that this scene was typical
in her classroom and that she also used video examples as models for her students,

| try to teach them that | donOt always know everything, so | do have to go

researchSo theyOll come up with questipasd theyOre like, OOh, weOll go

research it.Qust tke video with the science experiment, they got to see other kids

go it. So, okay, this is something that kids can do. It can be done, so | can do it,

you know, kind of give them that motivation that donOt just sit there and just look
around | think it plays a very important part
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| also observed Jordan participating as deeoner with her students during the nature center
onsite visit that took place in the school courtyard. Jordan raised her hand along with students
several times to answer and ask gioes and to respond to the conservationSke also took
pictures with her phone and participated enthusiastigatlye kinesthetic raptor activityShe
explained how her actions fit into her goal of fostering lifelong learning,

I'm learning, too. Itink I've seen an owl in a tree, but up close and persbizal?

Sothis is my personal experience with an OWL in front of mepand like |

said, | likefor my kidsto see me getting engaged, too, so that they are engaged,

instead of me just sitting baekd they're like(Dh, well, she's not really paying

attention, let me not, you know)Ill do my own thing.O
Jordan demonstrated her own passion for learning for her students in order to show them the joy
that they could derive from their own intelledtparsuits.

In addition to simply demonstrating the joy of learning for learningOs sake, Jordan
fostered a perspective of connecting learning in the present to futures skills and careers. Ol call
my studentscientists and enginee@sshe explained.

| wantto put them in the mindset &fThis is something you can be. I try to do

that every time weOre in science, just because Ithemtto be in the mindset of,

(Dkay, weOre doing science. | ascientist, so | can do thig;Qu know, and

scientists donOivg up, they keep on going, thigep on trying things.

Jordan drew on the persistent nature of scientists to encourage her students when they struggle
with tasks outside of science. She recalled referring back to persistence while the students were
making shirts for Field Day,

Jug like today with the tiedye.When wehad to roll the shirts | saidNOw, I@m

not going to help you.fiis is something you®©going b have to do yourselflO

had three kids throw their shirts on the floor and just givelbey were 3

frustrated, and all we wedbing was folding up the shirtswas like, OYou canOt

give up@OBuUt | canOt do itldoesnOt have to look like mine. This isdye.

Tie-dye is not perfect;s'to just kind of always promoting that keep trying,
keep trying. You donOt have to give up.
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Jordan encouraged her students to see themselves as engineers and scientists with the power to
persist and achieve their goals.

Resisting. Jordan envisioned teaching from the perspective of addressing Othe whole
childO as advocacy for her students. She acknowledged that not all teachers had the same
perspective,

My definition of a teachdncludes making sure students® home lives are right,
making sure they have the needs theyOre supposed to have, as farals essent
you know? Thatis importantwhen youOre referring students for extra suplsort
that what some peopleOs definition of a teacheds

Jordan resisted being discouraged by the differences in teaching philosophies that she observed
by maintaining espect for differences and navigating relationships with colleagues with skills

she learned from her teacher preparation program. She recalled how the concept of Oground
rules,O an activity that UACM cohorts engage in during their introductory courseeiyas in
maintaining her own beliefs,

In Maymester, we started off wittreatingground rules, which | felt like allowed
for open conversation and respectihgteverybody has their own opinion and
pulling from it, and honestly, I've taken that into tegching ceeer as far as
faculty meetings andradelevel meetingsYou know, if you value everybody's
opinion, maybe you can work together to comemvith something. Bt those
ground rules, they have popped everywhanel it makes the conversation
worthwhile that you're having with peopMou can say jtand nobody judges
you.

When situations arose that conflicted with JordanOs knowledge of her students from a Owhole
childO perspective, she felt comfortable to speak up. She explained,

| like to talkto people beforéjump straght to the head boss in chargdave a
friend that | go tovhoOs one of the speciali€s I'll go to herand I'll ask her
about it.And sheOll say\Well, you know, that's a good ide&sBe'll take it well.
So then I'll go to heBut, like | say, the community's very open here, and so
whenever we have a problem or we don't feel comfortable and ®& gah.
Things do happennal it's Orhank you so much for coming to me. You know
what?You're not the only teacher that said something. Other teachiSsit's
very welcoming.
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participation away from students who misbehaved in P.E. Jordaaireeqgb|

The PE coaclold us to start &o field daylist, because there were just so many

kids who were misbehavinlj's a warning system, because every tiad

donOt ask mehy BI donOt know why they act so bad in PE, because | would

think that wold be a place they would love tofgbwas like, @h, my, even

youOre acting ugh, my goodness.O 10m likéyQuOre playing now in the

classroom or where youOre supposed to be leannittg, then how can we do

that?0 donOt like to go against whabtrer teacher says, but weOll see what they

do by Friday. They said they may not do that, but weOll see what happens
In that instance Jordan chose to take a Owait and seeO approach to her resistance, since she did
not have complete understanding of siteation.

Jordan recalled that while likeminded colleagues from her school and her cohort gave her
strength to resist educational approaches that failed to address the Owhole child,O it was the
shared focus that truly inspired her,

I think it's giving mestrength, but it made me think of my principal this werek

was like,Orhere arall these other things around us, but we have to make sure

that we're staringtdahe right direction, which is e kids at the end of the day.

And that'sSUACM's focus- this is the child, and there aa# these different pieces

of this Ourban childahd now how are you going to, not only value what they

come with butalso add tahem?

Jordan resisted differences in teachersO priorities and approaches by mairaining h
professionalism and aligning with likeminded colleagues who were focused on the multiple
dimensions of the urban child.

Sustaining. Jordan recognized differences in other teachersO priorities and approaches,
and she also realized that her commitmentsigisificant in terms of time and energy that she
devoted to heteaching. As she reviewed hapstone video project she reflected,

| do feel like | was able to get my point acrfissthe capstoneprojeci, and |

think it is a great picture of me in tis&assroom. | was looking at senof the
things and it's like, OYeah, | still do thdtik& everythingbthe science
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experiments. A lot of teachers don't do that. From UACM | learned ramis
better especially for the kids here. | mean you just leamuwsth. The
manipulatives. | didn't just do the action research project just to do it. | still do
that to this day, using all those strategies. Kinplist like a selcheck, like,
QDkay, yeahl didn't throw it to the side.& that time, Imight have beelike,
Qlust let me just get this over withut | really wadike, (Dkay, | still i that. It
wasn't just in vain.O

Although she felt confident that she was continuing to teach her students in ways that were most
effective for her students, Jordeecognized the possibility of a teacherOs resolve wearing down
over time. She reflected on her colleagues, who did not participatel@argers during the
nature center onsite visit,

They've been teachgrionger than meosl don't knowbl think | still have my

excitement, and not to say they don't have a passion, but | still, like dsgean

in, | still have my passion. IOm excited. I'm still excitealready to gol hope

that wonOt ever go away for.rhean always go back to my DV[papstone

project] that we wathed at the beginning. You kndvwave those artdct that |

can go back to, like,hat was my purpose? Whaas my reason for doing

this?(50, no, | hope not. | don't see it any time soon going away
In contrast to colleagues who didtrdemonstrate the same enthusiasm that she felt for learning,
Jordan found inspiration from members of her cohorts @itédl to come back to see who is still
around and just see who's still doing what they were dedicated to do at the very beginréng of th
programQ she stated. OTsamotivation for uDRecalling her initial commitment to teaching
inspired Jordan to continue her work advocating for Othe whole child.O

A true understanding of the nature of Othe whole childO was also important to JordanOs
stamina, because it gave her realistic expectations for her students® performance. She recalled th
challenges that an interrupted and busy schedule created for her students,

| try to bring handson activities, butheyOre not useddoing it all day. | know

they were excited, andst trying to keep them on track when we did transition

like into thereading element, because | hadnOt been in the class alliveek

with the guirea pig, coming in to the class it was a very busy gdayg to make

everythirg handson, but trying to put somlearning with it. drmally | do recess
when | see the kids @motout of control, but you knowthey need a break,
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either go right thex and play with the chalk. I have chalk and theyOll draw or

whatever, or weOll go to the playground
Jordan knew when her students were stretched beyond their abilities to cope with schedule
changes and new activities, and she accommodated their devetaplaeels by being
understanding and providing down time.

