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ABSTRACT

Nutter, Brian Matthew. A Phenomenological Investigation of Teachers’ Bglie

Expectations, and Perceptions of Classroom Prasti€ublished Doctor of

Philosophy dissertation, University of Northern @aldo, August 2015.

Attribution theory in the classroom suggests thathers search for causes to
which they might attribute student behavior and@ademic performance. Using a
consensual qualitative research (CQR) and phendoginal approach, this research
examined how teachers’ beliefs, expectations, andgptions influenced their classroom
practices. Using a multi-modal data collectiongass, involving interviews, classroom
observations, review of teacher artifacts, andectitbn of demographic and Likert-type
scale guestionnaires, nine general education teaffoen three elementary schools in
one school district shared their perspective orkimgrwith students, including those
from diverse backgrounds. Six themes emerged thendata and were titled: (a)
Connection, (b) Teacher Approach, (c) Structureppstt, (d) Student Self-Regulation,
(e) Perception of Student Desire for Learning, @n&amily Support of Student.
Findings from this study may help improve teaclaning and provide guidance for
ongoing professional development. Additionallyega results may help school district

promote policies that support modification of ddtpolicies on curriculum development

and disciplinary actions.

Keywords: Attribution theory, classroom practicesnsensual qualitative research,

diverse learners, phenomenology
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CHAPTER |
INTRODUCTION

“I hope you die” was one of several commonplaceestants made last year by a
seventh grade student in my school. Ernest, a datiiolescent, identified with both
severe emotional and speech and language disadiktias angry, failing school, and
seemingly without hope aside from his grandiosamref becoming a drug lord. These
commonplace statements were often directed towaethers and other professional
educators, as a reaction to his overall failureucceed in every domain of school.

If Ernest’s situation were analyzed more deeplg would see there exists a
history of academic failure with sporadic succesgiftining when he entered school in
his Kindergarten year. From that time on, a geneattern of academic failure, followed
by inconsistent or indifferent educator practicgsre met with a negative reaction from
Ernest who then began to present with behaviom@lerges. Thus, began to emerge a
cycle of academic failure, inadequate responseg\beral challenges, and harsh
disciplinary actions. Ernest has experienced mantofs that could have played a role in
his successes and failures; however, none seemimpogtant than factors directly
related to how educators have dealt with Ernestslemic and behavioral outcomes.

According to traditional and current protocol, Esti® impudent and aggressive
statements would have elicited written referralg¢dachers and inevitably led to

suspensions; however, traditional discipline r@mdgiand zero tolerance policies were



avoided. These harsh reactions have not provea sutcessful and are aimed at forcing
compliance. In prior suspensions, he typically l@drthe teacher/administrator who
wrote the referral, resulting in another damagéatimnship with a school staff member.
He also came back more agitated, with increasedtivegbehaviors at school. Now a
year later, in 8 grade, Ernest has shown progress with fewer gisotful statements
towards me or other educational staff and incretiseelbetween each event. The
progress in Ernest’s academic and behavioral ssaased me to pause and consider
where he would be now if the education system hadiged earlier and more effective
academic support. Alternatively, | wondered whezenould be now if we had responded
to his impudent remarks in a manner commensurdtetrvaditional discipline practices
(i.e., suspensions) that drive students away frdmoa and towards negative educational
outcomes.

Ineffective teacher practices and zero tolerandieips have been clearly linked
to poor educational outcomes including involvemarthe juvenile justice system
(Christle, Jolivette, & Nelson, 2007; Coggshallhés & Colombi, 2013; Fenning et al.,
2012; Losen & Gillespie, 2012). Students who haygeeenced these consequences
have to shoulder unsuccessful instruction and ktagding punitive discipline responses
that facilitate trajectories directed toward moo@siderable problems such as school
dropout and entrance into the juvenile justiceaysfFenning et al., 2012; Losen &
Skiba, 2010; Wald & Losen, 2003). The relationdhgpween punitive practices and
negative student outcomes has been well-establiSledvhat is not clear is why

educators continue to use these practices. Whahanenderlying perceptions and beliefs



of teachers that sustain the use of ineffectivetpras that result in negative outcomes for
some students?
Theoretical Framework

Attribution theory is the idea that we all searohdauses to which we might
attribute our own behavior or the behavior of otheople (Tavris & Wade, 1997). In
other words, attribution theorists seek to undesthe perception of causality, or the
judgment of why a particular incident occurred (YWj 1972). Attribution theory has
been widely debated by many as to whether or nstdttruly a theory or just
phenomenology (Calder, 1977; Langdridge & Butt,£20@ver the past few decades,
attribution theory has been given direction anditsias a conglomeration of theories,
giving rise to the most popular theory relateddaaation proposed by Bernard Weiner.

Bernard Weiner’s attribution theory of motivatioashbeen considered the most
influential theory of motivation because of its queteness relative to other theories and
has been the theory of choice for most educatim@ssarchers (Graham & Williams,
2009). Graham and Williams (2009) pointed out tiatWeiner was the first to combine
attribution theory and education together espacialhssociation with motivation. His
theory is divided into two parts which include ti&ributional theory of intrapersonal
motivation and the attributional theory of interpemal motivation. Both divisions
examine how people assign or “attribute” causeftereént events, how this assignment
affects the functioning of individuals or an agenayd suggests that people will search
for ways to preserve their own positive appearance.

Overall, his theory is mostly concerned with howtivettion is affected by

explanations or justifications (Banks & Woolfso®08). An important assumption of



Weiner’s intrapersonal theory is that people watgeive their environment in a way that
will help them retain a good self-perception andntan positive feelings about
themselves. Therefore, when something good happengle are likely to attribute it to
their own effort or ability, whereas when somethiiagl occurs, they tend to believe that
it is due to factors over which they have no cdrara are usually external to them
(Slavin, 1991). The attributions that students &athers make about a success or failure
will determine their reaction and subsequent bedra¥in example of this would be when
two students fail the same exam in a class, Stullenday attribute failure on this exam

to lack of effort and poor studying habits on hider part (controllable) and as a result,
decide to study harder for the next exam. In centiBtudent B may attribute his or her
failure to a lack of ability or that the teacheeated an exam that was too difficult
(uncontrollable) and decides that there is notltirag can be done to get a better grade in
the future.

Another component of Weiner’s interpersonal thquogtulates that people have a
tendency to do the opposite when interacting willeoindividuals or in this case, when
teachers interact with students. That is, teadh@vs the tendency to blame students and
their apparent lack of motivation for academicueak in order to “save face” whereas
any student successes are attributed to their eaching abilities and rigorous
instruction. Furthermore, the attributions thattears make about the causes of success
or failure dictates their reactions to studentssinaften meaning acting punitively
towards perceived controllable factors (e.g., sti@ffort), and sympathetically towards

factors perceived to be uncontrollable, such adestuability.



In relating attribution theory of motivation to Est’s situation, it prompts the
guestion “What attributions were teachers usingrnderstand his perceived level of
motivation, poor behavior, and overall lack of asl@ment?” Teacher perceptions and
decisions regarding students like Ernest have tdickat connection to teacher-student
interactions. In turn, these interactions couldenad to either positive or negative
academic and behavioral outcomes for students enaea so than classroom
environment and program policies (Birch & Ladd, 79Becker, Dona, & Christenson,
2007; Garner & Waajid, 2008; Mashburn et al., 2008hether those perceptions and
decisions were faulty or true, teachers are thglesimost important school-based factor
in student academic achievement (Doll, LeClair, &rikn, 2009). Therefore, teachers
need to be cognizant of what they attribute belraei@and how those attributions
influence their own perceptions, beliefs, and b&ravowards students.

Teacher Factors that Influence
Achievement

Both internal student factors (e.qg., intelligeraiaiity, attendance, motivation)
and external factors (e.g., school conditions,ajtgehool learning experiences and
opportunities, peer groups) can play a role inetiichievement (Baker et al., 2010;
Law, 2009). However teacher factors may have teatgst impact on success, or lack of
success, for students than specific student fafttasushek & Rivkin, 2010; Houser &
Frymier, 2009). Unfortunately, those teacher facthat are most influential to student
success have not been fully delineated (Jacob &reaf 2008). Certain teacher factors
are difficult to assess because of the interaafanany different confounding factors
(Hanushek & Rivkin, 2006). Specifically, an undarsting of teachers’ perceptions of

their attributions and the manner in which thespadat their classroom practices is



missing. Therefore, it is important to identify thederlying decision making processes
associated with teacher practices critical to inaprg instruction and narrowing the gap
in achievement for students of color, impoveriskealents, and students with disabilities
(Hanushek & Rivkin, 2010, Rivkin, Hanushek, & Ka#05).

Teachers are able to access vast amounts of dataadent achievement,
performance, and behavior from state and natidaabdardized tests, district and school
assessments, in class tests, quizzes and homeskas&room observations, students’
cumulative files, and through opinions and anecsloféered by other teachers. The
information they receive is evaluated and filtetl@ugh their own experiences, beliefs,
and perceptions. Beliefs are the convictions orseatmut the truth and perceptions are
how one interprets observable information, botlwbich can have implications for how
teachers affect student outcomes. In their coroslat study, Jussim, Robustelli and Cain
(2009) found that teacher expectations of studenté achievement were 75% accurate,
with the remaining 25% of the relationship reflagte. manifestation of the teachers’
perceptions. These findings correspond with eartisearch that found teacher
perceptions highly correlated with student outcofdessim & Harber, 2005). These
findings have reinforced the concept that teaclkecgption of student performance is
associated with their practices in classroom imsion and their efforts at student
engagement, both important factors with insufficiesearch to efficiently improve
teacher training.

Teacher Perception of Student
Motivation

Teachers’ attributions about their students areairtgxl by their personal beliefs

and expectancies about themselves and others (Bra&dgolfson, 2008). Attributions



are the perceived causes of particular events, img#mat teachers assign or attribute
causes to particular outcomes based on their oerifgpbeliefs and expectancies such
as teacher efficacy, teacher role, and attitudearids students with disabilities (Banks &
Woolfson, 2008; Dobbs & Arnold, 2009; Jussim & E;11992). In essence, when
students falil, teachers may perceive that theriaikidue to lack of student motivation
based on their beliefs and perceptions about thdeat and aspects of the student’s
demographic group such as socioeconomic status/ethaicity, and disability.

The assertion that impoverished students, studémisior, and students with
disabilities are more at risk is well-establishediterature and these labels can influence
teacher perceptions of student motivation (HugBdsason, & Zhang, 2005). Bol and
Berry (2005) found that teachers attributed theea@ment gap between white students
and students of color to student characteristick si3 motivation and work ethic.
Students of color may be consciously or unconstyorswed as less motivated which is
believed to be the cause of their failure to mamkagher levels of achievement.
Thinking like this can lead to a series of conjeesua teacher can easily adopt impacting
his or her overall perception of a student.

For example, if a student of low socioeconomicustdails, the teacher, based on
his or her beliefs, may run through the followirggies of considerations, “This child is
poor and poor kids tend to come from families #ratless educated. Less educated
families tend to place a low value on education thedefore are less motivated.”
Teachers are able to deny accountability for tilaraand are able to reinforce their own
beliefs about impoverished students being unmad.athis attributional approach to

intra- and interpersonal motivation may help tolakphow teacher perceptions of



students contribute to how they ascribe failursttmlents and the factors they view as
having led to that failure (Weiner, 2000).

Humans have a tendency to analyze failure morbaoduccess because we
often seek to solve a problem or create a solutiothe classroom, teachers seek to
answer the question of why students succeed oqrafadl their perceptions of those
outcomes will likely lead to differential treatmesftstudents (Alter, Walker, & Landers,
2013; Contreras & Lee, 1990). Whether teacherdaté failure to a controllable factor
such as effort or an uncontrollable factor suchlakty mediates how they will react.
Graham and Williams (2009) found that teachers wesympathetic towards students
who they perceived to be lazy and unmotivated, evthiey were sympathetic and offered
support to those who they perceived as having lottumle. Accurate perceptions of
student performance can guide teacher behaviorptbmote student effort, however,
inaccurate perceptions may lead to actions anéfsgle.g., low expectancy) that
negatively impact student motivation and perforneafthou & Urhahne, 2013). In the
end, “differential treatment affects student maiima which, in turn, affects student
performance” (Jussim et al., 2009, p. 366). Whadestts perform poorly, they may react
and behave in ways that place them more at riskdosh discipline practices and
policies.

Results of Poor Performance and
Zero Tolerance

Skiba and Rausch (2006) point out that toughelilise practices such as zero
tolerance policies lead to poorer school climaie/idr student achievement, and higher
school dropout rates. The long term consequenceadifional and zero tolerance

disciplinary practices can negatively impact sopgdtionships, civic engagement, career



potential, and facilitate entry into the prisontsys (American Psychological Association
Zero Tolerance Task Force, 2008). Nationally, tbed@mic outcomes of punitive
disciplinary policies in the educational setting@deen associated with grade retention,
school dropout, entry into the School-to-Prisonelipe (STPP), delayed workforce
entry, and loss of tax revenue (Miner, 2013). 1820he Civil Rights Project based out
of the University of California held a conferenoeoring together researchers looking to
close the gap in school discipline. This gap is dgraphically very similar to the
achievement gap and represents significant difteein the rates of suspension and
expulsion between white students and studentslof gdinsler, 2013) as well as
between students with disabilities and typicallyeleping students (Houchins &
Shippen, 2012).

Typically developing and white students both hdeleast amount of risk for
experiencing discipline practices that push stuglent of school and into the STPP, a
term that refers to the trend in which use of halishiplinary policies and law
enforcement referrals for students who break schdes$ result in suspensions and
expulsions. Either through direct referral to lawcgcement or because they begin to
engage in illegal behaviors while suspended fronosk; students then become
introduced to the juvenile justice system. Disamssiat the conference focused on
policies to incorporate prevention-oriented disai@lpractices such as positive behavior
support and improvement of student self-disciptmeaduce the number of adolescents
entering the STPP especially for those students affected such as African Americans

and Latinos.
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Zero tolerance systems were developed during RdRadédjan’s administration
and later solidified with the passage of the GureeFSchools Act of 1994, whereby any
individual possessing a weapon was automaticalheked (Sughrue, 2003).
Unfortunately, since its introduction the policyshevolved to include a wider degree of
rule violations which research has shown to beserhinatory and ineffective means for
maintaining school order (Skiba, 2000). The widegreée of rule violations that are now
subject to both expulsion and suspension includggdand alcohol, assault and physical
violence, criminal damage to property, and havingtiple violations (Hoffman, 2014).
The long term effects of zero tolerance policiegehacluded, but are not limited to, high
costs and accelerated delinquency rates for stedétit specials needs or antisocial
behavior. In cases of expulsion, there has beemgldof educational services, an
increased rate of repeat offenders, and elevatgubdt rates.

As noted, these policies have appeared to be eatfatiéferentially leading to a
widening disproportionality gap for students ofaohnd students with special needs
(Indiana University Safe and Responsive Schoots).r-or example, Houchins and
Shippen (2012) reported that 40% of incarceratedhybave disabilities as compared to
the typical 12% of students with disabilities foundhe public education system. In
addition, minority students including Black, Nati&enerican, Asian, Pacific Islander and
Latino students have represented approximateltiong-of students in school but two
thirds of incarcerated youth in the juvenile justgystem (Armour & Hammond, 2009).
Poverty has exacerbated the situation for studentkey live in neighborhoods with
poorer schools, are at a higher risk of being net@dj and are at a much higher risk for

suspensions and severe punishment (Togut, 201&¥€eTtypes of factors have been
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shown to result in higher rates of student involeairn the juvenile justice system and
the STPP (Houchins & Shippen, 2012). Evidence $TBP has been present since the
1970s and the trend only seems to be getting wivsdd & Losen, 2003).

Students like Ernest who are students of colorelrad low achievement, have
had an educational disability, and have come framilies with low SES are at highest
risk for entering the STPP (Coggshall et al., 2Ra&iple & Irizzarry, 2010; Wald &
Losen, 2003). Moreover, many teachers would ptetents who have emotional
disabilities and exhibit problem behavior like Esheo be removed from the classroom
as they believe it helps teacher effectivenessaauty believe they are not prepared to
meet the needs of these students. In fact, basadationwide poll of teachers, 95% of
respondents indicated that removing a student thentlassroom and placing him or her
in an alternative program was more effective atroumg teacher effectiveness than
reducing class size and improving professional ibgweent (Coggshall et al., 2013).
Students with serious emotional disabilities likedst are twice as likely to be
suspended from school as typically developing sttgdand are six times more likely to
become involved in the juvenile justice system (UD8partment of Education, 2009).