Having realistic expectations was also useful for Jordan as she struggled with differences
in her classes. She explained,

For me it was just realizing that every class is not the same. Eachajroup

students is going to be different. Y bave students with more soecmnomic

issues, parent involvement, so just kind of focusing in on that part vgrach

whole other piece to the puzzlEhat was a hard part for me, but | wouldn't

change my procedes or anything like that, bytwist knowing you might not

always have all parents involved, like my first year was awesome. Parents came

every day, they brought stuff, everybody paid for their field trips, so | didn't have

to stress about those things, hattwas the added piece this year.
Expecting that students and classes would bring different strengths and challenges with them
each year allowed Jordan to be flexible and epérded with the ways she enacted her vision
for her work.

Finally, Jordan aditted that even though she was committed to advocating by teaching
Othe whole childO and that having realistic expectations for her students helped her to sustain her
commitment, positive responses she received from school stakeholders added additional
enmuragement.

And, then not only knowing that you're making a diffex, but other people

outside are coming tgou and telling youQDOh my god, that was so greth@

saying that | want praise, but when stxogy else comes and just sayBh& was

so avesome. You need to do that agaiiY.Qu know what I'm saying? So it's like,

OOkay, I'm doing something here.O

Affirmation of the results of her advocacy for Othe whole childO encouraged Jordan to continue

her commitment to her students.
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Summary: Theme two — Advocating by Teaching “the Whole Child”

Jordan committed to teaching Othe whole child,0 and she described the need for such an
approach,

| think there is something to celebrate in each child, and they witiheo much

baggage already, and especiatiagoung age, that you want to pull out the

positive aspects and not necessarily focus on the negative, even though that's

always going to pop out somewhere from behavi@omalconneadbns but you

kind of want to turn that into a positive and be pesiabout it.
Jordan enacted her vision for teaching the whole child by: a) building personal connections, b)
teaching interpersonal skills, c) insisting on academic instruction that was rich and in reach, and
d) fostering attitudes of lifelonigarning. She resisted differences of approach that she observed
among her colleagues by using strategies for professional communication she learned from the
UACM program and by aligning with likeminded administrators and cohort members to focus on
practies that were best for her students. Additionally, she sustained her commitment by
recalling her initial commitment to teaching, by maintaining realistic expectations for her
studentsO abilities and for shifting strengths and challenges inherent totdiféeses, and by
drawing encouragement from positive recognition for her efforts.
Conclusion

Jordancame to teaching with a desire to be a change agent for her students. She
explained,

That's why | wanted to do an urban education program because Imtitvge in

and help make changes, not just in the educational system, but in the classroom

with the kids, on a smaller level, not necessarily making these drastid/iéngs

you do it on a smaller level, it will grow, and more people will join in the ghan

movement. So, yeah. That's why | caimued I'm very passionate, even if it's just

one child.Did | reach themBecause | always have one child in my class that |

try to really, noto fix, but to make them better than withey were before they
came, taadopt them for the school ydara sense
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Her vision forherwork as a teacher advocate included an assumibtairher responsibilities
were much broader than those traditionally expected of a te&cliact, she determined to be
Omore than a teacf@ devotin@ great deal of time and energy to providing enriching
experiences for her students outside of the school building and also within, and she collaborated
with various school stakeholders for support for all of the activities she provided.
JorcanOs advocacy also included a commitment to teaching Othe whole childO by building
personal connections, honing interpersonal skills, and providinglévghacademic instruction
along with necessary supports. Jordan recognized that the level of dedmet@ssary to resist
obstacles and to sustain momentum was significant and exceptional among teachers. She argued,
Some people are born to be in this line. You're born to work with pempdihis
is just your natural thing. You kia a passion; you love work with kids;you
love to help. So | feel like you'll weed the people foutvhom really, this was
just a trial and error or you knosomething they were just trying out.
OThis isa commitment that you make to yourg@lfecalled Jordan. OThets | wanted to be in

the classroon® JordanOs vision was immutable, giving her the stamina to advocate for her

students beyond her classroom.
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CHAPTER 5
DISCUSSION

1t is easier to build strong children than to repair broken men.
Frederick Douglas

| embarked on a research journey with four teachers, Susie, Michelle, Lola, and Jordan,
in an effort to understand how they envisioned, enacted, and sustained their work as advocates
for their diverse students, and how they resisted professional weatfuecesthat have the
potential to wear down teachersO ideals for their pratjcparticipants werall prepared as
teachers in the same cohort wittiie Urban Accelerated Certification and MasterOs Program
(UACM), a teacher preparatigomogram groundein tenés of culturally relevant pedagogy
While their identical preparation experiemogyht bring to mindhe possibility ofcookie-cutter
teacher professionals, my findings indicated quite the opposite. My participants revealed a
uniqueness of perspiae that was intriguing, emerging from their own backgrounds and
experiences related to family and upbringing, experiences in school and work, and their current
school contextsAs | observed and talked with my participants over the course of a yeaw | gr
to appreciate the different ways that they enacted their visions for their work and to see how they
had created classroom communities and settled in to their school contexts with their individuality
intact.

While their varied perspectives and theiriiindual personalities were delightfully
unique, Susie, Michelle, Lola, and Jordan shared some charactenigird® their participation
in theirteacher preparatigorogramthat proved to be salient to their effective work as advocates
for their studerd. First, each of the teachers held core beliefsibes clearly revealeiah their
UACM program application and interview documeritiese young women came to teaching

believing that all children had potential for successful fufuhed a positive clasoom



30¢

community was important for childrenOs academic sucedthat children, particularly in
high-need urban schools, faced unfair challenges from negative stereotypes and low
expectations. flose core beliefs aligned with the theory of culturallyvah pedagogy (Ladsen
Billings, 1994, the theoretical foundation of the UACM program areterequisite to their
acceptance in the program in the first place. Second, each of the participants expressed a very
clear and consistent commitment to teacldivgrse students in urban higleed schoolsagain a
requirement foacceptancento the UACM programAlthough the UACM program admissions
process was designed to admit only candidates with a strong commitmentteédyarban

schools, my participantgcognized that there were those in their cohort whose motives were
different from their own. Michelle recalled,

Everyone didnOt want to work in an urban school. They saw that as a way to get

their degree and move on, so those situations are the one# rekgect, because

someone else could have used the space that actually wantetti¢oebe
The commitment of my participants to urban children and schools was intense and consistent
from their initial entry into the program despite the fact that thimirsicreening process allowed
admission of less committed caddies occasionallfHaberman, 2005; Truscdt Stenhousge
2015.

In addition to similarities in the beliefs they held prior to becoming teachers, my
participants all credited their preparatieithin the UACM program for strengthening their core
beliefs. While they recognized that their core beliefs had not changed throughout their
preparation and first years of teaching, the teachers reflected that their early understandings
about teaching werOidealisticO and Oshallow.O They emphasized the role of the program in
helping them to solidify and focus their early visions for teaching into purposeful endeavors. Olt

just comes down to the culturally relevant pedagogy aspect of the program,Oditat€itlgave
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me the tools to make my vision permanent,O she recalled. In fact, my findings reveal that for
these four teachers, the strength of their visions not only guided their actions in ways that
produced success for them and for their studentslboitserved as a powerful defense
mechanism that shielded them from professional weathering forces, protecting and further
strengthening their core beliefslammerness2008§. In effect, their visions for advocacy
developed into a force akin to a superpgvpeoducing positive results that in turn protected the
teachers from potentially destructive influences.
Anticipatory Advocacy: Vision and Defense

Although allof my participants expressed their visions for advocacy thrtheghown
personal lenses okpsonality and experience, they were consistent in describing visions for their
work that emerged from a deep and reverential awareness of the humanity of the children with
whom they worked. Recognizing that their students were human beings was theidouoidat
core beliefs that guided their advocacy: a) All children were Opeople in the making;O b) All
children brought value and were capable of success; and c) Teachers were powerful influences,
and their influences impacted studentsO lives for betterwofee. The teachers demonstrated
these core beliefs by treating their students with kindness and empathy and by enacting a vision
of anticipatory advocacy, that is demonstrations of advocacy that have implications beyond
boundaries of time and space meffort to positively influence studentsO lives in the imatedi
as well as distant future. This vision aligns with LadBdhings (2001, p. 123 argument
regarding effective teachers. She sta@@ulturally relevant teachers are people who take the
long view. The students in their classrooms are important for who they are and for who they can

be.O



30¢

By recognizing their students as Opeople in the making,O the teachers maintained a future
oriented perspective focused on the fact that the children wootdigeadults, and that as
adults, they would retain significant memories of tleé@mentary shool experience, and that
they would maintain perspectives and beliefs they gained during those years related to
themselves and to the world. The teachers cazegld about the development of their studentsO
sel-esteem, their attitudes toward learning, and their abilities to interact successfully with others,
and this caring led to a desire to be Omore than just a teacherO for their students. The teachers
provided physical and emotional support for each of their own students and often for other
students within the school, an Galtompassingd commitment that set them apart, in some
cases, from their colleagues.