The positive side is that Ernest has been abledm auspension, the standard
policy for his actions, because the teachers andrastrators with whom he works have
adopted differentiated academic practices andigegteventive discipline strategies.
These educator practices were cited by Coggshall €013) as significant for changing
the trajectory of students who are at risk for entgethe STPP. Educators can influence
students’ trajectories towards or away from the BT#®L) through their relationships

with children and youth, (2) through their attitsdend social emotional competence, (3)
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by contributing to the conditions for learning gddl through their responses to student
behavior” (Coggshall et al., 2013, p. 436). Edusateho use these practices seem to
avoid ascribing the sole cause for academic andwetal failure to students and have a
vested interest in the success of the student.
Statement of the Problem

Given the increased focus on educational achievemere pressure for
accountability is being placed on teachers to glewffective educational environments
that improve academic outcomes for all students/¢Back, 2010, 2011). Effective
educational environments provide appropriate stirecand opportunities for learning
and facilitate the educational process. Specific#ifiese environments provide safety,
support, social emotional learning, and challer@aggshall et al., 2013) while also
providing professional development opportunitieemhteachers are able to explore their
perceptions of disabilities, culture, and overallity (Togut, 2011). The goal of this type
of environment would be for teachers to be encaddg assess their perceptions of
students so that they can evaluate whether oheotitleas or beliefs about the members
of their class are based on faulty or accurataméion. Attribution theory tells us we
can ascribe cause to things that are or are nttatiatle, are variable or fixed, and are
internal or external. The freedom to ascribe orgassause means that our beliefs and
culture will guide our perceptions and, as we daowledge, we will change our beliefs
that will in turn, impact our perceptions (Chan12 The lack of an effective
educational environment and an inability or unwiiness to assess perceptions sets

students up for continued failure for both shond ong-term outcomes.
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As noted earlier, success in the educational sgiilighly related to positive
post-school life outcomes (Hanushek, 2011; Houc&i&hippen, 2012; Perin, 2013).
Most importantly, the role a teacher plays in féaing or hindering success in the
educational setting is by far the most significaetiool based factor (Hanushek, 2011). It
is imperative, therefore to provide teachers wipartunities to better understand the
impact they have on their students’ lives and, thieth armed with this information,
encourage them to apply their skills more effedyive the classroom. Teachers, along
with other stakeholders, need to identify and usi@ed those factors within their control
that are related to student achievement outcomesliar to improve their own
effectiveness. Knowledge of teacher factors thiawemce student achievement can be
used to develop effective policies and providenirag programs with important
information to improve teacher effectiveness.

Study Rationale

Teachers are a big part of student success--oréaibnd teacher behavior and
actions are based in part on their perceptionsciexdactors such as certification, years
of experience (aside from the first few years)having a Master’s degree actually have
had weak associations with student achievementuygtaak, 2011; Winters, Dixon, &
Greene, 2012). Instead, factors such as teachectxy and beliefs towards students
(Fives & Buehl, 2008; Rubie-Davies, 2010) and thsoaiated differential treatment
(Jussim et al., 2009), have had a much strongkreinée. However, there is limited
research, largely due to the difficulties inhen@ntheasuring these constructs, on the
gualitative aspects of teacher perceptions andefaionship to student motivation,

achievement, and discipline practices (Hanushekw&iR, 2009), yet, teacher
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expectancy, perceptions, and beliefs need mordetbxamination to adequately place
them in the attributional theory model (Hardre, 3a& Sullivan, 2008). In assessing
teacher perceptions it is important to understaedrifluence of student factors and how
they may be perceived by teachers.

Through interviews and observations, | exploredhea attributions about the
students in their classroom in an attempt to urtdiedshow teacher beliefs affected their
classroom practices and decision making. Througlemations, | was able to see how
these beliefs were enacted in their interactiortb students, their instructional decisions,
and in their classroom environments. This studyiplexd emerging insight into how
teachers’ attributions contribute to their classndeehaviors, the relationships they
develop with their students and the decisions thake around disciplining students. The
relationship between teacher perceptions and titerkathat shape those perceptions
about student achievement represent a criticairgapderstanding student academic
outcomes. Given the limitations in past researakgin et al., 2009) involving
correlational and quantitative studies, this gaélie analysis allowed for a more
sensitive and in-depth exploration delineatingittileiential factors in teacher
perceptions and behaviors towards all studentkjdimg those who are impoverished, of
color, or who have a disability.

The purpose of this phenomenological study was#mene teacher beliefs and
perceptions about their students, especially ase@lto motivation. Through focused
interviews and observations, the goal was to dramwnections between teacher beliefs,
perceptions, and classroom practices in relati@iudent factors such as ethnicity,

disability status, and SES and the potential daffidial treatment of students based on
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these factors. In order to obtain a deeper undetstg of the experiences, beliefs, and
perspectives of participants, | utilized a consahgualitative research and
phenomenological approach for this study. This m@thogy and the outcomes of this
study provided information that may be meaningbuptincipals, school psychologists,
other mental health professionals, educators, stadas well as community members
who are interested in helping to improve studemt@ues.

A potential benefit this research includes the tgwaent of pre-service and
professional training programs for teachers androtkducators that include strategies for
incorporating their beliefs and perceptions inte ttkassroom in a manner that is positive
and productive for engaging with students. Trairforgteachers may be an alternative
method for improving student outcomes such as @gi@miurates, college attendance, and
academic and behavioral performance. The overall\gas to help current and future
teachers better understand how to develop posgiationships with their students in
order to reduce the number of children that endughe STPP.

Guiding Questions

The following overarching question were used talguhis study: What are
public school teachers’ beliefs and perceptionsiabtudent motivation and how does
this influence their classroom practices? Althotlgh question is designed to better
understand perceptions about all students, spetitBotion was given to whether these
beliefs and perceptions varied based on whethdests had low socioeconomic status,
were of color, or had a disability.

Q1 What are teachers’ perceptions of what causesess and failure for
students in their classroom?
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Q2  What are teachers’ perceptions of what motiviteis students and how
do they perceive these as differing among thettestis?

Q3  What decisions related to (a) content instruct{b) classroom discipline,
and (c) student interaction are made by teachers?

Q4 How do teachers perceive their relationshiph sfitidents?
Delimitations

The research was conducted in one rural schooldist the western United
States. Because the sample represented a conves@mple, efforts related to
transferability were limited. Elementary schooldieers (grades 1-6) were interviewed
and their classrooms observed. All other schodqrerel including administrators, social
workers, school psychologists, nurses, para-edig;atounselors, students, parents, and
support staff were excluded from the study. Therefalthough it is recognized that there
are many influences on students’ achievement, ratdir, and behavior, the focus of this
study is specific to the perceptions of the classreeacher.

Definition of Terms

In order to provide clarity and consistency throeogt this study, the following
are a list of terms that were used.

Attributional ProcessThe process of ascribing causes that explaisubheesses
and failures of oneself or others, as well aspib&sible outcomes of those ascriptions
(Graham & Williams, 2009)

Attribution theory (of motivation)This term represents the theory that students’
future successes or failures are based on thepgiencef what caused the outcome

(Banks & Woolfson, 2008).
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Discipline This term is used to describe the consequencasident behavioral
infractions as outlined in school codes of condwttich provide guidelines for
implementation of suspensions, expulsions, and @iti®ons intended to reduce
undesired student behavior (Fenning et. al., 2012).

Differential TreatmentThis term describeke process in which teachers engage
in relational and instructional practices basedhax own beliefs or perceptions that help
or hinder student progress (Contreras & Lee, 1990)

Motivation System of self-regulatory mechanisms that indusdection,
activation, and sustained direction of behavioramhcertain goals. Motivation is
primarily concerned with how behavior is activatew! maintained (Bandura, 1977).
Socio-Economic Statua-socio-demographic construct defined by houseincloime,
parental education level, and parental occupation.

Student-Teacher Relationshifgharacteristics of and degree to which a student
experiences a positive and supportive relationgitip their teacher.

Teacher BeliefsThe convictions the teacher has about the truth.

Teacher PerceptianThe way in which a teacher gains understandiranor
impression of information in the educational seftin

Zero Tolerance PoliciesSchool or district-wide policies that mandate
predetermined, typically harsh consequences orspurents (suspension or expulsion)

for a wide range of rules violations.
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CHAPTER I
REVIEW OF THE LITERATURE
Introduction

Effective teaching and positive student acaderarfopmance are the main
objectives for the education process and all aftakeholders. In March 2010, President
Barrack Obama’s administration sent congress the@int for Reform of the
Elementary and Secondary Education Act in an attéonglleviate problems created by
the No Child Left Behind Act. Since then, Congrbas failed to reauthorize the
Elementary and Secondary Education Act (ESEA) whiats to create higher academic
standards, close achievement gaps, and improwgutilgy of teaching. As a result of
this inaction, states have requested waivers toteatorm on their own but each state
must submit specific measures that will be useasg®ess outcomes for underperforming
groups of learners, such as students of color, vapshed students, and students with
disabilities. The Elementary and Secondary Edunaict was designed to create
educational reform because higher achievement éas &issociated with long term
positive outcomes for individuals, such as highesSlower crime rates, higher pay,
improved health outcomes and post school outcof@esgoulin, Zablocki, & Leone,
2012; Houchins & Shippen, 2012). Furthermore, thiemeters set for states has
included creating systems that improve, suppod,ealuate teaching practices which
include classroom conditions, discipline practicggdent-teacher relationships and

other, more specific teacher factors related tdityua
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Classroom Conditions

Classroom conditions refers to the environmentiastiuction that teachers
provide to promote learning inside the educationggieu. Squires (2004) suggested that
classroom conditions provide a framework for plagnianalyzing, and evaluating
teaching practices that support student learnimgeahievement. These practices
included safety, student social-emotional competedassroom support, and meaningful
challenges (Durlak, Weissberg & Pachan, 2010; $qui2004). These conditions have
been inter-related and when they have worked wgbther, they fulfill the
psychological conditions necessary for students¢bconnected to the school
community (Osher, Bear, Sprague, & Doyle, 2010).

It is particularly important for teachers to proeithese conditions for students of
color, impoverished students, and students withldlisies in order to act as a buffer
against those factors that place them at-risk (Oshal., 2010). These students have
been placed at greater risk of lagging behind glpicleveloping students because many
do not possess the social emotional skills thdtalldw them to navigate school
successfully (Quinn, Rutherford, Leone, Osher, &iBg 2005). Students who bring a
number of risk factors to the school setting neefitél secure in their environment both
socially and emotionally through connections tartteachers so that they can manage
their emotions and be engaged in learning. If sttgldo not feel engaged or that they
belong, they often make negative choices that feaituations that necessitate

disciplinary action.
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Discipline Practices

Throughout the United States, zero-tolerance mdicemain as one of the most
frequently used discipline guidelines applied ihaas. The intent of these policies was
to improve the safety of the schools, but in effesetved to push students, especially
students of color, impoverished students, and stsdeith disabilities, out of the
classroom (Gonsoulin et al., 2012). Because oftipeicies, students began receiving
referrals, which sometimes resulted in their enteximg law enforcement agents, and
getting suspended at higher rates than in prewieass (Fabelo et al. 2011). Either
because students came in to contact with policeinmply because they were
unsupervised during their period of suspensiorxpuksion, the outcomes of these zero
tolerance policies resulted in more serious outcothan expected. The potential
consequence of these discipline practices was/thdah who were disciplined in this
manner were more likely to become incarceratetienuvenile justice system.

The outcomes of these discipline practices daeftéct rates that would be
expected from the general population demograpfiieste is an overrepresentation of
students of color, students with disabilities, ahdlents from lower SES backgrounds.
Of students of color, Black and Native AmericaniMatAlaskan students seem to be the
most impacted by school discipline practices. Th®. Department of Education Office
for Civil Rights (2014) reported that Black studeate three times more likely to be
suspended than White students, while Native Amefitative Alaskan students
comprise 0.5% of the population but 2% of susperssand 3% of expulsions.

Furthermore, students of color, including Blackiia American/Native Alaskan,
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Hispanic, and Asian/Pacific Islander, make up apipnately two-thirds of incarcerated
youth, yet only make up one-third of the populati@nrmour & Hammond, 2009).

Students with disabilities are also overrepreseageti3% of these students
receive out-of-school suspension whereas 6% okstigdvithout disabilities receive out
of school suspension (U.S. Department of Educa@dfice for Civil Rights, 2014).

Youth with disabilities comprise 40% of the incaated youth in the United States, but
only make up 12% of students in the mainstreamatcu@l system (Quinn et al., 2005).
Disparities among students of color and studentis eisabilities are only exacerbated
when poverty is introduced into the equation. Piyvezlates to multiple negative life
outcomes and a large and disproportionate numhecafcerated youth come from poor
families (Houchins & Shippen, 2012).

Fortunately, there was recognition from federal stade government offices that
zero tolerance policies do not work and may prond@erimination against these groups.
A brief released by the U.S. Department of Educa@dfice for Civil Rights in March
2014 has indicated the need to improve school ¢ésand discipline policies in order to
support student achievement and move away frommichs@atory discipline practices
(U.S. Department of Education, Office for Civil Rig, 2014). States, such as Colorado,
has already taken steps in advance of federal gowanrt recommendations. Colorado
Governor John Hickenlooper signed House Bill 128, 3hown as the School Finance
and School Discipline Bill, on May 19, 2012 whidimenates mandatory discipline
action for certain types of infractions (Coloradoude of Representatives, 2012). School
districts have been given more latitude in detemngmlisciplinary actions with regard to

factors such as the age of a child, whether otheostudent posed a serious threat,
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whether or not they have a disability, the histokyhe student, and whether or not lesser
disciplinary action can resolve the violation (Qaldo House of Representatives, 2012).
When youth are removed from educational institugjdhey become students that miss
out on learning, instruction, and developing tHatrenships that can improve their
outcomes.
Teacher-Student Relationships

Positive academic and behavioral student outcomesare related to teacher-
student interactions than factors such as classesoimonment and program policies
(Mashburn et al., 2008). Additionally, constructiverking relationships between
teachers and students have been associated witiv@pasademic and behavioral
outcomes for students (Birch & Ladd, 1997; Deckeaalg 2007; Garner & Waaijid,
2008). In essence, the relationships that teadw®slop with their students have a larger
effect on student outcomes than other externabfact

Furthermore, positive relationships between teached students have had a
significant impact on motivation and student achiaent (Martin & Dowson, 2009). A
positive teacher-student relationship requiresaahter to have “the ability to establish
supportive and productive relationships with stugdemd their families in a cultural and
linguistically competent manner” (Coggshall et 2013, p. 439). Teacher praise and
concern for students ranked second and third, cisply, as motivators for positively
influencing students’ educational outcomes (Katténdly, 2009). When teachers are
able to provide students with recognition of therd work and indicate genuine care
towards a student that particular student’s aclmmre and behavior outcomes improve

(Coggshall et al., 2013). Teachers delivering expdind supportive feedback indicate to
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the student a positive relationship and providesthvith insight into their own attributes
that contribute to their success.

Beyond providing insight, a positive relationshgtween the teacher and the
student supplies a foundation for belongingnessrapginess in the classroom (Martin
& Dowson, 2009). This foundation lends itself teating trust between the student and
the teacher facilitating a clearer understandingxpiectations between them. A positive
relationship between the teacher and the studemfperative for positive student
achievement and behavior, especially in cases where are negative parent
relationships, where students are at-risk, or vtherstudents are of color (Crosnoe,
2004; Decker et al., 2007).

Positive teacher-student relationships lead toityusdcial and academic
interactions where teachers model good behaviohatplstudents regulate their
learning, resulting in positive student performa(@ettinger & Stoiber, 1999; Roorda,
Koomen, Spilt, & Oort, 2011). Similarly, poor studgerformance may suggest that
teachers have not provided the extra assistanceddyy students to regulate their
learning and behavior. Teacher-student relatiorssaiqul teacher support of student
regulation has not accounted for overall studerdfbpmance and behavior, but has
indicated the importance of teacher behavior amthtemotional competency (Jennings
& Greenberg, 2009). The overall quality of a teadiees been impacted by their beliefs
and perceptions because it drives their behavairighreflected in the relationships with

their students.
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Teacher Quality

The importance of teacher characteristics in stugeriormance has caused
teacher quality to be a dominant factor when cargig schools and school policy.
Hanushek and Rivkin (2006) indicated that the dqyali teacher instruction is a primary
consideration when discussing the most effecti@askcpolicies. Therefore, research into
the factors that influence teacher quality is glhhimportance. Teacher quality research
has often been measured through indirect meankamtbllowed three main paths: (a)
changes in teachers’ salaries as compared toesalarother occupations, (b)
investigation of the total impact of teachers ardsht achievement, and (c) measurement
of specific research characteristics that impadesit achievement (Hanushek & Rivkin,
2006).

Investigation into all three paths has providededixesults. The arguments put
forth in teacher salary research were that teaghality was dependent upon teacher pay
relative to non-teacher salaries. In other wordgtelo opportunities to make money in
other fields may have been more appealing thanmgdkss money for the same level of
skill development. Relevantly, Hanushek and Riv&006) indicated that even if there
was a weak correlation between alternative employropportunities and instructional
guality, a decrease in the supply of teachers wpukh teacher quality in the same
direction. In other words, even without a correlatithe decreased supply in teachers
would lead to lower teacher quality. Leigh (201@)rid an inconclusive relationship
existed between teachers’ salaries and teachdatygaalfactors in student achievement

even though these variables represent aspectpplysand demand.
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Investigating and determining the overall impacteafchers on student
achievement is more attainable. What we have deseavfrom this type of research is
that the teacher is by far the single most imparsahool-based factor in student
academic achievement (Doll et al., 2009). The mebelaas also indicated that teacher
aptitude has significantly declined in recent gatiens in relationship to both licensure
exam scores and overall IQ (Leigh, 2012). Whattype of research does not tell us are
the specific teacher factors that have the mosaanpn student achievement and should
guide educational policy. Some of the more spe&iitors that affect student
achievement, behavior and outcomes include tedmimfs, expectations, and
perceptions.

Teacher Factors and Student
Achievement

Hanushek and Rivkin (2010) have expanded on reséagggregate teacher
factors by estimating teachers’ impact (overaltkes impact called teacher fixed
effects) using an Education Production Functioragiqu that predicts student
achievement based on prior year student achievemsantol and peer factors, family and
neighbor inputs, and unknown factors. Their findimgdicated that, of all the measures,
teacher impact was most significant. In their revad 10 research units, the estimated
standard deviation of teacher impact ranged frdrih @ 0.36 per unit of student
achievement which supports the premise that teaphadity can impact learning gains
for students of approximately 0.2 standard devtio a single year (Hanushek &
Rivkin, 2010). Additionally, educational researastighlighted the importance of the
teacher’s role in student social development aharéusuccess (Gettinger & Stoiber,

2009; Houser & Frymier, 2009). These assertion® leawphasized the fact that teachers
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and their effectiveness impact either the sucagdack of success, more so than student
factors.

Institutions such as the Bill and Melinda Gatesrigation have allocated
millions of dollars towards research investigatihg factors that constitute effective
teaching (Cantrell, 2012). The research fundedbytheir foundation has shown that
effective teaching can be assessed through muieplble measures, however, they fail
to identify specific teacher characteristics assted with effectiveness. Hanushek and
Rivkin (2006) stated that there had not been aegrahdications of why teachers have a
larger impact than student factors. Teachers & enibst important school-based factor
that influences student achievement and yet theevable characteristics (e.g., level of
education) do not significantly influence studecitiavement. Less observable
characteristics such as teacher perceptions, besintl expectations may play a critical
role in teacher impact on student educational oues Secondarily, the impact of
teacher perceptions, beliefs, and expectationsusiest outcomes implies that the
treatment of students may represent mediating fatietween SES and achievement
(Hanushek & Rivkin, 2010).

Teacher Beliefs, Expectations, and
Perceptions

A good amount of evidence has been gathered ingctitat teacher beliefs,
expectations, and perceptions impact student agient (Jussim et al., 2009). Beliefs
are the convictions one has about the truth. Faahters, these beliefs might be most
pertinent to their teaching, student learning, shisl, and the educational process.
Expectations are the anticipatory beliefs, and migtiude such preconceived ideas such

as the common idea that students who do not stuedgat motivated. Although there
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may be a myriad of reasons as to why a studentmutestudy before a big test, this
preconceived assertion that lack of studying edlaals of motivation rises to the top as
the most likely explanation for the non-studyindné@or. Perceptions are the observable
information teachers receive that create or readdheir beliefs and expectations. A
teacher may see students do poorly on tests amougttheir behavior to a lack of
motivation. Further, some teachers may be abledarately assess student abilities (e.qg.,
| think this student has the ability, but some otlaetor has interfered with his or her
performance), they are nowhere near perfect. Poetoed beliefs and expectations can
be skewed by perceptions which can significantlgast student achievement outcomes.
As Jussim et al. (2009) pointed out, the corretabietween teacher expectations and
student future achievement reflects 75% accurabyievthe remaining 25% is a
manifestation of their perceptions. What this maarikat in one in four circumstances,
teachers will have an incorrect belief of whatwdsht is capable of achieving or will
actually achieve in their classroom.

Teachers’ beliefs about education and how studeata can influence the
behaviors they show in the classroom in such athalythey can serve to guide students
toward expected outcomes. For example, teachelist tailge a content-centered approach
or alternatively, a process driven approach toliegcand learning depending on which
model is most consistent with their beliefs. Teastmeay neglect the importance of
opposing beliefs and practices which may lead tteediscount individual student needs
and differences or, conversely, content mastery\(Bes, Van de Grift, & Jansen, 2014).
Rigid adoption of these beliefs may cause teadieedsvelop erroneous expectations of

their students, which then may lead to differertiehtment in the classroom and students
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reacting in a manner that confirms these expectsatfdussim et al., 2009). Additionally,
De Vries et al. (2014) indicated that teachers whglect both content and process
approaches could push students to become eithesddon non-collaborative/non-
reflective mastery or lack of a deep understandingubject matter, ultimately, leading
to academic failure. This failure would reinforée teachers’ expectations.

Teachers may also adopt firm beliefs about thedests based on knowledge of
certain background information such as previouseaeiment, a history of behavior
referrals, or even knowledge of the student’s 8ddi If a teacher has received previous
information that a student is unmotivated, the heaenay expect less from that student
and treat him or her in a way that supports thiebthat the student is unmotivated. It is
more likely that each tardy, late assignment, or ¢gpade will be viewed through the lens
of poor motivation rather than considering alteireapossibilities. Moreover, many of
these beliefs and expectations are formed wellrbeftudents set foot in a classroom.

Teacher expectations were first explored by RoRedenthal in his ‘Pygmalion
in the classroom’ research, whereby teachers weea gnanufactured information about
specific students having high abilities, regardigstheir true level of ability prior to
those students entry into the classroom (RoseBtldalcobson, 1968). Rosenthal found
that teachers who held these preconceived expaasadbout students treated the
students in more encouraging ways and engageachiteg behaviors that promoted
academic performance above and beyond what wouiel lheen predicted based on the
student’s actual ability. Since this study, theas been great disparity and controversy
between the perspective of social psychologistseaiugational psychologists (Jussim &

Harber, 2005). Social psychologists have acceigidexpectancy has a great effect in
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the classroom while educational psychologists naarthat there is little effect. Current
research does not seem to get us any closer smtwveer. Jussim et al. (2009) pointed out
that 40 years of research has yielded mixed coioclssbout expectancy that ranges
from powerful existence to no influence at alltte end, most researchers seemed to
agree that teacher expectancy does play somenrstadent academic outcomes,
however, the lack of agreement is compounded byddwesearch investigating potential
moderators such as race/ethnicity, poverty, andestiudisabilities, between teacher
expectancy and student achievement (Jussim & Ha2bob; Jussim et al., 2009).

Since Rosenthal’s pivotal study, there have beeearakstudies evaluating how
teacher expectations and beliefs influence tedofleavior and student outcomes (Jussim
& Eccles, 1992; Rubie-Davies, 2006, 2007, 2010sEnrstudies have included both the
study of erroneous expectations, often referreastmaccuracy, and classroom teachers
who have high or low beliefs and expectations (Rubavies, 2010). Although research
in these areas has not always been clear, it rédeg some implications worth noting.
Some of the factors that affect the accuracy aftenexpectancies and beliefs are
changes in the student, teacher poor memory fdrmgearmance, and social stereotypes
for different demographic groups (Jussim et al, @0Changes in student health,
development of language skills, and achieving dgwekental milestones can improve or
worsen student classroom performance. Howevezadhers do not observe these
changes, they may not expect students’ performemiceprove or decline.

As part of their teaching role, teachers are exquetd continually assess student
performance and their progress in learning. Thahghis a best practice, it can lead to

erroneous expectations for students. Teacher meaf@tydents’ previous achievements
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can be skewed (Jussim et. al., 2009) leading tloem@tain inaccurate interpretations of
student achievement (Jussim, 1989; Jussim & Ect83¥). In essence, the data teachers
use may be imprecise and guide them to incorraatlusions such as high or low
expectations or inaccurate perceptions. Most teaadenot have training data-based
decision making and may suffer the same errors@ases that plague laypeople when
evaluating data and making predictions (Jussinh €2@09).

Furthermore, teachers’ conclusions about thedestts may be inaccurate due to
social stereotypes and educational labels (sutdaasing disabilities; Brady and
Woolfson, 2008; Jussim, Eccles, & Madon, 1996; busSmith, Madon, & Palluimbo,
1998; Madon et al., 1998) for many different graups example, educational labels
such as gifted, learning disabled, or habitualbrutive all carry certain meaning for
teachers who may establish certain expectations fwimeeting these students and
learning about them as individuals. These typesxpectations may be especially strong
when applied to students of color. Murdock (200@)¢ated “the pervasiveness of
stereotypes of intellectual inferiority for Africadmerican and Latino youth become the
basis for teachers’ expectations, creating raceebaspectation effects” (Murdock, 2009,
p. 436). Brady and Woolfson (2008) pointed out teathers tended to feel bad for
students with learning disabilities and may haweefeexpectations for their future
success. These race-based and disability basedtatipes can hold both positive and
negative effects on student achievement dependinbestypes of high or low

expectations held and the specific group sterestype
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High and Low Expectation Classrooms

Rosenthal (1974) was the first to identify four wary which teachers treat
students for whom they hold high versus low expegts. These identified differences
have been supported by more recent research byfRaiies (2007) who found that
teachers treat high expectancy students more falyoog providing more positive
emotional support, giving feedback related to penfince versus behavior, providing a
better framework for student learning, and offeningre opportunities for higher order
thinking. Taking into consideration the finer paimf these four areas, teachers who have
higher expectations of their students tend to eeagagertain types of behaviors more
often to support students. In providing emotiongdort, teachers frequently provide
positively formed statements throughout the dag. dfudent is acting in a negative
manner, the teacher will point out students whoparéorming the expected behavior in
the classroom. Teachers also use statements rébgpedformance in terms of what
needs to be accomplished and what has alreadyadobéved in order to guide students’
classroom functioning. To further ensure studenfigp@mance, teachers use in depth
instructions for assignments and explanations ntepts, while also providing feedback
for incorrect responses. Lastly, in high expectattasses, teachers provide more
opportunities for higher order thinking by helpisizdents to make connections and
asking open versus closed ended questions.

In contrast, teachers of low expectation classrobave seemed to exhibit more
criticism when students are incorrect and havelbadr-expectations from all of their
students (Rubie-Davies, 2007). It was also foun®blgie-Davies (2007) that low

expectancy teachers ask fewer questions and speredtime organizing students in their
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classrooms than their high-expectancy counterp@gs.results of teacher practices
appear to be detrimental to the overall developroéstudents.

Teachers’ beliefs and expectancies provide thedveonk through which they
filter their experiences; in turn, these shapertherceptions and practices (Woolfolk
Hoy, Hoy, & Davis, 2009). Recent research has fedwspecifically on how teacher’s
high or low expectations in the classrooms affaeadent outcomes by assessing student
perspectives. One study found that students pexdeheir teachers as providing more
leadership opportunities, giving broader rangdgaining experiences, and interacting
more positively with higher achieving students (Rubavies, 2006). Students tend to be
good barometers of teacher practices and classcborate. They can clearly decipher
when a teacher provides students with more oppitigario perform successfully, and
provides more positive feedback. Extensive stusliggorted that students are sensitive
and capable of perceiving and interpreting teaches regarding teacher expectancies
for student performance (Babad, 1990; Blotem, 1888ie-Davies, 2006). For instance,
Rubie-Davies (2006) found that teachers give ardgmtionately higher rate of positive
facial and body gestures towards students theg\eli were high achievers. Students
then interpreted these reactions as endorsemetitsiofbility.

Conversely, when teachers have low expectationstdbe attributes of students,
learning experiences will be narrower with feweeahgs of leadership roles, and
increased criticism as compared to high achieveosper & Baron, 1977; Rubie-Davies,
2006, 2010). A seemingly simpler way of descriltimgse events is that the rich
(perceived high achievers) get richer, and the jgoerceived low achievers) get poorer.

The more concerning component is that many of dtiefs and expectations around low
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performers have been related to students of cohpoverished students, and students
with disabilities. There has been considerableenad suggesting that African
Americans, Hispanics, students with disabilitied #re poor are expected to be low in
ability, lazy, and unmotivated (Cozzarelli, Wilkors & Tagler, 2001; Devine & Elliot,
1995; Sorge, Newson, & Hagerty, 2000) by teachirs.differences indicated by SES,
disabilities, and race prompts the question “Whyeabzhers believe these students have
these characteristics?”
Teacher Perceptions

Teachers’ perceptions are the result of takingrmédgion from their environment
and interpreting what it means. Very often thecpetions are interpreted in ways that
may or may not benefit students. In essence, a Rygmeffect or self-fulfilling
prophecy occurs when teachers hold certain expecsadf students (Parkison, 2004) and
the teachers’ perception of a given event or chartic reinforce those expectations.
There have been several cases where classroombéavatudied over the course of
time and teacher ideals have to a large degrageimfed the behavior of their students
(Rubie-Davies, 2010; Turner & Patrick, 2004). Tigktionship suggests that teachers
have a large amount of power over students’ motiwaand academic achievement. It
would seem that teachers need to understand thrsopfenon in order to steer clear of
presenting bias and low expectations that may negjataffect student outcomes.

Teacher practices are informed by their perceptofrstudent motivation and
output performance (Schunk, Pintrich, & Meece, J0W8iner’s attribution theory helps
us to understand how teachers react when theyipersteidents to be motivated or

unmotivated. Studies using this framework have lzdse to distinguish teacher
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reactions to their perceptions of failure or susq€&raham & Williams, 2009). Reactions
to success are generally positive, therefore, itlpgelo concern in the research of
attribution theory are reactions to failure. Fastance, Woolfolk and Perry (2011) wrote:
When a teacher assumes that student failure ibudtible to forces beyond the
student’s control, the teacher tends to responil syimpathy and avoid giving
punishments. If, however, the failures are attelub a controllable factor such
as lack of effort (or motivation), the teacher’'spense is more likely to be
irritation or anger, and reprimands may follow. 4[37)
Woolfolk and Perry’s statement explicated thatehene significant consequences for
how teachers perceive and make attributions abheubéhavior of students. Additionally,
this application of attribution theory has helpedkplain how teachers’ perceptions and
behaviors might impact student outcomes and achiené
The few studies that have explored teachers’ péarepof student motivation
have found that teachers’ attributions are impabietheir personal beliefs and attitudes
about themselves (Brady & Woolfson, 2008). Attribas are the perceived causes of
particular events, meaning that we assign meawnipgiticular outcomes based on our
own specific beliefs and attitudes. Beliefs andwates about concepts such as student
characteristics, teacher efficacy, teacher rold,attudes towards students with
disabilities have all been shown to influence teashperceptions and attributions
(Banks & Woolfson, 2008; Dobbs & Arnold, 2009; Juss& Eccles, 1992). For instance,
there has been research that supports girls beingiped by teachers as providing more
effort than boys which translates into higher geafibe girls (Jussim et al., 2009). Other
studies have shown teachers using hedonic biam@seeeself in a positive light).

Examples of this include studies that found behaproblems were perceived by

teachers as being the result of family or studacitolrs such as student effort rather than
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school or teacher factors (Ho, 2004; MavropouloB&deliadu, 2002) It would seem
likely then that teachers’ beliefs and attitudegeha bearing on their perceptions and
attributions of all students in their classrooms.

Perceptions are the interpretations of student\nehevhich evolve the moment a
student steps into the classroom for the first tilffee manner in which student and
teacher relationships develop can have signifisaptications for student outcomes and
motivation, and have been shown to be more predittian macro-level factors such as
classroom environment quality and program policydB& Ladd, 1997; Decker et al.,
2007; Garner & Waajid, 2008; Mashburn et al., 20@8)ditionally, Wentzel (2009)
states “researchers have documented significaatiort between positive aspects of
teacher-student relationships and students’ sanidlacademic motivation and
accomplishments at school” (p.309). Student-teactationships are primarily formed
through direct interactions between student anchieraand secondarily informed through
the teachers’ perspectives or perceptions. As DahdsArnold (2009) indicated, each
person’s perspective is influenced by objectivatertual, and subjective components,
with the latter reflecting biases and interpretagiof the perceiver. While it is important
to understand the student’s perception of the &acimderstanding the teacher’s
perception of the student is prudent, given thattéacher is the single most important
school-based factor in regard to student achieverRenthermore, the methods that
teachers use and their behavior towards studemiteinclassroom may be biased by
their perceptions of students’ skills, ability, amativation (Wenglinski, 2000).

Many different student factors can influence albeas perception, however, as

discussed by Graham and Williams (2009) studerdesses, or failures, are fundamental
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in forming teacher perceptions of the students thagh. As noted before, these authors
also maintain that student failure rather than sssdas the most impact on teacher
perceptions. Failure is a much more evident outciontiee classroom because of the
impact and implications it carries with it, incladj the growing practice of teachers being
evaluated based on the performance of their stadent

When a student fails, the attributional procesedsiced (Weiner, 2000) in the
classroom. This is both an intra- and interperspnatess. That is, the teacher looks both
inward (How well did | teach that lesson?) and artiI've worked with that student
for weeks; why didn’t that student understand traseepts?). Equally, the student
considers his or her performance (I didn’'t do vkeltause | did not study for the test) as
well as aspects of the teacher (The teacher didadh us those concepts). As Bernard
Weiner’s (2000) attribution theory of motivationgains, a person (in this case, the
teacher) will most likely have “hedonic bias”, anecoined by Miller and Ross (1975),
that ascribes one’s own perceived failure to aeres factor (the student). In this case,
the teacher will then try and assign blame to tbhdent as the cause for failure (e.g., poor
motivation, lack of ability, poor family support).