Added to their awareness that their students won&lday become adults was the core
belief that each child came to school as a Owhole©Hildnging intrinsic value as well as the
potential for achieving succeskrdan explained her futumgiented perspective, OlOm thinking
about college even in sembgrade.O Each of treacherexpressethigh expectationsuch as
JordanOfsr their studentsFurthermorethe unwavering belief that their students could be
successful in both their immediate circumstances and into the future inspired them to aavocate
teachers in ways that took them across traditional classroom boundaries. Advocacy included
acting as guardians when the teachers critically examined and fought to erase negative labels
given to their students and even to their entire classes, whemtu®jed and fostered a love for
and commitment to lifelong learning, and when they taught skills important for life related to
such things as health, wellness, safety, interpersonal relations, and emotional wellbeing.
Supporting intellectual growth and a@eanic achievement through culturally relevant practices

including ambitious teaching strategies protected their students from negative labels and low
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expectations from without and low seléteem from within even as it prepared them for
adulthood as indepelentand critical thinkers.

Underlying their core beliefs related to the humanity and potential of their students was a
pervasive awareness of the power they wielded as teachers to influence outcomes for Olittle
peopleO and the prospect that they woulded influence their students either in positive or
negative ways. \th emotions ranging from wonder and awe to humility and deep respect for the
heavy responsibility they baréhe teachers considered and acted on behalf of their students in
efforts interded to build their sel€onfidence, to open their minds to possibilities for their
futures, and to instill hope and agency within théRart of seeing students both as they are and
how they can be involves maintaining a vision of how studentsO livesegmaily linked with
the teache®explained Ladsomillings (2001, p. 122 She continued,

The notion that student learning is unconnected to the teacher is prevalent in

classrooms where students are failing. The stance of culturally relevant teachers is

that what happens to students ultimately happens to me. If students fail and are
unable to be productive in society, then the cause of justice is not served. This
means that quality of life is diminished for everyone. Culturally relevant teachersO
stakesn the society require an investment in the studentsO futures because it is the
best way to ensure their own future.
In anticipation of the fact that their students would become adults, and that their own work as
teachers would certainly be positive or negative influences on their studentsO potentially
successful futures, the teachers employed tools to advocate fattiknts including strategies
related to: a) culturally responsive classroom management, b) ambitious teaching)etnamik
of like-minded alliesThese tools that they had honed or acquired during their preparation
program were consistenitiv their visions for their worka perspective of culturally relevant

pedagogyhatproduced expanding layers of success for the teachers and the students that in turn

reinforced the teachersO visions and gave them the power to resist professional weathering forces
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Thevision of anticipatory advocacy, the tools the teachers used to enact anticipatory advocacy,
and the resulting synergy that serves to protect the teachers from professiohafing &
presented in Figuré.

Figure 1
ANTICIPATORY ADVOCACY
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Responsive Classroom Management: “Learning to be Human”

Prior to entering the UACM program the teachers expressed visions for their classrooms
as learning communities where children could grow academically as well as socially and
emotionally. They epected to teach their students strategies for successful teamwork, life skills,

and effective communication, and they described their classrooms as communities where
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children could build their identities in positive ways even as they learned the value and
responsibility of interdependence. In fagsponsivelassroom management was a strong
underlying theme that emerged early during data collection within the teacher participantsO work.
Their belief was that elementary school children were OlearningiumnenO and that they as
teachers had a role and a responsibility that constituted a privilege, to participate as advocates in
that process for each student with whom they had contact.

Although the termlassroom management is often used to refer to behawmanagement,
the teachers in this study used the term in reference to a range of activities intended to establish
productive learning environments as well as to positively influence student attitudes and
behavior(Martin et al, 2016) LadsonBillings (1994) argued that effective teachers in urban
contexts mat act agoaches who encourage growth their students rather than asrodians,
who merely supervise and correct their students. The teachers attended closely to each of their
students using a tturally responsivelassroom managemesypproach described by Weinstein,
Curran, & TomlinsorClarke (2003pssix tasks necessary for meging a productive classroom:
a) creating a space that supports social and academic ghjwsttting rules for behar; c)
communicating so that children can understand vwshaquired of them) fosteringa caring
classroom community; e) engaging with families; §nasing effective behavior interventions.
The authors argue that a culturally responsive approadssitates that teachers approach those
tasks with an awarenesgé@he self® Othe other,0 and Othe context.O thdaetachers in my
study devoted time and energy into building classroom communities and relationships with each
of their students and organizing their materials and time in ways that scaffolded their studentsO
autonomy for learning and took into considena their developmental capabilities. Creating

ground rulesas classroom communities and then being consistent and connegtoa |
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consequencesith misbehavior were also important strategies the teachers used to promote
student agency.

The teachers@plementation of the management tools was strikingly similar, as was the
vocabulary they used to communicate ittenagementoncepts with their students. All of the
teachers regularly conducted morning meetings, attended purposefully to the classroom
community, enforced classreated ground rules, and communicated clearly and consistently
logical consequences for misbehavior. The close relationships that the teachers had with their
students were evident, and the benefits for the students and teachersovapparent. Their
caring classroom communities provided structures of trust and safety that gave their students
supports they needed to fully engage, to take risks, and to grow academically as well as socially.
In turn, the academic and social growthlafir students challenged previously held negative
beliefs and labels and protected them from additional negative experiences at school. Finally,
academic and social growth led to increased agency, confidence, aestseth for the
teachersO students.

Advocating for their students by using responsive management tools also benefited the
teaches. Their strong classroom communities acted as extra supports for their students,
essentially taking on some of the responsibility of management as the childreablectie seH
correct and work with a level of autonomy. The generally smooth operation of the classrooms
allowed the teachers to devote more time and energy to cooperativig\eglearning activities
that led, in turn, to positive recognitiom occa®n from colleagues angenerally from
administrators. Perhaps the greatest benefit for the teachers was the knowledge that their students
were progressing academically and socially, and tveireffortsas teacherksad the potential to

improve their stuentsO futures.
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The teachers recognized that not all of their colleagues agreed with or appreciated their
commitment to anticipatory advocacy through the use of culturally responsive classroom
management. At times they found themselves in opposition &agpies who accused them of
being Osoft on kids,O who viewed students with low expectations, or who simply ignored their
extra efforts to advocate for their students and families. The teachers resisted at times by
speaking up, keeping quiet, avoiding negttj recalling likeminded colleagues, and sometimes
going italone. Ultimatelytheir studentsO immediate successes sustained their vision for their
work as advocates the face of professional weathering forces.

Ambitious Teaching: “Where’s the Logic?”

The teachers in my study were passionate and joyful learners. | observed each one of
them engaging as dearners with their students in haras activities, orthe-spot research, and
instructional conversations around interactieadalouds. OMy simplgoal is to inspire
children to love learning as much as | do,O stated Susie. The teachers were committed to the
prospect of teaching their students to love learning, because they felt that the attitudes and skills
necessary for learning would be benefiéwa their students immediately and into their adult
lives. OBy opening a childOs imagination you give that child the tool to be curious about change,
and you give him the strength to not settle,O explained Michelle. Each of the teachers used
ambitious taching practices, activities that addressed the curriculum standards through authentic
problem solving resulting in deep thinking and intellectual dialogue (Lampert, Boerst, &
Graziani, 2011) as a tool to advocate for their studentsO futures as intgismplawith
Oagency in the world.O

LadsonBillings (1995) argued that effective teachers of diverse students are able to

inspire their students to choose excellence in learning, and these teachers pursued atmospheres o
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academic excellence despite limglic, socioeconomic, and learning challenges their students
faced. By creating and participating with their students in learning experiences that were rich,
engaging, and fun, the teachers certainly taught their students the content that they were
supposd to be learning, but they also inspired them to enjoy the process of learning itself.
Collaborative learning with time built in for exploring materials, discussing ideas, and trying out
alternative solutions was the norm in these teachersO classrooths,taadhers provided the
opportunities intentionally, acknowledging that many of the students may not have had a chance
to learn for fun like children from wealthier families.

Instances of ambitious teaching occurred in each of my participantsO ofsssuoing
my observations, and as with responsive classroom management strategies, the scenes and
vocabulary were strikingly similar. Students were engaged in authentic problem solving, deep
thinking, and intellectual dialogue around engineering desigid projects, mathematical
problems, and academic vocabulary in content afidesteachers rejected the traditional
questioning pattern (Teacher asks question. Student responds. Teacher affirms or disaffirms the
answer.) Instead, the teachers gave timediection, elicitedstudents® opinions, and
encouraged them to argue (respectfully) for their own opinions using logic. ODonOt tell me. Tell
your group!O Ol like your answer, but where is the logic?0 ODo you agree or disagree? Why?0O
Rich conversations ogered around authentic learning experiences signified student engagement
and motivation for more learning, and the teachers coached their students to successfully
participate in their classroom learning community.

The teachers advocated for their stud®ritamediate and future success by using
ambitious teaching practices to teach content alongside teaching the skills and a love for

learning. Students learned the content standards along with habits of mind that supported
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problemsolving abilities while thg were laving fun withand learning to apprecialearning
Students absorbed in learning demonstrated improved behavior and greatemssgjeément,
and they experimented with and grew their interpersonal skills as they worked in groups. In turn,
as withresponsive classroom management, the studentsO academic and social growth protected
them from negative labels and low expectations, and they gained increased agency, confidence,
and seHesteem.

The eaches also benefited, because their students weregenband learning, and they
had more opportunities to reflect, to learn, and to improve on their teaching and differentiation
for each of their students. Olt makes teaching more interesting and the day go faster,O explained
Michelle. Also, @ministrators ad colleaguegffirmed their success by noticing that their
students who in each case were labeled as OdifficultO in one way or another were learning and
participating in higHevel thinking activities. Again, the greatest reward for the teachers was the
knowledge that their work was making a difference in their studentsO progress and the hope that
the experiences would positively impact their problstving capabilities as adults.

Although the teachers were committed to enacting their vision of antigiEadeocacy
through the tool of ambitious teaching strategies, they recognized and accepted the fact that some
of their peers disliked those kinds of learning experiences. They recalled comments from
colleagues that the activities were exhausting, too yress unstructured, and that they took
time away from teaching basic contdntfact, the teachers noted that their use of responsive
classroom managemestrategiegiave them an underlying structure that supported ambitious
teaching activities. Lamper2Q09) referred to the power asponsive classroomanagement

to balance stability witfflexibility , an important combination for active learning.



31¢

Again, the teachers resisted at times by speaking up, keeping quiet, avoiding negativity,
recalling likeminded colleagues, and sometimes going it alone. They sustained their vision for
their work as advocates using the tool of ambitious teaching by fgcasithe fact that their
studentenjoyed learning and that they were growing academically and socially in skills that had
immediate and far reaching benefits.

Like-minded Allies: “Everything Expands.”

The work of the teachers in my study extended faobéyheir classroom doors into the
school building and the neighborhood and beyond to the metropolitan area and even to
international contacts. OHopefully, we are adding some value to what youOre about, and what
youQre going to be in the future,O explaioedan, referring to the numerous extracurricular
activities with which she was involved and sponsored. To address Othe whole child,0 the teachers
developed relationships with a variety of stakeholders within and outside of the school for the
purpose of gpporting their academic and social growth in the immediate and distant future. Ol
want those kids to grow up, to be old, to lead the next generation,O said LadaeRyping a
network of likeminded alliesthe teachers advocated for their studentsibizleing their
academic and social lives through academic supports, extracurricular activities, and exposure to
new people, ideas, and perspectives.

Engagement beyond the classroom to interact within the larger sociopolitical context was
identified by Ladsn-Billings (2001) as a characteristic of effective teachers of diverse students
The teachers in my study demonstrated sociopolitical consciousness as well as cultural
competence as they built webs of supports and experiences for their students, providing
immediate benefits, and in the process, teaching their students how to become culturally

competent and conscious of their abilities to be change agents. Jordan explained the importance



314

of exposing her students to a variety of people and experienceseOF aavigger picture than
just where you are. So, now you can help somebody else, and you can be a resource for
someone.O Collaborating within the school, with families, and with community meMadded
valueO to students, and relying on-likindedallieswas an important community of support for
the teachers themselves.

Susie, Michelle, Lola, and Jordan advocated for their students by pursuing connections
and actively collaborating with a variety of people within and outside of the school. Each teacher
relayed stories that revealed the joys and struggles they experienced within theleyghde
teams and with other teachers when they were thrown together in situations such as standardized
testing administration, faculty meetings, and recess. They alde@d closely with a variety of
administrators, counselors, and support specialists to meet the academic and social needs of their
diverse students. At times they acted as coordinators, collecting data, bringing together various
specialists, and using théinowledge of their studentsO histories, personalities, and changing
needs to advocate for appropriate suppamtsto resist inappropriate measurBse teachers
were also committed to and highly involved with thenfliesof their students, organizingdal
trips within the community as well as major events at the school, and attending student
extracurricular events after hours and on weekends. Conversely, the tedtemrnsolved their
own families in their classroom communities speaking of themadcernonnections with their
students if not actually including them in class and school activities. There was no limit to the
lengths the teachers went to build relationships with community members in order to advocate
for their studentsO success. They ewnkith local public services and parks personnel, city

chamber of commerce representatives, university faculty and students, area churches and
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businesses, charitable and service organizations, and even internatiegal’/aommental
organization contact® provide connections and experiences for their students.

Students benefited academically from the collaborative work of this group of teachers
when they received apppriate services from ESOL and spec@lieation teachers, and their
agency and seliseem were in turn supported. The strengthening of the school network of
educators improved the sl culture as well as providesudents with the support odi@itional
caring adults. Fostering connections outside of the school provided a broader nétsumboot,
as students hadlditional experienceand opportunities for building relationships with adults
who could serve as mentors in the immediate and distant future. As with the tools of responsive
classroom management and ambitious teaching practicademic and social growth the
students experienced were additional protections from negative labels and low expectations, and
their personal agency, confidence, and-esteem were improved.

Although they were inspired to collaborate broadly in otdexdvocate for their students,
the teachers themselves also benefited from their collaboration efforts. When their students
received the academic supports they needed, the teachersO workload was lessened, and they
could see the positive impact on theirdgntsO academic achievement. Improved collaboration
within the school improved the school culture and work environment for the teachers, and their
successes led to additional professional leadership and learning opportunities. Collaboration
efforts the tachers made outside of their schools resulted in additional support for their students
and their families when they brought individuals and groups to the school, arranged for trips to
area locations, and when they received grants or material supposifardink in the schools.

The teachers benefitted from their ongtworls of like-minded alliesvhen they sawheir

studentsO progress &mewthat the work was supporting their immediate and future successes.
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Interacting within schools can be Oa delidatece of compromise,O (LadgBiliings,
2001), and while the teachers in my study were adept at drawing on resources far and wide as
they advocated for their students, they acknowlddge frustrations they sometimes felt in the
process. OMy joke is thie reason | got into teaching is because | donOt do adults. | work with
kids,O quipped Lolkduring one focus group intervieBusie responded, OWhen people find out
youOre a teacher, especially in elementary school, [they ask], OHow can you do y?é sDmda
like, OTheyOre not my problem. 1tOs the adults.0O Negativity and apathy were not the norm at the
teachersO schools, but when they did detect negative attitudes and inaction from colleagues, the
teachers resisted by at tisgpeaking up, keeping @ij avoiding negativity, recalling like
minded colleagues, and sometimes going it alone. Again, they sustaimezbladiorative work
as advocatefor their students by focusing on the ways increased support and exposure from
additional caring adults wasipporting their studentsO academic and social growth and success
in elementary school as well as the positive impact it would have on their futures as adults.
Not Your Mother’s Schoolteacher: Powerful Teacher Advocates