Attribution Theory

Each morning when people wake up, consciously brcausciously they begin
the search for meaning and understanding of phenomihat occur in our world. It is
very often difficult to discern what truly “drivesomeone to act in particular ways
because we do not have the ability to read mindsow exactly what people are
thinking. When it comes to the reactions, impulsedfehavior of others, we try to

understand them by attributing the behavior torivdkor external factors such as ability,
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effort, luck, or difficulty of tasks. Attributionheory attempts to explain these events.
Since its inception, this “theory” has been deba®gtoth a theory and a field of study
(Weiner, 2008). Consensus around the exact ida#trdfution theory has been widely
debated by many including whether or not it isytraitheory or just phenomenology
(Calder, 1977; Langdridge & Butt, 2004).

The debate exists because attribution theory igposed of several theories
developed by different philosophers. Notably, peapich as Harold Kelley, Edward
Jones, and Fritz Heider have contributed interdegece theory, dispositional
ascriptions, and dyadic relationships, to the stmecof attribution theory. Of these three
theorists, Fritz Heider is considered the mosumtitial contributor to attribution theory
and its founder (Lipe, 1991; Reisenzein & Rudol®N8). What can be derived from
their individual theories is that we are all seargtfor causes to which we might
attribute our own behavior or the behavior of otheople (Tavris & Wade, 1997).

Attribution Theory of Intra and
Interpersonal Motivation

More recently, theorists have taken steps to sgithdhe tenets of attribution
theory and apply them beyond psychology to otheddsi of study including education.
One such theorist, Bernard Weiner, put forth attidn theory of intra and interpersonal
motivation, which has provided insight into the dgmics of teachers and students, as
well as, student achievement in education. As éxgthabove, there are several different
factors that can influence student academic achiewé but none is more important than
the role of the teacher and how he or she intergititsstudents. The good news is that
Bernard Weiner has helped elucidate and organizeg migthese key factors into a

sequential and dynamic relationship. He developedwo interrelated theories that are
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regarded as the “framework of choice” for researsheeducational psychology who
study motivation in school (Graham & Williams, 20@9 11) and provide the foundation
for this study. His attribution theories of intnadainterpersonal motivation have
explained how teacher relationships with studemfsaict their own behaviors and could
create positive or negative outcomes for studdrdsompletely comprehend these
theories and their impact on this study, it is im@nt to understand how Weiner’'s
attribution theory is divided into components calt®usal dimensions: locus of causality,
stability and controllability. These dimensions #re basis and framework for research
in attribution theory and provide structure for lgsés.

The first of these dimensions is locus of causalitych defines the attribute as an
internal or external factor (Stupnisky, DaNeilsH&aynes, 2008). Some examples of
internal factors can include self-efficacy, intgdhce, motivation, and knowledge about
strategies (Law, 2009). When teachers’ (as wedtagdents’) perceptions of these internal
factors are either low or high, student academctla@havioral outcomes reflect these
perceptions whether correct or not. External factan include student relationships with
peers and teachers, teacher perceptions and hal&isdents, classroom curriculum and
environment, and school climate.

The stability dimension defines an attribute ablstar unstable (Banks &
Woolfson, 2008; Graham & Williams, 2009). The sk#&pdimension provides quasi-
measureable factors which can be compared to teacls&udent perceptions. An
example of a stable factor might be intelligenagause after individuals have reached a
certain age, psychologists generally view it astallized and resistant to change over

time. Conversely, an unstable factor would be éffecause it is changeable. How a
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person feels, the time of day, day of the week,iatetest in a subject can play into

degree of effort. When a student fails, both tlaeher and student will evaluate the
stability of the perceived cause for the failurathAéause is assumed to be stable, such as
low intelligence, the teacher and student will estgailure again. If failure is attributed

to low effort, they will expect improved performanwith greater effort.

The last causal dimension, controllability, may é#ve most impact on student
achievement (Graham & Williams, 2009). Controlldkiis whether or not a person
believes that he or she can influence or changatthbute. For instance, teachers may or
may not believe they can control a student’s etimntards a task. Even though the
attribute may be changeable, the teacher may leefiet it is not and develops the belief
that there is no way to influence the student'sonite because it is internal to the student
and beyond their control. These dimensions aremuttially exclusive and there is
overlap in that the same attribute may be categdracross the different dimensions. For
example, intelligence may be viewed as internghéostudent, stable, and beyond the
teacher’s control. Alternatively, level of effortaybe seen as internal to the student, but
unstable and somewhat within the teacher’s control.

Weiner’s attribution theory suggests that studefuisire successes or failures are
based on the outcome attributions (Banks & Woolf&8®98) of teachers. On the
interpersonal level, the way a teacher perceives#luses of student outcomes will
correspond with their responses reflecting sympattogntives, and/or punishment that
in turn, can positively or negatively affect stutiertivation (Weiner, 2010). Even with
egalitarian values, teacher perceptions relatéddors such as race/ethnicity vary,

whereas highly differentiating teachers saw Afridanerican and Hispanic students as
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lower achieving than White students (McKown & Weéais, 2008). McKown and
Weinstein further indicated that when teachersteptions of students were biased based
on race/ethnicity, the results contribute up t@Gtndard deviations of the year end
achievement gap. Supporting this research, RubieeB#2010) found a positive
association between the perceptions of high expegtieachers and high achieving
students. These students demonstrated large gdiesrning and positive self-
perception. What is most concerning is when teachederestimate versus overestimate
the ability of students. Zhou and Urhahne (2018ntbthat when the ability of students
is underestimated by teachers, students used npéileelpatterns of attributions such as
focusing on their perceived lack of ability, whesestudents whose abilities were
overestimated did not. Moreover, maladaptive past@nost often occurs when students
attributed their failure to uncontrollable, stalded internal factors (Banks & Woolfson,
2008; Kistner, Osborne & LeVerrier, 1988). Bankd &ioolfson (2008) found that
students who believed they were low achievers laddieved they had less control over
their performance outcomes. Specifically, undenested students such as students of
color, are more likely to attribute success to clesand less to ability, negatively
impacting their overall motivation (Zhou & Urhahri)13). Overestimated students were
not nearly as impacted by motivational factors sagtest anxiety, self-concept and
lower expectancy of success.

Studies have consistently shown that most studgtrtbute their success to
controllable factors such as effort, and failuréhwincontrollable factors such as ability
(Turner & Patrick, 2004). Additionally, literatukeas indicated that students, including

certain populations such as those with diversaniegmeeds, make the most progress
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when they attribute their failures to changeabl@ @ntrollable factors (Kistner et al.,
1988). What this means is that students who majekeribed as low achievers or low in
ability can make significant progress and havetp@soutcomes when they define the
cause of their failure or success as being variahtemanageable.

As noted, when failure occurs individuals tend @imtain a self-enhancing bias
and search for causes that are external to theesseht this point, Weiner’s attribution
theory of interpersonal motivation is induced. Togtly, teachers tend to view two main
causes for poor student performance on an actiaitk of effort or low aptitude. If a
teacher perceives a student’s failure as a regeffart, the result would be an
unsympathetic response. On the other hand, ifdihgré is a considered the result of low
ability or aptitude, the response is usually sympaSince students are able to perceive
teachers’ attitudes through their emotional andspta) presentation, students may begin
to understand how their success or failure is wtded by their teacher. Students who
receive sympathy, attribute failure to lack of apjlwhereas, students who receive
reprimand see the cause of failure as a lack oftefGraham & Williams, 2009). There
can be unexpected consequences from teachersvpasitotional displays.
Surprisingly, Graham and Williams (2009) found thedise is sometimes a contributor
to negative outcome for students. Students whpraised by a teacher for effort rather
than ability (e.g., “You tried really hard on th@bblem”) may interpret it as a judgment
of their own poor ability. Achievement is an artifaf effort or ability, therefore, teacher
praise for effort can easily be seen as compenshipability.

The reaction of the teacher is a manifestation®bhher perception of what

caused the failure. Furthermore, the perceptioribasfe attributions are categorized
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across three dimensions that are anchored by dpmtescriptors (e.g., stable vs.
unstable). Depending on the perceptions of teacttese perceptions can lead to
significantly different behaviors or “differentileatment” towards the students.
Differential treatment can impact student acadeanit social outcomes in either a
positive or negative direction.

Differential Treatment of Students
by Teachers

Beliefs, expectations, and perceptions lead t@bfitial treatment of students.
Whether teachers attribute failure to effort odigbhas significant implications for their
behaviors in the classroom. Graham and William992@ointed out teachers are
unsympathetic towards and punish the lazy and uratetl student, while they are
sympathetic and offer support to those who theggiee as having low aptitude.
Unfortunately, both of these reactions can resuftdgative consequences. Punishment
frequently leads to a fracture in the relationdiepveen the teacher and the student
which can lead to negative academic and behaviertabmes (Birch & Ladd, 1997;
Decker et al., 2007; Garner & Waajid, 2008). Far skudents who receive sympathy,
while sometimes this may be perceived as suppguostyeéaction by the teacher can also
inadvertently suggest to the student that he ohslsdow ability (Graham & Williams,
2009). In all, both punitive and sympathetic reats$i can promote a climate and
classroom conditions that do not encourage posibaslemic and behavioral outcomes.

Weiner’s Theory and the Current
Study

Several specific types of factors have been ateibto student outcomes. The

success and failure of students are not attribat@bstudent factors alone, but also to
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teacher factors. Specifically, teacher beliefsceptions, and relationships with students
can significantly impact student achievement (Br&dy/oolfson, 2008; Martin &
Dowson, 2009; Rosenfeld & Rosenfeld, 2008; Rubiei&s 2007). While teachers are
not able to control all factors related to studeb#diefs, perceptions, and relationships
with students are largely considered controllalyl¢hie teacher. However, it has been
suggested that teacher perceptions typically focuthe internal, unchangeable,
uncontrollable student attributes as being forwsedor their failure. Teachers tend to
view students as and failing because of innateputncllable deficits (Klassen & Lynch,
2007).

Weiner’s attribution theory of inter and intraperabmotivation provides a
framework that | have used to understand how eléamgschool teachers’ beliefs and
perceptions about students influences their pregfiic the classroom. Specific interest
was directed toward examining teacher beliefs,g@rons, and practices as related to
diverse student groups with variations in SES, ,racability.

Summary

Academic achievement and behavioral success sfualents is controlled by
several factors, however, no school-based factysph bigger role than that of the
teacher. Several aspects of a teacher’s educatiexperience have been eliminated as
factors correlated to student achievement and hetshwutcomes. What has not been
explored in depth is how a teacher’s beliefs, patfoas and expectations drive impacts
his or her practices in the classroom as relatatluident-teacher relationships,

instructional decisions, and classroom discipline.
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These elements of the educational process catutlied using attribution theory
as a foundation. Teachers may neglect how thegtipes impact student outcomes and
ascribe the success and failure to causes suclaek af motivation, race/ethnicity,
poverty, and disabilities of the student. When ae anderstand what drives teachers’
decisions in their classrooms about their currigylinstruction, and environment, we
will be better suited to provide the necessary gragion and feedback that teachers need

to improve their practice for all students.
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CHAPTER 1l
METHODOLOGY
The present study used qualitative methodologyhttetstand what teachers
believe to be influential factors on achievementiwadion of students of color,
impoverished students, and students with disadslitn the classroom and the classroom
conditions that promote or prevent student achie@rgnBy examining teacher
perceptions and experiences related to studentvatiatn, | gained a rich and deep
understanding of the teacher decision making psoiteslassroom practices. The results
of this proposed study has provided important imi@iion about the teacher-student
dynamic as it relates to attribution theory whictuld have implications for teacher
preparation and education (Weiner, 1972). This whgpesents the qualitative paradigm
and phenomenological process including study desagearch methodology, and ethical
considerations.
Philosophical Assumptions
The origins of qualitative research are philosoaltycderived from
phenomenology while also being rooted in severatlamic disciplines including social
sciences, humanities, and interdisciplinary stuflizsl, Gall, & Borg, 2006). Lichtman
(2013) defined qualitative research as the sysienmestigation of social phenomena
and human behavior and interaction (p. 4). Qualgatsearch is systematic allowing
researchers to scientifically examine phenomenah minimal disturbance to the

environment being
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observed. The overall goal of qualitative reseadb understand, describe, and discover
meaning in human behavior and the explanationsdinatt it (Bogdan & Biklen, 2007).

Furthermore, qualitative research allows for theegtigation of how and why
phenomenon occurs instead of just what, wherewdogh it happens (Filstead, 1970).
Discovering the how and why for this study was appate because it was important to
determine the factors influencing the decisionshea make to support students of
color, impoverished students, and students witaldlisies in the classroom. It was also
important to discern the background influence trate these decisions so teacher
education programs are more informed and can pegwidgramming that guides
discourse that aligns with best practices.

The guiding question for this proposed study inedlwinderstanding teacher
perceptions and experiences which are by theiraalidficult to quantify. Thus, through
qualitative inquiry, | was able to evaluate teaghenceptions with depth and breadth. By
employing qualitative methods for data collectinoluding observation, interview, and
artifacts, | was able to capture the complexity dathils of each participant’s
perceptions and experiences which apprised eattte @pecific components in the
guiding research question. The level of informatsuertained through qualitative
methods compared to typical quantitative method s structured surveys, or
assessments allowed me to examine and define treardy and multifaceted nature of
teacher perceptions and understand teacher aithmisubwards their own and their
students’ behaviors. This information may have ingoat implications for pre-service

teacher training, may improve the teacher-studgnawohic thus reducing disciplinary
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actions on students of color, impoverished studems students with disabilities, and
possibly drive future research related to teacttabation.
Phenomenology

This study used a phenomenological approach whahdesigned to describe
and grasp the essence of lived experiences ofithdils who have been a part of or
experienced a specific phenomenon (Lichtman, 2@A3nomenology, from an
epistemological perspective emphasizes revealiranmg rather than developing a
theory (Flood, 2010). Thus, phenomenology was egleto this study since the actions
of humans (teachers) can reveal meaning throughitis¢ruction and classroom
practices. In this study, it was necessary to &sicenew along with familiar lived
experiences to characterize the entire picturbéespecific phenomenon (Flood, 2010 p.
10). An interpretative narrative phenomenologigaraach (Creswell, 2012) was used to
create a universal understanding of teacher peoreptinder the principle of
attributional theory (Weiner, 1972) specific todgat motivation.

Phenomenology as a research method was firstduntex by a German
mathematician, Edmund Husserl (Creswell, 2014) @isilasophy and methodology that
determines how individuals perceive and constipatesonal experiences (Creswell,
2007; Gorgi, 2005). The defining characteristipb&nomenological research is that it
characterizes the perceptions of many participaintsit a phenomenon (Carel, 2011) in a
manner which is systematic and rigorous when coetpsr other qualitative methods
that focus on the reality of an experience with pagicipant. Van der Mescht (2004)
wrote “Perhaps the most distinguishing featurenopieical phenomenology is the fact

that it focuses on the meaning human beings makeeafexperience” (p. 2).
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Speziale and Carpenter (2007) defined phenomeynai®@ rigorous descriptive
research method to examine phenomena through $eagti@ipants’ perceptions with
the objective of understanding “how the everydatersubjective world is constituted”
(Schwandt, 2000). Phenomenological research dineetstigators to focus on
participants’ perceptions of lived experienceseathan the reality (Burns & Grove,
1999) and then to examine these data to identifylaiities among participants and to
derive main themes surrounding the research qumss{ioreswell, 2014).