The teachers in this study viewdrekir work through a lens of anticipatory advocacy
using the tools of culturally responsive management, aubiteaching practices and like
minded alliego make differences in their students’ lives beyond boundaries of time and space.
They viewed their work with a moral reverence for the value of teachers in the lives of children,
and a solemn devotion to the commitment they had made to urban studestbaoid
(Noddings, 1988). Their beliefs about their own roles, their studentsO potential for success, and
the importance of collaboration with péepvho could support their woskere driving forces
for their efforts, aligning with LadseBillingsO (2011argument that effective teachers must be

experts on their students, social contexts, and curriculum and instruction. As they enacted their
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visions for their work, they demonstrated personal commitments to theettpeetations that
LadsonBillings (1995)argued werevident in the work of urban teach&bko aresuccessful

with culturally diverse students. Tee expectationwere that (1) students must be successful
academically(2) students must maintain their own culture, while becoming proficierther o
cultures; and3) students must be aware of and empowered to challenge social and political
forces aroundhem.| observed thahese teachers dematexcellence of their students and of
themselvesTheyrecognize and value all kinds of cultural asets actively weaving those
connections within the classroom, into the school building, ahchtmuthe school and
community to buildearning communities that suppeditheir own effectiveness and their
studentsO achievemeFheyreinforcel curiosity and a love flearning among their studerity
building on studentsO background knowledge, constructing solid foundations for new learning,
and by joining with students as collaborative learnéusthermore, theeachers showed that
they wereprepared toesist and challenge the status quo in educasahey resisted
professional weathering forces and sustained their commitments to their {{&rans &

Agosto, 2011).

The teachers in my study practiced culturally relevant pedagogy in situations #tat bar
resembled thgedagogical harem that Tyack (1974) described as a feature of the grammar of
schooling in the United States (Tyack & Tobin, 1994). Although their physical surroundings
recalled traditional eggrate school designs, they did not succumbdtation of people or
ideas, but rather built communities within and outside of their classrooms and integrated
curriculum in ways that allowed opportunities for authentic learning tasks and promoted deep
thinking and intellectual dialogue for their sauds. Although my participants were all women,

their gender did not restrain them from breaking free of traditional roles for teachers (Quantz,
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1985; Weiner, 2002). Their administrators were also primarily women, and their affirmation and
support was impdant in their efforts to resist professional weathering and sustain their visions
for their work.

By using the tools of responsive classroom management, ambitious teaching practices,
andlike-minded alliesthe teachers did not need to spend their tim&aking children and
forcing them to complete lodevel, repetitive tasks day after day, essentially squelching
creativity and the joy of learning (Waller, 1932). They stood apart from the tedmimenated,
traditional mode of learning that Dewayguedagainst (Dewey, 1938/19RRather, they
enacted their visions for advocacy in ways that added value for their studentsO lives, a concept
Dewey termed, déuteral learning (19381997).

Collateral learning in the way of formation of enduring attitudeskegland

dislikes, may be and often is much more important than the spelling lesson or

lesson in geography or history that is learned. For these attitudes are

fundamentally what count in the fueurThe most important attitudestt can be

formed is that oflesire to go on learning (p. 48).
Teaching with an eye toward collateral learning was foundational to the teachersO visions of
anticipatory advocacy.

The belief that their work as teachers included advocacy that spanned boundaries of time
and space posiely influencing studentsO lives in the immediate as well as distant future is a
perspective in contrast to LortieOs (1975) findings that teachers tended to be inherently
conservative, isolatednd focused oshorttermresults Susie, Michelle, Lola, ahJordan, as
culturally relevant teacher advocates, were committed to challenging the status quo for their
students by critically examining and resisting teaching practices that did not serve their students

success through the use of innovative pedagotyiodd. They were communHgriented,

actively building supportive communities within their classrooms and beyond to support their
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work and their studentsO success. Finally, they faced forward unflinchingly, maintaining
unwavering beliefs about their studeO high potential and their own power to impact the future.

As | returned to consider the disturbing implication$\lfard WallerO$1932)question,
OWhat does teaching do to teach@ig®alized that perhaps the response depends orkinoiat
of teaching one is referring to. Within this study, teaching with a vision toward anticipatory
advocacy led to a series of mutually reinforcing successes achieved through the use of the tools
of responsive classroom management, ambitious teaching psaetickke-minded allies
Role of UACM Preparation

LadsonBillings (1995) argued thateekingout and listening to the voices of effective
teachersas they reflect otheir ownpreparation ¥periencesand developmemnwould be
informative for teacher edators about thevaystheir preparatiomfluences work in
classroomsBYy listening and talking with the teachers in my study as well as by observing them
in action in their schools, | was able to understand their visions and enactments of advocacy at
theend of their second year of teaching in urban{mgéd schools. UACM program interview
documents gave me understandings about their dispositions toward students and teaching prior to
entry into the program, and | found that in each case, the teachersinmai®ad beliefs that
were foundational to culturally relevant practice.

The UACM marketing and selection process was designed to recruit and identify
candidates who were committed to urban schools and children and who had positive attitudes
about urbanlgildren and families while also having awareness of the challenges often existing in
urban contexts (Haberman, 2005). While the teachers claimed that their core beliefs were just
Owho we are,O they acknowledged that prior to preparation in the UACM pribgriacore

beliefs were idealistic. They described the program as OsolidifyingO their beliefs, giving them
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words and actions to put their beliefs into practice. Olt just comes down to the CRP [culturally
relevant pedagogy] aspect of our program,O exguldiola.

Candidates in the UACM cohort in which the teachers were prepared were introduced to
the theory of culturally relevant pedagogy in the firstsdaf the program when they bega
readings and discussionsfeamkeeperflLadsonBillings, 1994). Corbined with an intense
introduction to a variety of multicultural research and experiences, the candidates took part in a
six-week Maymester that laid the groundwork for the next two years of the program. Michelle
described the importance of the Maymestairse on her trajectory as a teacher,

It really helped me to think about what | wanted to do with myaiiféin my

classroom in generdtspeciallyour Maymester clasand everything that we

talked about, like meeting people from different backgrounéfeyeint

experiences. It makes you stayside ofyourself and look at things from

different people's perspectives, which I think is really helpful when you go into a

classroom and you're working with different people from different backgrounds.

So it jug, it made ne a more weltounded persothat | feel like is more

empathetic and understanding. I've always been that way, but it just helped me

become even more so.

Learning the theory of culturally relevant pedagogy gave reason to the teachers@ézre bel

Professors facilitating the course utilized creation of ground rules, positive teacher
language, and active learning, practices integrated withiReésponsive Classroom Approaoch
build community within the cohort and to introduce the tools (@ttiRimmKaufman, Berry, &
Larson, 2013). Subsequent course work included readings and discus&t@spaonsive
Classroontexts:Morning Meeting BooKKriete & Bechtel, 2002)Rules in SchodqPorter,

Brady, & Forton, 2011)The First Six Weeks of Sch@blenton & Kriete, 2000), an@lassroom
Spacedhat Work(Lord, Clayton, & Forton, 2001). The teachers successfully enacted their

visions of anticipatory advocacy by using tools of responsive classroom management, ambitious
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teaching strategies, and profiessl collaboration that they discovered and developed beginning
with Responsive Classroom curriculum.

Despite having reputations as strong teachers and feeling degrees of confidence about
their successes in the first years of teaching, the participdetgpatssed feelings that teaching
was Oharder than we thought it would be.O In particular, each teacher described the second year
as being harder than the first. When discussing that mutual feeling during a focus group, the
teachers concluded that theilcsesses during their first year of teaching had set their
expectations for themselves high. In addition to having the first successful year as a formidable
benchmark, each teacher had been given additional responsibilities and leadership requirements
while they also operatatiiringtheir secondschool year without support from UACM
supervisors and regular contact with program faculty. Two were alreadylgradéecam leads,
and all were given classrooms with students that had been labeled for spemats®rv
identified as having extremely challenging behaviors.

The support of their UACM cohort continued to strengthen their commitment and resolve
to their students and schools after graduation. OJust to see that whoOs still doing what they were
dedicatd to do at the very beginning of the program,O explained Jordan. OThat is motivation for
us.O OItOs nice to know that | have a group of people that feel the same,O stated Michelle. OYou
feel that support even though theyOre not really thetgymitO Setetion of candidateshose
beliefs and commitments matched the programOs purposes helped to create a supportive
community of likeminded teachers at the start of fregram. Then additional couxgerk and
field experiencedinking theory and practice, gavhe teachers the tools they needed to succeed

andto continue to strengtheheir core beliefs despitehallenges oprofessional weathering
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Significance of Study

In the current social and political climate where the value of university teacher educatio
is questioned and undermined, where teachers are under attack for failures in the public school
system, and where diverse children continue to be marginalized by the system, exploring sources
of excellence in urban edation is of vital importancédunn,2014; Grossman, 2008;
Kumashiro, 2012; LadseBillings, 1995; Weiner, 2000, 200Zeichner, 2010, 2013, 20114
Findings from lis study benefiedinservice and preservice teachers, elementary students,
teacher educators, and, finally, the participargsigelves.
Inservice and Preservice Teachers and Students

The process of answering the research questions thatighisetudy shed light on the
visions and practices of effective, established teacher graduates ¢i@ program whaowvere
working in urba high-need elementarschools Understanding how the teachers eedtteir
visions for themselves in their classrooms and school contexts pit@xdmples of practices
that resukedfrom specialized teacher education and that are also effectiteafdrersO and
studentséuccesseCastro, 2014Hammerness, 2001In addition, understanding how these
teachers resist professional weathering forces tldtenreinforce traditional teacher roles
while also sustaining their vision for themselves dsitally relevant educatorsjay be aource
of hope for teachers struggling within the education system to maintain their visions for their
work and for those who are contemplating a career in teaching.
Teacher Educators

Working backward to discovéactors that have contributed to teachersO effectiveness,
including elemets of the participantsO teachezparation prograsis a research approach

called for by multicultural researchers to strengthen the research base for preparing teachers for
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work with diversestudents (LadseBillings, 1995; Milner, 2008 This study wa based on a
backwardapproach design beginning with effective teachers iselcendyear of their careers
that were prepared within the saspecialized teach@reparation prograni.he fact that the
design also includedareful attention to all aspects of trustworthiness, a feature repeatedly called
for in educational research, gavadditional potential for contributing to the research base
(Guba, 1981; Hollins & Guzman, 2005;ncoln & Gubal985 Sleeter, 2008). Finally, the nature
of the studyOs focus on atypical cases (e.g. effective teachers committed to urban schools and a
specialized teacher preparation program watentionresults that far exceed national averages)
highlighted potentially fruitful area®r further research (Riessman, 2008).
Participants

Not the least important when diggsing my studyOs significanceswlae potential for the
procesgo providebenefits for the participantBialogue between teachers ifoam of
professional development for teachers, becawsngupport reflective practice. In order to
become reflective practitioners, the participants must feel that the setting is safe, that the other
participants are trustworthy, and that the convensa are nonjudgmental and us€i@hvazos &
The Members of WEST, 2001; Rust & Orland, 2001). OTeacher knowledge is most visible and
tangible when teachers have time to communicate with each other O (Cavazos & The Members of
WEST, 2001, p. 144). The inteewsand focus group activities witihthis stidy wereoccasions
for participants to speak about their journeys to teaching and to share support for each other as a
community of learners within a ridkee setting. Having all graduated from the same tach
preparation program, the participahtdrelationshi of varying degreealready, supporting a

safe and respectful atmosphere.
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In addition to theopportunityfor the partigpants to learn from each othes
professionalsthere wa the potential thagngaging in tadiscourse community suppedtheir
identities as effective teachers for diverse students. Identity is constructed and strengthened
through the telling and retelling of stories over time (Rodgers & Scott, 2008). Revisiting their
early visims for themselves as culturally responsive teachers and talking with collebgues a
the ways in which they hashacted and sustained their visions and resisted professional
weathering further equgedthese teachers for excellence in urban contexts.

Implications

This study provides insight into the ways in which four effective teachers working in
urban highneed schools enact a vision of anticipatory advocacy by adeptly employing tools
related to responsive classroom management, ambitious teachingesratad professional
collaboration that they honed during their university teacher preparation program. The study
links actual classroom practices with teacher preparation, an approach that has been sparse in
teacher education researén@erson & Stillma, 2013; Athanases & Martin, 2006; Sleeter &
Owuor, 2011; Taymans et al., 2012; Wilson & Floden, 2@@schner, 2005)Furthermore,
working backward from effective teachers to study the rotbeif teacher preparatiggmogram
in theirwork with diversestudentshas been called for repeatedly in teacher educgtiift &
Brady, 2005; Grant & Gibson, 2011; Gollnick, 1978; Grossman et al., 2000; L-Bi&ngs,

1995, 2001; Hollins & Guzman, 2005; Milner, 2010; Sleeter and Owuor, 2011; Weiner, 2002).

In fact, the backward approach yielded information that was helpful for understanding the
visions of these teachers for advocacy and the role of the program in their work. They held
beliefs that aligned with the culturally relevant foundations of the programto their

selection, andheyretained their initial beliefs and valuesile they admitted to growing and
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strengthening their commitments and practical skitishese cases, teacheeparation
strengthead their cordeliefs by givinghemtools for successful enactment of their visions, and
their successes in turn further strengthened their visions and led to even more successes
Understanding how selection and preparation plays a role in the development and retention of
effective teachers, partitarly in challenging contexts, could provide stakeholders with insight
into the value of rigorous preparation grounded in theory that promotes successful teaching for
all children. Also, considering the possibility that early success in teaching mayrbpaatant
factor in future successes and even retention could have implications for program design that
incorporates induction support for new teachers and for administrators as they work with
teachers who are new to their buildings. Ultimately, thisare$emay providénsight into the
power of teacher education to prepare teachers to be the teachers they desire to be.
Limitations

There are several limitations that one should consider relative to this research. One
limitation is the facthat the studydcused on only foureachers frononeteacher preparation
program, so generalizations to larger populations cannot be made from the findings. In addition,
at the time of the study the teachers were completing their second year as teachers, placing them
just one year out of their MasterOs program and the university supervisory support that is a
standard practice for the UACM program. An important consideration would be the work of the
teachers as they move further away from their preparation and inducaicn feother
limitation to consider is the fact that the teacherssallcted artifacts they shared, chose and
scheduled the observations, and answered interview and focus group questions at their discretion,

giving them the opportunities to influenceadings. Finally, although the teachers in this study



32¢

were reported by numerous sources to be effective in their work, the research does not address
their impact on their studentsO learning.
Future Research
Just as success bred success for my teachernanmti, this research raises many
possibilities for additional research. First, following these teachers as their careers progress
would add insight into the ways their visions for advocacy and their use of the tools of their
preparation program changeremain the same. Additional years of teaching would be
especially important in understanding their abilities to resist professional weathering forces and
sustain their visions. Also, given the important role that supportive administrators played in the
work of these effective teacher advocates, future studies need to compare administrator
interactions and influences with teachers prepared in different programs. In this study the
question remains as to which came firatiministrative support for the teact®r the teachersO
successful work in their schools. In fact, the impact of success on further success for these
teachers points to the need for additional research on the possibility of a OMatthew effectO
(Merton, 1968¥or teachers, springing from eadgareer advantages that lead to cumulative
professional advantages, a OgeltricherO phenomenon. Finally, research illuminating the
connections between the preparation of effective teachers and their students® achievement
continues to be a priority fall stakeholderandreplicatingthis kind of studytime and again
will increase understandings for effective practice and the role of preparation in thaf work
teachers of diverse studefitsdsonBillings, 1995)
Conclusion
The teachers in this study were skilled classroom practitioners as well as thoughtful and

caring individuals who poured their hearts into their work as advocates for their students.



Respect for the humanity of their students as young people possessnsicintalue and

potential as adults, and a humble awareness of their own influence as teachers on the futures of
their students, inspired their visions for advocacy that transcended boundaries of time and space.
Driven by a vision of anticipatory advocadley pursued classroom and school environments

that supported their studentsO current and future successes using the tools of culturally responsive
classroom management, ambitious teaching practices, and professional collaboration. As they
successfully usd the tools they had honed in the UACM program, they experienced the place

they had envisioned. OSense of place gives equilibrium; extended, it is sense of direction tooO
(Welty, 1957). Having reached it once, they resolved to return to it all overwigfaithe

confidence that their purpose and skills added value to all children.
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APPENDICES
Appendix A
NOMINATION SURVEY

Thank you for participating in this sgguestion survey. We are interested in

understanding how effective UACM teacher graduates are influenced in their work by elements

of the UACM program. We are conducting a multicase study, and veeakeng nominations of

potential participants from the [NAME] cohort. If you would like to nominate a teacher or

teachers, please complete the survey. You may nominate as many teachers as you wish.

1.

2.