Constructivism

When a researcher engages in a new study, he onsstehave a paradigm which
is defined by Denzin and Lincoln (2000, p. 157)abasic set of beliefs that guide
action.” For this proposed study, a constructipetspective was utilized because it
incorporates a larger scope of vision that is waaed multiple and allows for the
recognition of each participant as a unique couatabto the complexity of the whole
perception of the phenomena (Creswell, 2007; Cra@98). No two participants
presented the same meaning of phenomena sincednalis’ perceptions are based on
their own experiences and observations. Therefaéng the collective perspective of
many participants allowed me to create an undeaisigrfrom various experiences using
an ongoing and conscious approach (Crotty, 1998.cbllective experiences and
perceptions of participants were aggregated taeraunderstanding of the general
theme encompassing all participants (Speziale &€&#er, 2007). This is the essence of
constructivism which does not lessen an individgipBrception of a lived phenomenon
but aims to understand it (Crotty, 1998). Therefthes study was based on the

constructivist theory because each of the partitgaonstructed his or her own meaning



49

as related to working with students of color, imgoeshed students, and students with
disabilities which directed me in understandingrte&perience.
Reflexivity

Researchers are inherently biased by their ownreeques and knowledge which
need to be set aside to prevent interference Wéehrterpretation and characterization of
the phenomenological experiences and perceptiotieecdtudy participants (Creswell,
2014). Recognizing beliefs, perceptions, and erpegs that can bias the research and
setting them aside is a difficult yet necessarinéue known as bracketing, (Merriam,
2009). Based on Patton’s (2002) description, | usadketing to identify my
assumptions and biases and monitor my intervieansure that my past experiences had
limited influence on the participants’ responsegquestions. The key phrases were
reviewed for revelations associated with the redequestions and identified as recurring
themes from the key phrases. | incorporated bragketto my study by maintaining
fidelity towards the scripted questions and traibstg the interviews. As a compulsory
precursor to my research, | detail my backgrouekvant lived experiences, and
knowledge of the phenomenon below.
Research Stance

As a teacher and instructor over the past 15 yéhesje always been passionate
about instructing and helping all students. Howgerrer dedication especially lies with
those who struggle to learn and/or have been platedlisadvantaged situations that
impact their ability to learn. My first experienpeopelling me in this direction occurred

before | ever set foot in a classroom as a cedtigacher.
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While | was an undergraduate student, | volunteased tutor at a youth
detention facility constituting mostly minority anéry low SES male students. | learned
very quickly about the academic, economic, anddifaggles of youth from disparate
populations. At the facility, | worked with maleged 12 to 18 years who came from
backgrounds involving severe poverty, abuse, neg@d poor health. Most, if not all,
were academically delayed or grossly behind asoles by their inability to complete
simple academic tasks. My first day at the fagilitworked with a particular student who
was approximately 13 years old. We worked one-omiorthe hallway using a deck of
cards with simple words on them such as “was” dhdré.” The student began looking
at the words and writing them on a piece of papstead of reading them aloud. When |
asked him to read the word, he paused and struggléetermine the word. His strife and
sense of failure in trying to read such simple vgdscbke my heart. | felt an enormous
amount of compassion and immediate drive to wahetp him learn and support him.
This experience was pivotal for me because it iledtfor me something | was very
passionate about, the education of students whggl# to learn, whether due to internal
or external factors. | then changed my major asratergraduate to pursue graduate
school and become a special education teacher.

As a special education teacher for youth who hay@fecant emotional
disabilities at the middle school level, my jobuegs that | work with a diverse
population of students. Further, | must collaboraité other teachers to develop and
plan for the methods, practices, and ideologiestthge the greatest success in engaging

these students in the regular classroom. In time tihave gained a lot of experience and
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knowledge as it relates to the teacher-studentrdymeelevant to the guiding research
guestion of this study.

For this study, | acknowledged personal experi@amseknowledge | have
developed in order to grasp the intricacies of enaimenon at it roots (Creswell, 2007;
Merleau-Ponty, 1962). In essence, | attempted tiergtand “what” people experience
and “how” they experience it in a phenomenologaggroach. My interest and passion
about this research comes from my belief that teacheliefs, perceptions and
experiences dictate what and how they understantists’ motivation and, in turn, how
they teach in their classroom. If | am to help stud receive the instruction and support
they need, then | first need to understand thefacehfluencing teachers’ instructional
practices. In full disclosure, | have three curiegliefs relevant to this research that are
based on my personal experience and knowledge, Hirslieve that teachers are
unaware of how their own, their students’, andititeractions of the different cultures
influence their teaching practices. Recently, alteawith more than 30 years of
experience was asked not to return to the schoetevshe was substituting because
students were able to cite specific and verifiaht@st comments and actions that the
teacher exhibited in the classroom. This teachdmnaviously worked at my school, and
vehemently denied that she was racist. The studeradsding a majority group student),
immediately noticed the negative impact of the heas actions and the degree to which
her statements were discrepant between white ehnildnd students of color.

Second, | believe that teacher preparation progdonsot provide the necessary
teacher training to avoid negative outcomes fodestts of color, impoverished students,

and students with disabilities. Seemingly, mosthea training programs focus on
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content driven courses versus pedagogical couns¢sttline instructional skills and
tools for teachers that would allow them to morsifpeely impact student achievement.
Having taught at the university level, | can saytwmassurance that some teacher
preparation programs do not provide more than onese on classroom management.

Lastly, | believe that teachers are unaware of tle@iching practices in light of
research advocating for change. Any time changeasioted within a school system, the
system and those within it seem to react in wags¢reate barriers to those who promote
change, causing them to remain “in line” with tket$s quo. In a recent event, teachers
at my school were asked to journal an additionainirtutes a month in order to work
towards better equity practices; immediately adt#rool, a standup teachers union
meeting was held to contest the time that was fdetsf the contract.” Sadly, these
teachers were happy to go out and support bondsgbat were outside of contract time.
It seems disturbing to me that teachers were ilongo beyond their contracts to
support the acquisition of funding but not to dilgsupport students. | acknowledged
these beliefs and remained aware of them so thgtdb not interfere with data
collection, analysis, and interpretation.

Methods

Guiding Questions

The objective of this proposed research was to eateachers’ beliefs,
perceptions of, and experiences with students lof cstudents living in poverty and
those with disabilities. Teachers’ beliefs, peraam, and experiences were examined as
a potential source of influence on their classrquactices. Classroom practices were

defined for this study as rapport building withdsats, differentiation, defining rules and
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procedures, and development of curriculum. Thevalhg guiding questions support this
inquiry:

What are public school teachers’ beliefs, percegtiand experiences about student
motivation among students of color, impoverishedishts, and students with disabilities
and how does this influence their practices indlassroom?

Q1  What are teachers’ perceptions of what contebor facilitates success
and failure for students in their classroom?

Q2  What are teachers’ perceptions of student acadeotivation?

Q3  What decisions related to (a) content instruct{b) classroom discipline,
and (c) student interaction are made by teachers?

Q4 How do teachers perceive their relationshiph sftidents?

Consensual Qualitative Research

(CQR)

In order to investigate these questions, | used CGQRethod of team analysis
designed to gain a multi-perspectival view of tlagadand to reduce the potential for
researcher bias. This qualitative research mettasfinst introduced in 1997 by Hill et
al., and further elucidated in a follow up artiele2005 where CQR is defined as:

The essential components of CQR are the use ob&)-ended questions in
semi-structured data collection techniques (typyaalinterviews) allow for the
collection of consistent data across individualsvelt as a more in-depth
examination of individual experiences; (b) sev@rdbes throughout the data
analysis process to foster multiple perspectiv@sggnsensus to arrive at
judgments about the meaning of the data; (d) st le@e auditor to check the
work of the primary team of judges and minimize éfffects of groupthink in the
primary team; and (e) domains, core ideas, andsemnalyses in the data analysis.
(p. 196)

Consensual qualitative research methodology prevadgystematic approach in
gualitative research to gain an understandingahis case, teacher perceptions of

student motivation based on a small sample sizZédtHal., 2005). While a small sample
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size can be limiting in other methods, CQR incluaesulti-stage consensus process
involving three or more researchers who engagepeated discussions of their
individual interpretations of the findings over@uple of months in order to develop
cross-cutting themes in the data. To ensure fidaitvards the CQR process, these
themes are then reviewed by an external auditensuoire that the research team was able
to identify the main elements of the data. COR afs=in manner that is complementary
to phenomenology in that both incorporate the dsgen coding in the development of
themes. This research utilized several data cadletdols to facilitate open ended
responses and observations (see section Data ttmtléelow).
Research Team

Two research assistants, one qualitative facutgarcher, and | comprised the
research team for this study under the CQR paradityrrole on the research team was
as primary data collector (only interviewer) andlfative data analyst and the three
other research team members were experiencedajivaianalysts and coders, who,
along with me, was responsible for analyzing th#aats, observation, and interview
data obtained from the study. Prior to data anglysnet with research team members to
outline the data analysis process and redawivocoding (live recordings). Each
researcher independently coded the data and theasaeteam to gaining consensus of
domains and core themes.
District Participants

General education teachers from a suburban sclstactwere invited to
participate in this study. The Internal Review Bbat the University of Northern

Colorado approved the study as exempt under huasaarch classifications. Permission
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was granted from the Superintendent of the schistrict prior to contacting any of the
potential participants for the study (see Ethicah§iderations below). The contact
information for each of the four elementary schaolthe district along with the roster of
teachers at each school were acquired from thétygoortal, which | had access to as a
district employee as a school psychologist intBuring the time of the study, | served in
all of the elementary schools in the district.

Setting. This study was conducted in a diverse, suburbaoddchstrict located
northeast of Denver, Colorado. The suburb has alptpn of approximately 11,000
people and is comprised of mostly Anglo and Hispduatino populations. The
population living within the school district hapaverty level much higher than the
proportion of those living in poverty in the statée chief economy in 2014 was in
production, transportation, and materials and agjtice.

The school district has eight schools, four of arace elementary. There were
101 elementary school teachers working with the@pmately 1,400 students in the 4
elementary schools covering grades 1 through ®82014. The three schools with
grades 1 through 4 were all about the same sigeident population whereas the school
with grades 5 and 6 is 43% larger. Per data framblorado Department of Education,
the four elementary schools were similar in popaktaserved. At all four elementary
schools, the student population was majority Higgaatino however other minorities
are represented including Black/African Americad &ative American/American
Indian. A majority of the students qualified foeé& or reduced lunch. Other learning
support staff in the elementary schools includeté®n special education teachers

(including English Language Learner) and three sthounselors. District-wide,
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teachers are required to have a four-year degresaahing and hold a Colorado teaching
license. Each elementary school follows the culuicudeveloped and adopted by the
district. Permission to conduct this study was piedt by the school superintendent and
University of Northern Colorado, Institutional Rew Board (see Appendix A).

Participants. In this study, a two sampling structure was utdizemprising a
convenience sampling method to select four elemgsténools in the district from which
a sample of teachers were selected using a cntdased purposive sampling method.
The criterion for participants was that they we(@)ageneral education teacher in grades
first through sixth in one of the four elementachasols in the school district, (b) had
been in the district at least one year, and (c)sslwdasses represented children from
diverse ethnic backgrounds (making up approximaiaby third of the class).

These criteria were selected to ensure somewhdasiexperiences in teaching
practices among the participants and so that fyzaiits would have general familiarity
with the curriculum used in that particular distiand grade level. Having access to
students who represent many different cultural gemknds may influence teachers’
approaches to students (Cole, 2013). Thereforécipants who were currently teaching
culturally, linguistically, and ability diverse stants were the focus on this study.

The participantsn(= 9) represented three of the four elementaryasho the
district and were distributed evenly across grd@dsst grade teachers, 1 second grade,
1 third grade, 2 fourth grade, and 3 fifth gradecteers). Participants were 78% femaie (
=7), 100% White, non-Hispania € 9), and 89%n( = 8) had a Master’s degree in an
education related field. The participant’s lengthime teaching ranged from two to

twenty years. See Table 1 below for descriptiopasficipants.



Table 1

Participant Educational Demographic Information

Time in school

Pseudo-name Gender position (years) Degrees Major Teaching Licensure
Charla Female 12 BS Elementary Education Professional: 1st-6th grades
MA Curriculum and Instruction
Elsie Female 13 AA Elementary Education Professional: Not reported
AA Equine Management
BA Speech Communication
MA K-12 General Elementary
Education
Gayle Female 15 BA Elementary Education Professional:
MA Middle Level Mathematics K-6th
Harry Male 2 BA Communication Initial: K-6th
MA Elementary Education
Heidi Female 10 MA English Language Arts Professional: Not reported
MA Linguistically Diverse Education
Louise Female 2 BA Interdisciplinary Studies imditElementary Education

LS



Table 1 (continued)

Time in school

Pseudo-name Gender position (years) Degrees Major Teaching Licensure
Nancy Female 10 BA Social Science/Elementary Professional: K-6th
Education
MA Arts in Education
Neil Male 15 BFA Painting Professional: Elementary
BA K-12 Art Education Education, Linguistically
MA Literacy Language Culture Diverse, K-12th Art
Sharon Female 20 BA Elementary Education Professional: K-6th
BS Earth Science
MA Diverse Learners

Note.AA = Associates of Art; BA = Bachelors of Art; BFABachelors of Fine Arts; BS = Bachelors of SciemMd@& = Masters of Art; MS = Masters of

Science

8G
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Data Collection

As part of the qualitative data collection for tetedy, multiple methods were
employed including (a) demographic questionnaispg(ific to the school and teacher),
(b) two classroom observations (one before andaftee the interview), (c) semi-
structured and open-ended teacher participantietes, (d) artifacts from the classroom
(e.g., lesson plans), and (e) Future DirectiongitisScale completed by each teacher
participant to inform on the understanding of roléeacher beliefs, perceptions, and
experiences on student motivation. Several dateceswere incorporated in this study
to gather a deep understanding the phenomenon asmeghod called triangulation
(Creswell, 2012). This multi-modal data collectesihg the means above were
triangulated to enhance the certainty in the daththe findings, interpretations, and
conclusions.

To uphold rigor in this study, the final sampleesizas determined based on the
quality and repeatability of the data collectedrirthe four tools above. Repeatability of
data across participants without additional gamisformation related to the phenomena
is saturation, which is determined based on thétguwd the data and information
gathered (Morse, 1994). In this study, there w&mhutes of interview audio recording
which transcribed to 102 pages of text availabtectmling. In addition, there was 702
minutes of video recording in each participantasskoom, eight provided artifacts, and
nine completed Likert-scale questionnaires. | ukedvideo recordings to supplement my

notes taken during the observations to fill in deyails that were missed.
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After obtaining UNC Institutional Review Board (IRRBpproval, the recruitment
phase was initiated using the roster of teachera #ach participating elementary
school. In the initial recruitment e-mail (see Apgdi B), fifteen potential participants
from the four elementary schools were contactet witormal letter of recruitment and a
copy of the IRB approval. After the initial emadlgitation, potential participants had
ten days to respond before a second email wadaknted by another ten days and a
third and final email. In the first recruitment we\five participants were recruited and
ten were considered non-responders after threacoattempts (three emails). A second
recruitment wave of 12 potential participants wewatacted from which four participants
were recruited. Potential participants who respdrtdehe initial recruitment email with
interest in the study were sent a follow-up emaihwa request for them to complete a
Participant Inclusion Questionnaire (see Appendixi@ email to confirm eligibility. In
both recruitment waves there were five potentialip@ants who were interested
however were not eligible (time teaching in didtui@s less than one year). Participants
who were eligible had an initial meeting with mse,l@ad researcher, to inform the
participant of the study, complete an informed em$orm (see Appendix D), and
answer any questions.

Demographic Questionnaires

All participants completed a Demographic Questiarengee Appendix E) prior
to the in-person interview. The questionnaire gathenformation about the participant
and school that could be relevant to the phenoméeacher practices involving students
of color, impoverished students, and students dighbilities). The demographic

information collected included: participant agesa@®thnicity, gender, highest degree
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earned and in what field, licensure, prior relewasining, and number of years teaching
as well as teaching within this district or school.
Observations (Pre and Post interview)

The next task was to conduct the first of two alass observations with each
taking approximately 30-45 minutes with one ocawgmprior to the interview and the
second after the interview. The full sequence aeclias follows: (a) First observation,
(b) Interview with teacher within two to three dayfdirst observation, and (c) Second
observation one week after the initial observat@hbserving teachers in the classroom
setting allowed documentation of content instrugtidiscipline practices, and student
interaction and engagement of the participant. @asens were conducted in the winter
(November through January) of an academic yeatiateaconvenient to the participants
and myself. The Classroom Observation Guide (sgeeAgix F) was utilized during
each observation to help organize notes and dodiatn@ms. These were supplemented
with information from the video recording of eadbservation.

While conducting the observations, | situated nmfyisehn area of the classroom
that imposed the least distraction to studentspbutided me the ability to easily
observe the participant. During the observatiomoged did not interact with either
students or the participant, and did not introdugself or my purpose to the students.
During the observation, | used the TARGET frameworkake notes specific to Task,
Authority/Autonomy, Recognition, Grouping, Evaluati and Time. Jussim et al. (2009)
pointed out that the TARGET framework provides mifation about teacher practices

and behaviors that shape motivation and reflechieraexpectations. The second
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observation followed the same guidelines and oecuwithin two weeks after the
interview

Semi-Structured\Open-Ended
Interview

The interviews were audio recorded and transcribezhsure data capture.
Participants were identified in the audio recorgdinging a pseudonym and only my
research advisor, my research assistants, andddtass to the audio recordings and
transcriptions for purposes of data analysis. Bosistency and confidentiality, | was the
only interviewer and observer for the study. Theppse of this task was to acquire data
on teachers’ beliefs, perceptions, and experiewttbsstudents in their classrooms and to
better understand how these influence their classnoractices and student interactions.
As noted earlier, | employed three research asdgss{ane graduate student, one
professional research assistant with qualitatigeaech experience, and one faculty level
researcher with qualitative methods experience).

After the first observation was completed, | cotedarticipants to schedule the
semi-structured\open-ended interviews at their earence. The semi-structured
interview format in this study consisted of a gehdist of questions to ask each
participant, but also allowed for flexibility tolaadditional questions to probe responses
further. Each interview took approximately 60 mesiand the semi-structured interview
guide can be found in Appendix G. During the inien; | engaged participants in a
semi-structured discussion using questions basditeoaiure review. The three question
areas were in line with the proposed research mussand included six questions which
were further probed with questions regarding sttelehcolor, impoverished students,

and students with disabilities.
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Artifacts

During the first interview, participants were askedupply at least one artifact
that they believed represented him or her as &&acthese items included lesson plans,
unidentified pictures of students’ work or projeasscipline policies, and project
assignments. | explained to the participants tinedée would be utilized to supplement
data collected during the second observation tiebehderstand how their beliefs,
perceptions, and experiences impact their classpactices. Further discussion
occurred upon receipt of the artifacts where teactvere asked to describe how the
artifact represented them. This information wasuded in my field notes from the
follow-up interview.