Your name

Name of nominee

School

Why do you feel that tkiteacher is effective?

Describe your experiences with the teacher while s/he was in the program.

Describe any experiences with the teacher after completion of the program.
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Participant engagement by

week
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OVERVIEW OF RESEARCHER ENGAGEMENT BY WEEK

engagement by week
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DATA COLLECTION PROGRESS CHART
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Appendix E

QUESTIONS FOR INITIAL INTERVIEW

You have a strong reputation as a teacher who is effective with diverse students. Why do
you think you have this reputation?
Describe your vision for your work as an effective teacher for diverse students.
In what ways dogyour vision for yourself as a teacher contribute to your effectiveness?
How are notions of advocacy for your students evident within your vision for your work?
View the capstone project video.

a. Tell me about your experience completing this assignment.

b. How did you feel about the final product?

c. What were your colleaguesO reactions to your final product?
View the artifacts that the participant provides.

a. Tell me about the artifacts that you have brought to the interview.

b. How do these artifacts represent yourkvas an effective teacher for diverse

students?

Describe the ways that your work is received within your school context? (colleagues,
administrators, community)
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Appendix F
QUESTIONS FOR SECOND INTERVIEW

Tell me how you feel about the way your schd@y went the day that | observed.
Describe instances you recall where you felt the need to advocate for your students.
How do you feel about the ways in which you advocated?

a. Are these situations typical in your school context? In what ways?

b. How do you fekthat your efforts made a difference for your students?

c. Are there ways in which you wish you had done more or less?

d. What resulted from the act(s) of advocacy? Describe any falfpaonsequences.
Describe any reactions to the ways in which you advocategbtir students. (faculty,
administration, staff, and/or parents)

a. How do you feel about these reactions?

b. How do these reactions influence your future actions on behalf of your students?
How did that school day compare to your vision for your work ircHpstone project
that we views previously? How did it compare to your-selécted artifacts?
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Appendix G
QUESTIONS FOR THIRD INTERVIEW

Why did you select these particular events for me to observe?
Tell me how you feel about the schaelated eventthat | observed.
Describe instances during these events where you felt the need to advocate for your
students.
How do you feel about the ways in which you advocated?
a. Are these situations typical in your school context? In what ways?
b. How do you feel thatqur efforts made a difference for your students?
c. Are there ways in which you wish you had done more or less?
d. What resulted from the act(s) of advocacy? Describe any falfpaonsequences.

. Describe any reactions to the ways in which you advocated foisyudents. (faculty,

administration, staff, and/or parents)

a. How do you feel about these reactions?

b. How do these reactions influence your future actions on behalf of your students?
How did these events compare to your vision for your work in the capstgeetphat
we views previously? How did it compare to your selfected artifacts?
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INITIAL FOCUS GROUP QUESTIONS

354

Effective Teachers as Advocates during Testing - April 2015

Purpose of the
questions

Introduction: Good morning everyone. Thank you for participating in this focus group. | am interested in
understanding your work as advocates for your students during the spring testing season. | am going to ask g
questions in these areas

Please know that theege no right or wrong answers. | want you to feel comfortable sharing positive viewpointg
well as critical perspectivesam not here to promote a particular perspeciai also do not have to agree with
everyone in the group if thatOs not how yaliydeel. | will use the information from todayOs discussion to explol
the ways our teacher graduates enact and sustain their visions for teaching.

I am recording the focus group so that | can accurately capture your ideas for analysis and n&éhdstieygsthe
focus group interview you decide that there is something you would like to tell me privately, then please jot do
your thought and send it to me by emabdrker3@gsu.edwor call me[phone number]

| ask that you talk one at a time so that | can be sure to hear everyoneOs views and get them on tape. When
something, please say your first name so that the person transcribing the tape will know who is/talkasg say
something like, OThis MollyO.

Does anyone have any questions before we begin?
LetOs start by introducing ourselves (first name only) and telling each other what grade level we teach.

Describe instances during spring testing where you felt the need |
advocate for youstudents.

1.
2.

3.

How do you feel about the ways in which you advocated?
Are these situations typical in your school context? In what
ways?

How do you feel that your efforts made a difference for you
students?

What resulted from the act(s) of advocacy? Desaibe
follow-up consequences.

To understand ways in
which teacher
graduates enact their
visions for teaching.

Describe any reactions to the ways in which you advocate(
your students. (faculty, administration, staff, and/or parents
a. How do you feel abat these reactions?
b. How do these reactions influence your future action
on behalf of your students?

To understand how
teacher graduates
sustain their visions for
their work.

7.

8.

If you could approach these situations differently, what wot
you do?

Are there ways in which you wish you had done more or le
in these situations?

How did these situations compare with your early vision foi

your work as a teacher? You current vision?

To understand how
teacher graduates
practices as advocates
aligns with their visions
for themselves as
teachers.

Are there are any other ideas or thoughts that you would like to share? Thank you for your
ideas. Feel free to email me if you have any other thoughts you would like to share.
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Appendix I

SECOND FOCUS GROUP QUESTIONS

Purpose of the

Effective Teachers as Advocates Final - May 2015 .
questions

Introduction: Good morning everyone. Thank you for participating in this focus group. This is our final opport
to discuss your work as advocates for your students and the ways in which your teacher preparation program
influences that work. We will begin by takimgfew moments to silently jot down thoughts, memories, and/or ideg
that come to your mind regarding your teacher preparation program and your vision and work as a teacher. A
complete that task, feel free to get up and begin placing your cards looatfte forming clusters as categories. Ong
all of the cards are place, we will discuss the categories and thoughts that you have generated

Please know that there are no right or wrong answers. | want you to feel comfortable sharing positive viasvpoi
well as critical perspectivebam not here to promote a particular perspeciai also do not have to agree with

everyone in the group if thatOs not how you really feel. | will use the information from todayOs discussion to g
the ways our teder graduates enact and sustain their visions for teaching.

I am recording the focus group so that | can accurately capture your ideas for analysis and next steps. If durin]
focus group interview you decide that there is something you would liledl toe privately, then please jot down
your thought and send it to me by em&bdrker3@gsu.edwor call me[phone number]

| ask that you talk one at a time so that | can be sure to hear everyoneOs viewthandagetape. When you say
something, please say your first name so that the person transcribing the tape will know who it@alkazg say
something like, OThis is MollyO.

Does anyone have any questions before we begin?

To understand ways in
which teacher

These questions will beased on the ideas generated by the groy graduates envision their
work as teachers.

To understand how
teacher graduates enact
their visions for their
work.

These questions will be based on the ideas generated by the gi

To understand how
teacher graduates
sustain their visions for
themselves as teachers.

These questions will be based on the ideas generated by the gi

Are there are any other ideas or thoughts that you would like to share? Thank you for your
ideas. Feel free to email me if you have any other thoughts you would like to share.
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Appendix J

FINAL FOCUS GROUP QUESTIONS

Purpose of the

Effective Teachers as Advocates End-of-Year - May 2015 .
questions

Introduction: Good morning everyone. Thank you for participating in this focus group. | am interested in
understanding your work as advocates for your students duringfeegr activities. | am going to ask a few
questions in these areas

Please know that there are right or wrong answers. | want you to feel comfortable sharing positive viewpoil
well as critical perspectivebam not here to promote a particular perspectael also do not have to agree with
everyone in the group if thatOs not how youyda#l. | will use the information from todayOs discussion to
explore the ways our teacher graduates enact and sustain their visions for teaching.

I am recording the focus group so that | can accurately capture your ideas for analysis and nextdstistié
focus group interview you decide that there is something you would like to tell me privately, then please jot
your thought and send it to me by emabdrker3@gsu.edwor call me[phone number]

| ask that you talk one at a time so that | can be sure to hear everyoneOs views and get them on tape. Wh
something, please say your first name so that the person transcribing the tape will know who is/talkozg
say something like, OThisNMollyO.

Does anyone have any questions before we begin?

Describe instances during enflyear activities where you felt the
need to advocate for your students.
1. How do you feel about the ways in which you advocated?
2. Are these situations typical in yosichool contextPlow?
3. How do you feel that your efforts made a difference for you
students?
4. What resulted from the act(s) of advocacy? Describe any
follow-up consequences.

To understand ways
in which teacher
graduates enact their
visions for teaching.

To understand how
teacher graduates
sustain their visions
for their work.