Future Directions Likert Scale/
Questionnaire

To better inform the researchers about teacheepgons of potential training
needs, a brief Future Directions Likert Scale @&ppendix H) was used following the
interview. The scale asked whether a partici@ningly Agreed, Somewhat Agreed,
Somewhat Disagreed, or Strongly Disagréeduestions related to diverse learners. Data
obtained from the scale provided information regaydhe perceptions of teachers
training and future directions of both research taohing.

Follow-up Meeting

In order to ensure accuracy, meaning, and clatifinaparticipants were
provided the opportunity to review the transcrippobservational data, and initial codes
for accuracy and correct meaning developed bydkearch team. When asked, most of
the participants declined a follow up meeting, heevethree of the participants, Sharon,

Heidi, and Neil accepted the invitation. The papats indicated that they wanted to
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hear about the general findings and provided amftiticomments that were added into
the field notes and ultimately became part of theadThe three research team members
also engaged in an overview of the data includiuding at the codes and themes. This
multi-method approach to data collection using mpldtsources allowed for triangulation
into common themes and increased the trustworthiogethe findings (Silverman, 2010).
Ethical Considerations

| submitted an exempt application for review to thaversity of Northern
Colorado’s Institutional Review Board (IRB) to camd this research study. As part of
that application, | submitted the participant cariderm which included all information
necessary as part of the protection of human stsofeandate such as (a) preservation of
confidentiality (no identifiers collected), (b) peiission to record the interview, and (c)
participation is voluntary and they can withdraweod the interview at any time. Each
participant read and signed the informed consent farior to starting the interview. All
participants as well as their schools were assigngseudonym to preserve
confidentiality. Each participant was referred yohis or her pseudonym in the video,
audio, and questionnaire. All hard copies of dataevstored in a locked file cabinet and
electronic files were stored on a password protefdieler on a password protected
computer. Only | (and my advisor and assistantd)dtzess to the video and audio tapes
and transcription notes along with other data.paliticipants were informed in the
consent letters that research assistants would tiege tapes. Research assistants only

had access to data identified by the pseudonyms.
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Data Analysis

The objective of data analysis methods in qualiéatesearch is to find meaning
through a process involving multiple steps. Thesdyasis steps are carried out
concurrently while data were being collected teedeine whether saturation had
occurred (Merriam, 2009). The data were organindfixicel sheets by participant to
interpret meaning, make comparisons among parttspaentify patterns, and
determine if there were missing data, a method eated by Creswell (2012).

In this study there were five sources of datayaal including (a) photocopies or
digital photographs of classroom artifacts, (b)dfieotes from my classroom
observations; (c) audiotape/interview transcrifit¥ anecdotal notes (i.e., notes regarding
artifacts and coding), and (e) the future diredibtrkert-type scale.

Data Coding

During data coding, the research team employed@@ul involving four
sequential steps including (a) examining the daédeseparating data into common topics,
(c) naming each topic, d) and analyzing the tofac®verlap, and (e) placing into
themes. The research team then analyzed the datamsthods consistent witm &ivo
coding as described by Creswell (2007) and the @@khod (Hill et al., 2005; Hill,
Thompson, & Williams, 1997). The research teamlaiedd through the interview
transcriptions and observations and separatelydchelg participant statements in
interviews and notes from observations with onevm word phrases that described the
data point. These methods in combination helpeadeuslop codes for the beliefs,
perceptions, and experiences of participants. €search team met to discuss our

individual coding and concurred on 29 double wandage-based codes (see Table 2).
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We then began to develop consensual interpretafiamjor cross cutting themes in our
data analysis. The research team then separatedyvedl the data codes and developed
cross-cutting themes within individuals and ther again to reach a final consensus of
overarching themes in these data. The researchusadthMicrosoft Excel software to
organize the data codes and themes including cefil@ttbns and values.

There were some data that could not be coded bedawas not useful or related
to the research question or phenomenon, For exampdeparticipant made a statement
and when probed further for clarification she s#igs hard to explain” and so the
statement was rendered unusable. Other data thabtliend itself to answering the
research questions were codes such as childhoedierpe. When all of the data were
finally coded, the codes were placed into broadhdsewith supporting categories and
subcategories based on the coding criteria. Dataged under each of the themes are
organized based on the recommendations of Hill. €2@05) for cross analysis. This
recommendation included the use of “frequency béls’ to characterize data. The
categories presented by (Hill et. al., 2005) weilezad, generalwhen data codes were
across all participantsypical when data codes were across at least 5 to 7 paanits,
andvariantwhen data codes applied to four or less particgpartie frequency labels,
“General” and “Typical” are presented in Table XOhapter Ill. After the codes where
placed into a table under the representative thewids categories and under themes
they were aggregated into larger concepts represesik themes and categories
identified as general or typical (see Table 3 bglmpresenting what the participants

experienced and how they experienced it in terntondlitions, situations, or context.
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The six themes wer@onnection, Structured Support, Teacher Approaeh; S
Regulation(perceived studenf)esire for Learning, and Family Suppddf student).
Gaining Consensus

In order to gain the best decisions regarding #ta dnd a good approximation of
the truth of the research, consensus was reachtéeligam regarding the domains and
themes extrapolated from the data. The team waddrepenly discuss disagreements
and secondary questions requiring members to have ipterpersonal skills and a
mutual respect. Because there was generally etatabsamong the research team
members, we were able to offer input, disagree hemdlle topics or power differential in
decision making. As noted above, any disagreenveerts discussed until resolved. If a
consensus had not been reached, the team had diéwade¢he majority consensus would
be accepted and noted, however consensus was deaciediscussions. Once
consensus was achieved for the overarching thehegam met again to discuss the
categories within each theme to reduce overlapredighdancy and ensure each category
was distinct within the themes.

Trustworthiness and Rigor

Qualitative research methods include measuresudf/dtustworthiness that
indicate the quality of the work and rigor in theta collection similar to statistical
measures (validity and reliability) in quantitatiresearch. These measures include:
credibility, dependability, and transferability aedch were completed to ensure

trustworthiness while conducting the study.



Table 2

Category Frequency Counts with Coding Criteria Ipy Bhemes

Categories Frequency Category Coding Criteria
Teacher Approach
Communicative 9 General Teachers communicate wittesits/parents promote success
The grind 8 General Teaching is tough and a steuggt rewarding
Open-minded 9 General Teachers are open mindedién to grow and help students
Learning belief 7 Typical Belief that all peoplendaarn
Jack-of-all-Trades 5 Typical Teachers must beegkilh many areas to do variety of things
Content Love 5 Typical Love the subject you teach
Unpredictable 4 Variant Teachers don't always ko instruction/ strategies will
work out
Connection
School Support 7 General Teachers who are supppddmmunicative and caring are
successful
Life-Guide 6 Typical Teacher want to guide children
Childhood Experience 6 Typical Teachers chose their career because of childhqoetiences
School Connection 1 Variant Student motivationagedmnined by school connection

89



Table 2 (continued)

Categories Frequency Category Coding Criteria
Structured Support
Ability Groupings 9 General Used as a techniqueéet the needs of lower and higher
students
Supported Learning 9 General Students who strugggel step by step, small group, slow
paced guided practice and instruction
Structured 9 General Teachers are structured inittstruction and discipline
Challenged Learning 6 Typical Thriving students need independence and challervaany
Differentiation 7 Typical Teachers need to understand learners and howdi tieam
with instruction and content
Prescribed Curriculum 4 Variant Curriculum is givterteachers and expected to be completed
without ability to modify it
Gender 3 Variant Differences in boys and girls intgheir ability to learn focus
and behave
Student Self-Regulation
Student Self-Regulations 9 General Students whaoegulate their attention/behavior are
successful
Focused Attention Gen Student success is basteeorability to focus and attend
Cognitively Organized Typical Students succesmied on level of mental organization and
material organization
ELL 3 Variant Students who are learning Englishigiite with learning

69



Table 2 (continued)

Categories Frequency Category Coding Criteria
Desired Learning
Student desire 9 General Students who are suctdssite learning
Effort 8 General Student success is based onyftiyeor not
Outcomes 5 Typical Students are motivate by rewandsconsequences
Disabilities 3 Variant Students with disabilitidsuggle academically/behaviorally
Family Support
Financial Status General Dictates students baakgr knowledge and family stability
Background knowledge 5 Typical The more backgrdkmalvledge a student has the more
successful they can be
Support System 3 Variant Family structure and stipgiotate level of student success

0L



Table 3

Consensual Qualitative Themes and Categories

Theme

General

Typical

Teacher-related themes and categories

Connection

Teacher Approach

Structured Support

Student-related themes and categories
Student Self-Regulation

Perception of Student Desired Learning

Family Support of Student

Building Rapport with students
Life Guide Tools

Teacher Flexibility
Communication

Classroom Expectations
Intentional Student Grouping

Deliberate Adaptations and Instruction

Student Attention
Situational Awareness
StudentrEffo
Student Excellence
Parent Value in Education
Economic Support

Stability In Student Family

Passion fartent

Student Confidence

T.
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Credibility

Credibility in qualitative research requires estbhg that the results are
believable from the perspective of the particip&at. this study | employed three
methods (i.e., triangulation) that approximatermé consistency, or that the “true”
experience of the participant is consistent withélperience described by the
researchers (Merriam, 2009). | increased credjdilt keeping a research journal which
documented my reflections on the subject matterthedlata collection process
including interviews and observations. This stuayorporated the use of triangulation to
collect data from multiple participants and mukigites, using multiple methods at
different times. After data analysis | used mendexcking (Creswell, 2007) by emailing
participants and Excel sheet with a formattedrigsof their individual-level themes
derived and the six cross-cutting include the stdgraies and related coding criteria. |
asked them to review their individual-level theraesl related coding criteria to ensure
we had portrayed their perspective accurately amether they had further comments or
data that provided additional support for the themmecategories. Participants were also
asked to review the cross-cutting themes to profeddback on whether the themes
represented their global understanding of teacbkefb, expectations, and perceptions of
student motivation. | did offer participants theiop to review this data face-to-face
which three participants accepted. Most of theigaents did not request any additional
meetings or felt it was necessary to provide feeklb@wo participants provided
clarifications. For example, Sharon indicated #hagn though her interview revolved
quite a bit around relationships she “would agréé the themes. [However], | would

also say that | hadn’t thought as much about hoanlcontrol student self-regulation.”
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Dependability

Dependability is similar to credibility in thataims to confirm the similarities
found in data. Triangulation is used to confirm elegiability along with an audit trail. An
audit trail is a detailed description of the datdertion methods, datasets, data
dictionaries, code books, and thematic decisioninggfirocess (Merriam, 2009) that
allowed an outside researcher to mimic the resesttaly. The key components of the
audit trail for this study included: (a) study posjl, (b) demographic questionnaire, (c)
interview audio recordings, transcription, and 8o{d) observation video, transcription,
and notes, (e) anecdotal notes and researchgfflagde book, code databases, ()
member checking notes, (h) themes, and (i) bradketesonal perspectives.
Transferability

Transferability is equivocal to “generalizabilityf quantitative research
(Merriam, 2009). Transferability is heavily depentlen the audiences’ interpretation of
the findings and how detailed the description efrésearch including codes and themes
(Lodico, Spaulding & Voegtle, 2006). | used a coelfansive description of the study
setting, participants, and code development anahdtie descriptions to interpret teacher
perceptions related to student motivation and ttlagsroom practices. The purpose of
gualitative research is not to generalize to oetgidpulations but to present meaning to
the perceptions of these nine teachers and thek with students, with special emphasis
on the perceptions and practices as related testsi@f color, impoverished students,

and students with disabilities.
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Summary

In this chapter, | have detailed the methodolaapytiiis research study designed
to examine the influence of teachers’ beliefs, gptions, and experiences translate to
their classroom practices with students of colmpaverished students, and students with
disabilities. In addition to the methodology, tigor of the study has been detailed in
order to establish the trustworthiness of the tasyfindings. By developing a deeper
understanding of how the attributions teachers ntak@rds their students affects their
teaching, a curriculum for teacher education aauhitng can be developed to help build
teachers awareness around engaging students of ioopmverished students, and
students with disabilities. Using a constructiyisgenomenological research design
allowed me to examine and understand teacher peyospf their experiences with

students of color, impoverished students, and stigdeith disabilities.
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CHAPTER IV
RESULTS

Every day teachers make decisions about classpraatices based on their
beliefs and perceptions. The outcomes of theseidesi can facilitate students’ entry
onto trajectories aimed at long term success arr&iln order to shape a better
understanding of teacher beliefs and perceptiongral Colorado, a multi-modal data
collection strategy was employed. Nine volunteacher participants (herein:
participantg from three elementary schools participated iemviews, two observations,
and one follow-up meeting over the course of timeaths. During this time, the
participants also provided one or more artifaasnftheir classrooms. Two brief
guestionnaires were administered to gather dembgrajata and perceived need for
additional training. The results of these findiags detailed below and present a more
comprehensive understanding of teacher beliefsagtntutions about students in
general, and specifically those who represent devethnic, ability, and socioeconomic
backgrounds.

Qualitative Data

Interview data, observations, and artifacts theteacollected, coded, and
analyzed, as delineated in Chapter lll, producirgsgerarching themes presented in this
chapter in a dichotomous framework under the camedgtructure of Weiner’'s
attribution theory of motivationifeacher Related Themes (Intrapersonal Factasich

in this study tended to describe those factorstdaathers viewed as specific to
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their own efforts, activities and decisions. Aliatinely, Student Related Themes
(Interpersonal Factorsheferred to teachers’ perceptions as related ttesiiu
characteristics or situations that were externghéomnselvesThe Teacher Related
Themes wer€onnection, Structured Support, and Teacher Apgr@ad are presented
first followed by the Student Related Themes whichuded (studentyelf-Regulation,
(perceived studenesire for Learning, and Family Suppdgaf student).
Teacher Approach

The participants described characteristics théigvex exemplified what it means
to be a teacher and how they approached educatiail students, regardless of student
backgrounds or characteristics. This theme isiteedne presented because it seemed to
represent the overarching beliefs of participastsetated to the skills and characteristics
needed by teachers before entering the classrobrae Tategories were identified under
this broad theme. General categories under thiehacluded teacher flexibility and
communication, while love of content reflected pital category.
Teacher Flexibility

The first general category under the theme of Tea&pproach was teacher
flexibility. Participants indicated that because tlutcomes of classroom interaction and
instruction were so unpredictable, they needecttalide to adapt their thinking about
students and to be open to learning from othesaslt@nce their practices. Koutrouba
(2012) indicated that when teachers are unablbdage their thinking, they are less
likely to modify their strategies in favor of moeffective ones. When Sharon was asked

to described her teaching using the title of a baokovie, her response reflected the
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uncertainty of outcomes and the importance of adgter thinking to make adjustments
when working with students. Her response was:

“The Unpredictable” because | really don't knowant one of those that think so

this is just such a good idea and | just go witnidl it might completely blow up

in my face. | mean I truly never know from weekateek. | can make plans. | can
make all the plans you want me to make doesn't tieagoing to stick to them
because | don't want to be boring or be bored. Idah't want the kids to be
bored. So we went straight from autobiography ghtaio commercials because
it's something totally different. It's unpredictaldround here. You never know
what we're going to do.

Elsie had a similar response when asked the sapstign. Her response was
“Trial and Error of [teacher’'s name]’ because tfy things and if it doesn’t work, | will
say ‘scratch that’ and need to try something ndinappeared to me that the participants
believed they were continually evolving, had capafdr adaptation, and had made
adjustments on the spot if necessary to help stadensuccessful. Elsie continued by
stating:

A teacher should always be flexible. A teacher &halways look at the

individual child and their needs. . . . A teacheodd always be learning,

changing, adapting to what the students need be@ach class is different, each

student is different, there's different needs.

Even though all of the participants recognizedvallef unpredictability in their
classroom, they seemed to also suggest that thearsbe enjoyable and challenging in a
positive way. As Heidi stated:

Adventure [would be the name of my book], becauseature is risk. You take a

risk, you have fun. You don't know what to expeadt you also kind of have a

perspective of your adventure. | think teachinthessame way. You don't always

know what is going to happen but at the same tioweexpect it to be fun
Participants specified that their adaptations megdrto occur based on typical everyday

interruptions to schedules and student needs. Wkseobserved providing specific

feedback to a male student of color who had misisegrevious day because he was out
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sick. She specifically detailed the assignmentidemissed and what he needed to
complete in order to catch up with the rest ofdlass. “You don’t need to do your daily
oral reading, but you need to read these two bfudsls books up for the student) and
another one (book) of your choice.” By taking thrgolanned time to speak with this
student, Elsie was able to balance supportingstident who was behind without it
taking away time dedicated to the entire class.d&$® quickly modified expectations to
highlight the most important outcomes she expegted reading three books).