5. Describe any reactions to the ways in which you advocate
your students. (faculty, administration, staff, and/or parents
a. How do you feel about these reactions?
b. How do these reactions influence your future action
on behalf of your students?

6. If you could approach these situations differently, what woy To understand how

you do?

teacher graduates

7. Are there ways in which you wish you had done more or le practices as
in these situations? advocates aligns with
8. How did these situations compavéh your early vision for | their visions for

your work as a teacher? You current vision?

themselves as
teachers.

Are there are any other ideas or thoughts that you would like to share? Thank you for your
ideas. Feel free to email me if you have any other thoughts you would like to share.
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CODE MAPPING

THIRD ITERATION: THEMATIC CODING
Actgve Believing the Best Teaching beyond Boundaries
Caring
SECOND ITERATION: COLLAPSED CODES
Care aBﬁges‘llleC(l;Z;bflg:l:ﬁ Knowledgeable ll,lelgerlr?irrllgg Bridging Gaps
FIRST ITERATION: INITIAL CODES
-Empathy -Using resources -Wealth of -Think of an -Bridging gap
-Physical and supports Knowledge- educated between home
-Sharing of -Being realistic strategies future and school
personal life | -Expecting and -Knows -Bridging gap
-Protecting preparing students families from one grade
students’ to advocate at -Lifelong to the next
time home learning
- -Teaching -Teaching is a
Attentiveness | academic agency journey
to students -Incorporate -Lifelong
-Classroom higher-level learner-
management | thinking modeling
-Trusting -Standardized tests -Life skills
students as opportunities beyond
-Cohesive -Classroom classroom
classroom management
-Care beyond
classroom
-Respect
dignity,
privacy, and
intellect
-Know

students and
their families
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Data Sources and Analytical Procedures
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. Peer Member Checking
Data source Purpose My Analysis Debriefer Processes
Program- Thisdocument | Reviewed program | Reviewed Presergdthe
related analysis documentsand data analysis of these
artifacts: provided coded documents | collection and| artfacts and
background for each individual | coding of documents when th
Application goa| information participant. program participants
statements, related to the related reviewed their
Interview notes, program at the artifacts. individual findings
Interview writing time when the sections. All
samples, Gurse| students were participants had the
documents and| enrolled and opportuity to
assignments | built a clarify, change, or
knowledgebase removeinformation
of the
participant®
beliefs prior to
their
participation in
the UACM
program
Capstone This artifact Previewedhe Peer debrieferl The participants
Projects: provided a videosprior to the | did not view | viewed the videos
visual record of] first interview as a | due to during the first
Participant the source of confidentiality | interview. We
created movies| participantsO | background of the discusgdmy initial
addressing early visions | information. Coded| participants. | analysis, and they

instances of
advocacy and

for their work
as advocates

for each participant

had the opportunity
to clarify, correct,

within their for their and elaborate omy
first years as | students and analysis
teachers of examples of
record. that work
during their
first year of
teaching.
Initial Participant and| Listened to each | Peer debriefer Emailedthe
Interview: researcher nte | interview to reviewed all | transcriptions of the
and became | confirm transcripts, individual
acquainted transcription and | coding, and | interviews to the

three additional

analytical

participants for their




Capstone Watclred times throughout | notes and corrections/
Projects capstone analysis and writing memos. clarifications.
projects of findings. Initial
together and | coding followed by
discussdinitial | focused coding to
analysis. collapsing cods
Participant Participant into themes.
selected explained the
artifacts relationship of
theself
selected
artifacts to their
work as
advocates for
their students.
First School To understand | Typed up all field | Peer debriefer | will meet with the
Observation: | the notes within 48 reviewed all | participant for a
participants® | hours of the field notes, postobservation
Full-day, classroom and | observationsfithe | coding, and | checkin for any
scheduled with | school context | notes were not analytical quick clarifications.
participant and to observe | typed directly on | notes and Also, I will follow
them in action | the computer. memos. up on the previous
with their Clarified any interview if the
students and in| questions with each participant has not
their school participant responded.
environment immediately
for a full school| following the
day. observationlnitial
coding followed by
focused coding to
collapsing codes
into themes.
Second To discuss the | Listened to each | Peer debriefer Emailedthe
Interview: participantsO® | interview to reviewed all | transcriptions of the
full-day confirm transcripts, individual
Scheduled after observation: transcription and | coding, and | interviews to the
full-day context, three additional analytical participants for their
observation interactions, times throughout | notes and correctons/
and thoughts. | analysis and writing memos. clarifications.
of findings. Initial
coding followed by
focused coding to
collapsing codes
into themes.
Second School | To understand | Typed up all field | Peer debriefer | will meet with the
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Observation:

An event
selected and
scheduled by
the participant

the
participantsO
work as an
advocate for
diverse student
and to observe
them in action
with their
students and in
their school
environment.
This may be a
schootrelated
event that the
participant
selects that
occurs outside
of the
classroom.

notes within 48
hours of the
observations if the
notes were not
typed directly on
the computer.
Clarified any
guestions wh each
participant
immediately
following the
observation. Initial
coding followed by
focused coding to
collapsing codes
into themes.

reviewed all
transcripts,
coding, and
analytical
notes and
memos.

participant for pre
and post
observation cheek
ins for any quick
clarifications. Also,
I will follow up on
the previous
interview if the
participant has not
responded.

Third School
Observation:

An event
selected and
scheduled by
the participant

To understand
the
participarsO
work as an
advocate for
diverse student
and to observe
them in action
with their
students and in
their school
environment.
This may be a
schootrelated
event that the
participant
selects that
occurs outside

Typed up all field
notes vithin 48
hours of the
observations if the
notes were not
typed directly on
the computer.
Clarified any
guestions with eact
participant
immediately
following the
observation. Initial
coding followed by
focused coding to
collapsing codes
into themes.

Peer dbriefer
reviewed all
transcripts,
coding, and
analytical
notes and
memos.

I will meet with the
participant for pre
and post
observation cheek
ins for any quick
clarifications.

of the
classroom.
Final To discuss the | Listened to each | Peer debriefer Emailedthe
Interview participants® | interview to reviewed all | transcriptions of the
two school confirm transcripts, individual
Scheduled after related transcription and | coding, and | interviews to the
third school observations: | three additional analytical participants for their
observation context, times throughout | notes and corrections/
interactions, analysis and writing memos. clarifications.
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and thoughts.

of findings. Initial
coding followed by
focusal coding to
collapsing codes

into themes.

First Focus To discuss Listened to each | Peer debrieferf Emailedthe
Group: instances of interview to reviewed all | transcriptions of the

advocacy that | confirm transcripts, participantscus
Conducted and| may have transcription and | coding, and | groupdiscussios
recorded on occurred, three additioal analytical for their corrections|
eLuminate after particularly in | times throughout | notes and clarifications
the conclusion | the context of | analysis and writing memos.

of spring
testing

spring testing.

of findings. Initial
coding followed by
focused coding to
collapsing codes

into themes.

Second Focus | To discuss Listened to each | Peer debrieferr Emailedthe
Group: instances of interview to reviewed all | transcriptions of the

advocacy that | confirm transcripts, participantscus
Conducted and| may have transcription and | coding, and | groupdiscussios
recorded on occurred, three additional analytical for their corrections|
eLuminate near particularly in | times throughout | notes and clarifications
the endof-year | the context of | analysis and writing memaos.

activities endof-year of findings. Initial

activities, both | coding followed by

academic and | focused coding to

social. collapsingcodes

into themes.

Third Focus To view Listened to each | Peer debriefer Presergdinitial
Group: artifacts from | interview to reviewed all | findings of the cross

the UITP confirm transcripts, case analysis for
Conducted afte| program and to| transcription and | coding, and | corrections,
thepost generate three additional analytical clarification and
planning is individual times throughout | notes and comments.
concluded memories analysis and writing memos

related to the | of findings. Initial

UITP program | coding followed by

before creating| focused coding to

categories as a| collapsing codes

whole group. | into themes.

Discussing

initial findings

from the cross

case analysis.
Researcher To gather all | Reviewed notes as| Peer debriefen The analysis will be
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Reflexive documents completed analysis| reviewed presented to the
Journal: related to the | for each participant| reflexive participants at each
study. This and again during | journal along | step of data
Case study resource isa | cross case analysig with all collections.
protocol datasource and transcripts,
Field Notes will serve as a coding, and
Analytical tool for peer notes and
Memos debriefing and analytical
dependability memos.
audit.