The participants perceived themselves as being thotghtful about differences
between students and learning styles becauseioflthebility and ability to make
adjustments in their classroom practices. Nancyigea her personal reflection by
stating:

Teach like you like to be taught. | guess that'shiggest thing is that | know how

| am as a learner and how | learn best. | knowatigieople learn that particular

way. It's made me more cognizant of how differeebjple learn and | appreciate
that when | go into a meeting. That it's not jusing to be customized to how

“teacher’s name” learns. I've learned that | warleairn in a multitude of ways

because sometimes | can understand the informbétier if I'm being shown it a

different way. When | was growing up, that was meueoption. You have to

learn in this one way. | really like that thereci®ice and that and that there's
different modalities that are being presented.
After that statement, Nancy echoed what other @pénts had said in their interviews,
indicating that teachers need to not only reflbat,learn to be more open-minded and
flexible by collaborating with fellow educators.

The best teachers are the ones who learn fromsoémel reflect on their own

teaching. If you remain stagnant or closed-mindieth tyou're really not seeing

possibilities that are out there. In today's woitld,always changing. You really
need to have a support system. At least | do withyrschool, where we can
bounce ideas off of one another and share actwatiel what's working for one

kid isn't working for this kid. So what are you dgiand just doing a lot of
dialoguing.
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Heidi supported this statement when she expressed‘t think we can all learn from
each other and we can learn about the students fAi&ie was supported in her actions
because during her interview, we were interruptedrmother teacher interested in
collaborating with her to support several studevite were in both of their classes. Heidi
responded favorably to the request which madeérdio me that her words represented
her actions.

From the interviews and observations, it appetyade that the participants
perceived flexibility and open-mindedness as a tedyandle the unpredictability of
students and to meet their diverse needs in tlssrdam. The unpredictable nature of the
classroom did not seem to cause discomfort in #neggpants. It seemed more like an
enjoyable challenge and also seemed to help proteathers’ ability to deal with
student differences.

Communication

The participants’ expressed beliefs in the impartaof communicating well with
students and their families. Strong communicati@s yerceived to be critical so that
families, especially those with diverse learneasild build a good working relationship
with the school, could better understand what wasgyon at school, and so families
could learn how to support their children as leesnkunenburg and Ornstein (2011)
indicated that communication is the life blood wéry school and is a process that joins
the individual, group, and the organization.

The participants suggested that communicating ¥y with students was
important in providing support for student motiwati The motivation of students is

increased when teachers are effective at being, ckdavant, humorous, immediate, able



80

to adapt their presentation style, and good aHisg (Webster, 2010). In her interview,
Nancy indicated her perception of providing goothomunication by stating that her
classroom was “very communicative.” She went oaxXpress that she tried to create a
“collegial climate in here [her classroom].” My imgssion of these statements are that
she, like the other participants suggested, toeehtsure that the dialogue in her
classroom between all individuals occurred in atp@sand effective way that enhanced
students’ learning experience.

Nancy's efforts at creating an enhanced learnirngeegnce for students were
obvious as | entered her classroom. | noticed ncalgrful pictures, a palm tree made of
construction paper, a number line across the wallletters with pictures associated with
them. It was clear that part of her “communicatiorcluded the provision of lots of
visual information to supplement the lessons bé&wght. All of the visual supports in
her classroom seemed to provide a sense of wapali {ree), support for learning
(alphabet with pictures), and stimulating breadtkrmwledge (many different pictures
depicting different topics and groups of individsjal

The students in the classroom were seated in #rezes of the classroom; one
group of students was seated at their desks androups of students were clustered
around separate tables. An adult was seated at&alethy Nancy at one and her teaching
assistant at the other. The manner in which slaged her room seemed to invite small
group discussions. She frequently spoke in Spanisbmmunicate with some of her
students of her Latino students. | noticed thatadbe used very explicit instructions and

non-verbal communication to help students undedsken instructions and the purpose
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of her lessons. For example, as she modeled writitgs on the main dry erase board
she told her students “We are learning to takesibte

Other participants described how they tried tolkearan their communication of
what was going to occur each day, including theetrthat needed to be learned and
how specific activities should be completed. | ceti during my observations that the
participants stood in front of their classes aft@ch transition (beginning of the day, after
specials, after lunch, etc.) and outlined what g@sg to happen during that class period.
They would also ask students what questions thdyshdhey could provide answers and
clear up any misunderstandings. Heidi appearedceslyeadept at providing clear
instructions between each transition so studerdgs/laxactly where they needed to go
and what they needed to accomplish. To more clexibyess her expectations (which are
discussed more in depth later), she gave a direatiol then used counting or tones for
student transition.

Creating a shared responsibility through commuroatith families was a key
objective for participants. They believed that dudd ultimately help in meeting their
classroom management goals. Participants’ respaaBested their perception that a
dynamic bi-directional school-home communicatiorded to occur. Nancy discussed
the difficulty that can occur when cultural factargpact shared responsibility and
communication.

It's getting better but when we had our Somali pajen move in, the men don't

necessarily have to respect their women. We had bowing in, even first grade

boys, who would totally not think that they neededisten to the teacher and
follow her direction. That has gotten better thattkéhe communication piece.

Every parent parents differently. | do think thdtem kids are allowed to make
the decisions and run crazy, it does affect whey tto in the classroom.
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In this case, Nancy indicated that cultural differes impacted the classroom and how
some of these differences, especially in termseotgptions about gender, created
different power relationships between teachersijlfasnand some of their male students.
However, through communication, Nancy believed ghatlents and their parents now
had a better understanding of her expectationsarciassroom.

Participants identified what they perceived to lie most efficient means for
communication with individual families. Nancy dabed how she communicated with
parents and how parents had communicated with her:

| send home a weekly newsletter and it's prettgariate. . . . It talks about what

we do in each of the curricular areas, what's cgmip, celebrations, things that

they [the families] can do at home. | send happgsian the mail to my kids so
they know what I'm proud of and what they're dowell. The parents email me. |
give them a call when I'm concerned about sometbingst need more info.
It appears to me that Nancy attempted to commumieédh parents in an efficient and
practical manner, however she seemed to miss #aeticht many parents may struggle to
read what is sent home (i.e., the newsletter Eniglish) and media such as notes and
letters are not bi-directional.

Neil described approaching communication in a gygtiifferent way. He
explained that he uses back and forth notebookertamunicate with families, especially
when there were behavior issues in the class.

In the back-and-forth book | also had to write stnrey in there every day. So

when his behavior started to turn around then llditalk about all the positive

things that he did. Most kids don't get that. Beseailey're always on the right
track and independent, | expect that they're omigte track. For those kids that
can be that extra boost. For instance he did ¢goéaly in reading or he helped out

where he helped out cleaning the floor and thep thiee that home and the
parents add to it and see school as a positive plac
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To me, the back and forth notebook appeared béter lmeans of communication than a
newsletter home. The notebook ensured that panerts notified on a daily basis of how
things going with their child and it provided amalst immediate avenue (as well as a
type of invitation) for parents to communicate béckhe teacher. Furthermore, the
notebook might serve as a screener for whetheotoa parent was able to communicate
through writing. If a parent did not respond, actesx could contact the parent to explore
a different form of communication.

All of the participants recounted some form of conmmeation with families when
they had a concern about individual students. Termgs of communication described
were encouraging parents to talk with their chitdadout the importance of learning and
school and talking with a student’s family to regugupport. Gayle recalled a time this
past fall when she called a parent to discussdestis recent academic performance and
growth on the state achievement test. She wend erglain that she wanted to “make a
point to call the parent and say ‘You really neeé@ncourage your child and talk about
the tremendous growth they made.” It seemed clegtrthe participants believed in the
need to make an effort to go beyond their own comoation with families to support
bi-directional communication between the parent twed child.

Participants described their perception that fasiWith diverse learners often did
not possess the skills or knowledge to follow tigtowith information that comes from
school. Elsie explained:

When they [families] have a cultural differences #xpectations are different.

When they read the newsletters they interpret taetifferent way. | had a parent

at a teacher parent conference where | said “| voedlly like to work on the

home communication.” Every Friday, | write a natehe parents in their [the

student’s] Friday folder so they know how the stud#id for the week. | said [to
the parent] “I would really like you to sign thatah week, then read what |
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wrote.” He said “Well, you know, we are new to thauntry all these papers
come home and | don't understand.”

In other parts of her interview, Elsie indicatedttfcommunication with parents is
important” but did not indicate any solutions te gituation described above. It is
unclear to me how this situation was resolved; harehe lack of information might
have indicated that it was not solved a remainarady to communication.

It was visible to me that the participants atterdgtecommunicate with all
parents, including parents of diverse learnerssbuatetimes did so in ways that may not
have been as effective. In some instances, the comcation was bi-directional (e.g.,
emails, back and forth books, telephone calls)jthatlikely that some of these strategies
would not work for families who did not speak Esglior did not have access to
technology. Although participants may have someditnied to establish communication
with families, it also appeared to me that som&efm might not have understood the
differences between their methods of communicadimhthe needs of the parents of
diverse learners.

Love of Content

Most of the participants indicated a love of thr@intent area and teaching it.
They also suggested that in order for studentfdimg diverse learners, to be successful
they needed to show enthusiasm for their conterause they believed that doing so
helped students to be engaged and trust that thégt become skilled in that subject as
well. Gayle reported that:

I'm incredibly enthusiastic about math and | think students pick up on that.

Even though they may come in thinking they aregoatd at math, | want my

students leaving thinking math is the best subfeatl think they start to pick up

on that. They start to try. They started to workiloat. They start to care. For one
student (of color), when he started to care it digay off [because of low scores
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on standardized test]. It did pay off. It's an ursactory (score on standardized
test) in third grade and an unsatisfactory in 4#dg but it's a really high
unsatisfactory. He showed great improvement. Cgyand off. “The fact that you
want to learn paid off. If you do that for one mgear you're going to be out of a
hole.”
This enthusiasm was obvious when | observed Gaglehing a math lesson. During one
activity, she modeled problems on the board andd&k help from the students to
complete the problems. The tone of her voice egageexcitement when she provided
feedback for students correctly answering questignsaying “Yes!” Later in her lesson,
she involved the students in an activity that regpithem to get up and use their bodies
to create lines of symmetry. She successfully eedjdige students in the activity with her
enthusiasm, excited tone, and use of physical mewem
In her interview, Gayle acknowledged that shergitisee herself being as
enthusiastic in other subjects as she is in madhcansequently not having the same
impact on students.
What I've discovered for myself and then watchingetf teach different
subjects, | truly believe that you have to love shibject you're teaching in order
to do it well. Because | can even see the diffezgananyself. | just look at how
my science plans go and how my math plans goelikat science does for my
life but | don't like teaching it. And my lessong aot as good. | don't think
they're terrible. | don't think I'm ruining themtliey're not as good and | don't
think any of my students leave my science clagikihg science is awesome. But
| do have students that leave math class sayingmadin is awesome. You have
to love what you're doing.
Most of the other participants indicated similargeptions about love for their
instructional content and some expressed thatehgyed being able to provide students

the inspiration to do activities such as readinglsdor pleasure or creative writing.

Nancy expressed “I'm trying to give them [the stot$¢ a chance just to be creative and
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write a creative story.” It was clear from the miews that the participants believed that
they had to love their content to be effectivenistiucting students on the material.

From the interviews and observations, it seemedrc¢hat the participants
perceived their approach to include flexibility hamunication, and modeling love of
content as having a major impact on the succestidénts regardless of their
backgrounds. Teacher flexibility was viewed by piagticipants as a necessary skill to
deal with the uncertainty that occurs on a dailyi®an the classroom and to adapt to the
needs of the students. The participants also nbsdhey needed to have good
communication skills with both students and famili@/ith students, participants seemed
to believe they were effective and their classropnastices were reflective of the
number of ways they communicated. However, they adgealed that they may not
always be as successful in communicating with stamglies, especially those families
who were from different cultures or had limited Esig skills. In addition to these
approaches, teachers noted that through theirdbeentent and modeled enthusiasm,
they believed they were able to engage studerntginlearning of that content.

Connection

During the interviews and observations, everyipigdnt conveyed the need to
connect to his or her students. All of the paraaifs discussed the importance of building
rapport with students to create both a bond ardd,tas well as, to understand who they,
the students, were as individuals. Furthermorep#récipants saw their roles as
extending beyond the classroom. They describeddbkms as mentors or life guides for
the students and as part of this role they trieehtmourage them and provide the tools

needed to be successful in the future. Under then€dion theme, there were two
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general categories: (a) building rapport and fe}duide tools. Throughout both of these
categories the idea of developing trust was a contyroted goal for participants.
Building Rapport

The interviews and observational data elucidatedoerceived need and desire of
participants to build rapport with their studerfibe ideas of building a relationship,
developing a mutual understanding of one anotmer tiaust were interspersed throughout
the interviews. Rapport was indicated by the pgdicts as something that is the
foundation of their teaching and something thausthbappen very early in the school
year. Sharon related her foundational perspectvadting, “It goes back to building
rapport. It will always go back to relationshipglaapport. | firmly believe that's why |
have been successful as a teacher.” Harry alsdigiggd the importance of establishing
a relationship early in the school year as he dtatéhat | try to do is first and foremost
is create a relationship with everyone.” This desir build rapport seemed to cut across
all facets of teaching and was a general categodguthe connection theme.

Participants discussed the need to build a “gotadioaship” or “rapport” with
students so that students would trust them angrétices employed inside of the
classroom. Neil stated “I try to create a relattopsand get some level of connection
with them [students] so that they trust what I'nmddin the classroom] and that | can
trust them as well”. All of the participants indied that they made additional efforts to
gain the trust of each of their students as a mamsprove student success in the

classroom as measured by both academic perfornaamacbehavior. As Elsie stated:
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Another one of my beliefs | say all the time isy“frour best and | don't expect
you to be perfect but try your best.” If | can gaidents to try, | can help them to
improve where they need to improve. Whereas if thayt try, | don't know
where they're at and | don't know their level. Getthem to trust me, then | can

help them beyond that. . . .

This sentiment was shared by all of the other gigdnts who emphasized the
importance of providing an atmosphere that encagagudents to take risks and try
their best without fear of the consequences.

In building rapport, the participants indicated yean maintain this relationship or
connection even when disciplining a student. Fangxle, Harry detailed the importance
of speaking to the individual one-on-one and usimggpower of relationship to both point
out the seriousness of the problem and the abditdevelop a plan together to change the
concerning behavior.

[If a student committed the same offense over aradl again] | would be

disappointed with a student and | would sit witarthto let them know that | am

disappointed in them. And | would just try to getthem try to make the

connection where we can fix the problem togetherlahthe student know that.
However, from the interviews | came to see thalifig the balance between discipline
and maintaining a connection and trust with stuslergts not a skill that all participants
believed they had mastered and some were stillkingron.” It was evident to me that
participants who had less experience as teachaiedeo believe they might be “too
easy” on students because they feared that ifwleeg “too harsh” it was going to “ruin
the relationship” with the student. The particigawith more teaching experience stated
that they were able to better balance making a@ction with students, maintaining their
trust, and imposing disciplinary action when appiaipe.

In walking into Elsie’s classroom to observe, itsvident to me that there was

balance in her discipline as she had a large adlbghavior chart with many different
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categories. Each student could move their namendmlawn the chart depending on how
they were doing. The students seemed to responertaell even when she asked them
to move their “clip” with their name on it. For ks she seemed to find this balance by
using a structured system with clear expectatiSose teachers did not yet seem to
possess those skills of how to approach studeraie monnections, and still provide
good discipline.

In another example, Sharon described a situaticareva young teacher did not
demonstrate this balance between student relafmsand appropriate discipline. She
explained how she mentored and worked with a nashter at the school who had taught
some of her students from the previous year. Skeritbed how one day a student came
running out of the new teacher’s classroom exclagil don’t want to be here. He
doesn’t know what he’s doing. He keeps yellingsdt &rom the student’s remarks, it
seemed clear that this new teacher was strugdhrtfe situation Sharon described, the
student obviously did not feel comfortable in th@ssroom and did not react positively to
the teacher’s discipline.

The participants viewed the teacher-student cororeabt only as a way to
improve student compliance but a major factor udshts’ success. All of the
participants described how this relationship waaldshed through one-on-one
interactions such as working directly with studemtgonducting private conversations in
the hallway as necessary. | observed support i®iinttthe participants’ classrooms. In
each observation, participants were seen on dtdeasoccasion engaging with a student

in a one-on-one manner by sitting down or kneedingye level with the student and
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speaking plainly and in a quiet voice which encgerhthe student to have a shared
discussion.

One-on-one time with students seemed to supportd#dzethat the participants
viewed their connections as founded on trust, empaind understanding. Furthermore,
it appeared to me that the participants viewed tha foundation for academic success
and maintaining behavior in the classroom and h@oaraging students to take academic
risks. Participants described how having a conapatiith a student supported
acceptance and ‘buy-in’ from students about theenadtintroduced in class and the
classroom rules and expectations.

In order for teachers to build connection with stotd they saw themselves as
needing to understand each individual studentdauihutual understanding by sharing
about themselves, and when necessary, learn mou stdent interests. It was clear to
me based on participants’ statements that teaainersted “one-on-one time” and
exchanged “personal experiences” or to “talk spdasearn more about the students and
show students that as their teachers, they weseatouthy. As Harry described:

| try to get to know them. | want to know what tHege. | want to know what

they don't like. | want to know what their favosgtare. During passing period |

talk to them. | say “How is your day going?” or “\Athare you doing after

school?” Just too kind of get to know them and #uadl of gives them a sense of
security and hey | can talk to you and it doesavehto be 100% formal where
you have to do this and this and this all the tifirteat gets tiring for them and it
gets tiring for me. Just a short little conversadfioelps build relationships].

Today, | was playing basketball at recess with sofrtee kids. They enjoy

seeing that side of you too.

Harry also exhibited his desire for mutual underdtag through his artifact which

included a collage of pictures on his classroom.Walese pictures included student

drawings of baseball, the Colorado Rockies, theveeBroncos, and statements such as
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“‘Mr. ----- Rocks!” Looking at this picture, it islear to me that Harry was not only
attempting to convey his personal interests @@oysts), but also the degree to which he
valued his students by displaying their drawings.

Participants also believed that there were marfgrint ways to develop rapport
with diverse groups of students. When Sharon wkedalsow she developed rapport with
students unlike her (e.g., students of color, sitsleho are ELL), she explained in great
detail:

Many years ago | had a group of boys that | jusiccmot connect with. It drove

me crazy. | finally said “Okay, what makes you guifsk? Where do you guys

go? What do you do after school? What do you watciVV?” And they were
really into the wrestling, the WWE stuff. . . . 8ne of them brought in a video
one day and we sat down during lunch and we wattiteegideo. And | was like

“You guys really like this stuff?” Because it wasanything | had ever watched.

They said “We love it!” So | started watching isjuso | had something in

common with them. . . . They would come in every dad they would talk about

“Did you see that?” and you just kind of have to gecited about what they are

excited about. . . . And I think that's really hgau build that rapport with those

kids... Whether I'm truly interested or not you hawelo that. That's part of your

job whether you have 10 kids or 500.

This interest in learning about her students agwriing out how to connect with them
was also obvious in my observations of Sharon’ssttzom. During one observation, two
girl students of color asked her if she would likesee their handshake. She replied that
she would, but also directed them to show her twéen classes. Sharon’s practices also
seemed to reflect the balance of maintaining atesarorder, but making herself
available during lunches and breaks to learn abeustudents. From her statement and
the observation it seemed clear to me that Shaeorisno engage with her students even

if it was on her own time. Her artifact was a pretof a transparent brain above an open

box with the lid tipped off the side of it. The faice seems to indicate “out of the box
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thinking” and her willingness to explore new idedth students in order to meet them
where they were at.

Participants believed that showing students thet ttared about them as
individuals would have a long term positive inflgeron these students. To highlight this
point, Louise noted that it was the responsibibtyhe teacher to reach out to students:

You have to try and connect with them and show theahat least someone

cares, that someone is looking out for them. Bezateether or not they reach

out to you, and they may not, you try to reachtouhem. At least if they want to
reach out to someone, they know someone is therket anyone know of their
situation. But if you try to make some kind of cextion with them, they may
reach out to you and that's really all that you@armand | try to do that with all of
them that walk in here.
Harry further described this responsibility as rmaperative by saying that he needed to
“Be supportive for students. The focus needs torbthe students. 100% we’re here for
them. | should be willing to work with any studevtiether they're asking for help or
not.”

It became apparent to me from the participanttestents that they believed that
when teachers showed students that they carednthgye providing an avenue for
students to connect with someone who is a trustatt e their life. Some participants
believed that students who were exposed to diffcotumstances such as negative
household environments, family culture, or povevgre often the students who needed
this extra attention the most. Harry indicated:

| definitely have a few needy kids that are justlsewant my attention. | was just

out at recess and have three kids right there ohipjust wanting my attention

and wanting to talk my ear offome kids need that sometimes. They just don't
get that at home because their parents are woskingyht or not available to talk
to. I know we talked about teachers roles earlner that's one of the teacher’s

roles: just being there for the kid . . . [Theytumeed to talk or think. That's
important. Let him talk to you.
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It appears from this statement that Harry suppgbesdea of providing the nurturance
students need to feel connected but that somerggidee “needy.” Their neediness was
not reported to be a reflection of culture but@éie-economics. As Nancy added,
students who are impoverished surpass her ELL stade terms of seeking emotional
support and connection.
Life Guide Tools

A separate, but somewhat related category undeCtmnection theme was life
guide tools. Although it was somewhat related tidmyg rapport, it also went beyond
the immediate process of building relationships iacthded a more future element. It
was clear to me that participants’ believed thainggabout students by trying to
understand them on an individual level could hawatsterm positive implications for
the classroom (e.g., students being engaged, tdyffiqult tasks, and showing better
behavior), but they also endorsed the need tatiteillong-term positive outcomes of
providing “life-long tools” for students. For exatepwhen explaining her perspective on
what a teacher is, Louise stated “Most importargliife guide.” Supporting Louise’s
statement, Charla outlined how student-teacheraxions were established through
“striving for lifelong learning through care andnspassion.” Elsie reinforced these ideas
by using herself as an example for students. Stedst

| really want to instill in my students lifelongdeing. | tell them that I'm still

learning things. 1 still go to school. We are negtene learning; which is another

one of my beliefs.
Charla also described how she had developed agofgrr girls to help them develop

life skills.
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It's a great program to give girls life skills agtve them tools to deal with being

a teenager or pre-teen. We talked about bullyihgioes, what can you do if

someone is being bullied, standing up for yourselif] being proud of whom you

are.
Neil shared artifacts which included descriptivétwg and art. The descriptive writing
was about a drawing that incorporated CD’s pasted the picture. He explained how he
shared this with his students how he uses thingsaraed in his former teaching
position (art teacher) and is adding it to his posinow (general education teacher). For
him, this was one way that he modeled the idea@oficuing to learn and develop as a
person and a professional. It was apparent frometfigonses and artifacts that students
were not only taught about the idea of life-longrieng but participants also shared their
real life examples of engaging in this practicee Participants’ rich explanations and
artifacts highlighted how they were teaching stuslém use their ability to think, to have
confidence in themselves, and to use their ownigasss tools for emotional and
academic advancement. In being a “life guide,”ipgrdénts seemed to want their students
to discover who they were and develop their owertis.

Participants noted that being a student with aldiigy, an impoverished student,
or a student of color may negatively impact theanse toward “life-long learning.”
Harry stated:

Some students are just naturally motivated and ngtated that “This is what I'm

going to need to be able to do later in life. etter get it now.” | think it

depends on that person, depends on at home Idetharculture they grew up in.
It seemed that the participants wanted to helpestisdbecome life-long learners by
helping them to develop important skills such asbpgm-solving as well as modeling

their own continuous process. Generally all ofgagticipants indicated their belief in all

students and their desire for the students to paséive futures. Charla stated, “I want
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them to come here to succeed and | don't want thesame in and just not work. | want
them to go out in the world and be good people.”

Developing connection through building rapport gndng students life guide
tools appears to be an important endeavor foeatitiers and was second only to the
participants’ overall approach to teaching. Theipgiants consistently indicated that
they had to first build rapport with students téph@evelop the whole child, to build trust,
and ultimately to help give them the tools to becagsful. The theme of connection
encompasses these categories and draws togethdeghiat education is intended to
develop future thinkers and citizens.

Structured Support

One of the more detailed and encompassing therasshat of structured support
which was the term my team gave to the participaigscribed strategies used in the
classroom to support learners of all types. Sevgaéral and variant categories came to
light under the overarching theme of structurecosup The general categories included
the classroom expectations that participants astedal for their students, their use of
intentional student groupings, and deliberate adegts and instruction. The less
pervasive variant categories were student charsiitsrand prescribed curriculum.
General categories are ordered starting with aassrexpectations and ending with
deliberate adaptations and instruction as the seguef classrooms often flow in this
manner. The variant categories are presented wiltiicontext of the broader themes.
Classroom Expectations

When asked about their own classroom practiceslmueipline, participants

seemed to provide the most detail about how theigtsired their classroom
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expectations. All of the participants indicatedtttieey tried to set up their classroom
with firm guidelines and procedures that promotedsroom order while also trying to
give students a sense of a safe, supportive, asitygoclimate. Charla concisely
supported these findings when she stated, “I thyetdirm and establish guidelines as to
what | expect for my classroom. At the same timasb want them to feel comfortable
when they walk in my room.”

Being able to establish this structure in the clz@m® was perceived by the
participants as necessary for student behaviothhaademic progress and for facilitating
successful outcomes. Clear behavioral and acadetpectations have long been shown
to have a positive impact on student achievememereas, negative expectations have
lasting impacts on student opportunities to leawth achievement, especially for those
who are considered diverse learners (Sirota & Bat609). In their review of the
research, Sirota and Bailey (2009) found that teelimegative expectations impacted
English Language Learners and minority student®wering their self-esteem, creating
behavioral problems, and decreasing academic asient. The participants in the
present study indicated that teachers needed @d=rrand support diverse learners’
characteristics whether they are the result ofidesits’ language background, culture, or
disability status. Heidi discussed the effectsudfure and expectations by stating:

Culture actually effects student behavior and witenchild comes from a

different country it's difficult [for the child] tadjust to the [new] country’s

behavior and expectations. They compare everytioitigeir experiences from
their previous country. | had a boy who came frofric&, neat boy, but it took us
some time and we are still in the process of hglpim to adjust here to the rules

and those things. The parents really want to hetghey have not experienced
the things we have here.
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Heidi not only described her interest in, but alemmonstrated her desire to help students
from different cultures understand expectationgiigumy observations in her
classroom, I noticed rules posted on the wall dredreadily referred to these rules when
a student broke one of them. Though this examflects best practices for teachers in
general, Heidi clearly demonstrated how she trechéke these directives very concrete
and concise in order to make sure learners cleadgrstood her expectations. On one
occasion | noticed her telling a student of cal¥Qu know this is not okay behavior.
This will not happen again.” Although her words we&ague in terms of the violation and
the expected behavior, it was noted that whilevgae giving her reprimand to the
student, she pointed to the rule that the studattinoken, which was to use kind words.
While her comments regarding rule clarity were seaion students of color,
Heidi seemed to believe that the success of alesiis would be measured in part by
students’ ability to follow rules and meet expeictas in the classroom. She went on to
detail her belief about how this behavior wouldaAdeat was expected of them “in
society.” Participants saw their classrooms agpa tf community with rules that needed
to be followed as reflected in Heidi's statement:
Kids have to understand that if they don’t followes, there are consequences.
Society is based on that. If you follow rules yoll ae successful or if you don’t
follow the rules, there will be consequences. S®like a small model of society
[the classroom]. . . . Here in my class, all of stedents have sticker charts and
they have to earn stickers to complete the chanemthey complete it, they get a
prize. If they get 100% on a spelling test they eive that [a prize]. If during
a lesson they receive three crayons, they can agehthem for one sticker. So
they are inspired or encouraged.

In some instances, participants did specificallyatide the methods they used in

the context of other specific groups of students.dxample, Sharon discussed the ways
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that she made her expectations very explicit fedetts with disabilities in order to help
them follow classroom expectations and routines.

| think the kids who are labeled “sped” [specialieation], not all that are labeled

sped, but the lower level learners are kids thatl have to take them under my

wing . . . | think at the beginning of the year weally have to . . . set those
guidelines. Most of them [students] can pick itamptheir own [classroom
expectations]. “Mrs. ---- wants this or wants thst’ | think that's important that
we set those guidelines. . . . | think just estdtfig routines and structures are
really important.
Sharon’s comments reflected what all of the paréints indicated as being important for
students with disabilities. It was suggested bypicipants that setting up and
supporting students with disabilities with routirse®l structures that were clear helped
them to navigate what was expected in their classso Overall, it appeared to me that
the participants perceived that students with dlisigls needed forms of extra support
and understanding in order for them to better wstdad the classroom expectations.
However, their efforts did not stop with studentghwdisabilities.

In creating a “small model of society”, all of tparticipants were observed using
some form of behavior system in their classroonm& Jystems or charts described by the
participants included ways students could recepeeltback about their behavior, either
through losing or gaining “points”, accruing stickeor moving a clothespin with their
name on it up and down a classroom behavior chart.

Elsie noted that students with more emotional eamewere likely to benefit the

most from this external structure. In describing biehavior charts in her classroom, she

noted:
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Obviously, those who come with more emotions afag@to need that structure.

They're going to need to know, more importanthguttthe consequences and the

positives. | try to have my chart that says thargene starts at good and you can

go up to great or amazing and you can go downrte tiut and parents are called.
In my observations in her classroom, | saw a léagenated chart with seven different
levels where students could place their persordkigthespin. During my afternoon
observation at approximately 2:00 p.m., | notideer¢ had been some movement of the
clothespins during the day as the clips were seattep and down the chart. Even during
my brief time in the room, students were asked ¢wartheir clips up and down the chart
based on their positive and negative behavioreast one student had moved his clip all
the way to the bottom of the chart for not follogitihe rules and another student in the
class was asked to move her clip up for helpingamather student. It was reassuring to
see that the system was used to both reinforc@@vide consequences for behaviors.
Just as is true of “society,” Elsie seemed to p@drto implement a system of feedback
that promoted students’ understanding of the appatgmess of their behaviors based on
classroom rules and expectations.

It seems clear to me that Elsie, like the othetiggpants, wanted the students to
understand consequences but also to provide ansygtere students could monitor their
own behavior. Elsie seemed to believe that usiegttart helped both she and her
students to share this responsibility:

It's a big help for me and it's a big help for #tadents to know “Oh wow, |

really excelled today and | can do even better toowa” Or it helps them to see

“Oh, | broke a rule here, | broke a rule here” #&gltlithem how many times and

how many warnings they've gotten. Sometimes I'kethto student and | don't

even realize, “Oh my goodness, | didn't realize Imaany times you've broken a
rule today.” | think it's a big help to keep traakormally of the [se] things.
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Though a process for monitoring behavioral progress present in Elsie’s classroom,
consistency in providing corrective feedback wass Riom the observations and
interview, it seemed clear to me that studentseinckassroom, especially those students
who were either struggling emotionally or were igfggd with emotional disabilities,
may have been given feedback about their behawiondt the instruction needed to help
them meet classroom expectations and improve blediavior. Her statements indicated
to me that the number of disruptions and warningeevmonitored but feedback was not
always utilized as often as it may have needecto b
The expectations of the participants were not exjylained in behavioral
contexts but in academic as well. The participaffismed that students were provided
targeted explanations about how they should acasmptademic goals. Nancy
discussed her perceptions about how to accomitsdetgoals.
| try to make my expectations very explicit by wirg out 1st, 2nd, and 3rd, what
you [the student] need to do. At the very beginrohthe year, it was one step
directions [given to students]. Now they're abléok at the back easel and
realize “Okay, | did this. What do | need to do navhat are my choices?” Come
the second half of the year it's more of a workstgmario. | just feel like
learning is all day long.
| observed Nancy being very clear about what sh&eudato get accomplished in class
and how she students expected students to behaveento achieve those goals. The
layout of the classroom reflected and was organeednd these goals with posters,
charts, graphs, and pictures that outlined howesttsgdcould accomplish specific tasks.
The objectives for what needed to be accomplisher@ written on the board and
described at the beginning of her lessons. Shedbascribed how either groups of or

individual students could accomplish those objediat each of the different learning

stations.
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These directions and expected accomplishmentstiweneincorporated into the
instructions at each station. For instance, inanea of the room, she had an easel with a
large piece of paper printed with the date andctimas for what to do at the specific
station. She clearly attempted to make these ictstrufun and engaging. It read: “Dear
Friends, Hi! We will finish our Lulu Lovebirds togaWe will start a creative story about
Lulu too! Love, Mrs. [Teacher’s name].” Studentsneato the station and seemed to get
right to work; most of the students seemed to kmtat they needed to do. However,
there were a couple of students who seemed conflrsede instance, | observed a
student speaking Spanish to another student amtimupio the easel. After some back
and forth discussion, the student went and gotrthterials she needed to complete the
writing. It seemed to me that even though Nancypgradided many good supports for
students, a student who was Spanish speaking He/éohelp from a peer to understand
the expectation.

Other participants provided similar types of suppto those of Nancy. Charla
posted her objectives for the day and went thraaygh activity at the beginning of class
to discuss what needed to happen throughout tks pkriod. Afterwards, she explained
how students would be working with her in a smadiup while others worked
independently, she demonstrated her monitoringledrastudents by providing reminders
of what they needed to be accomplishing. In addljtshe told students to use specific
resources in the classroom in order to completest&&he directed two students to look at
a poster on the wall to complete their writing gasient. In many ways, it appeared that

she was attempting to help students learn howatm ldfrough using visual aids within
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the classroom so that they would perhaps growrdest on her direct verbal
instruction.

In ensuring that students understood classrooraatapons, it appeared to me
from the interviews and observations that partictpdirst attempted to think about how
student characteristics influenced their own tmgkivith regard to setting up those
expectations. Then the participants provided suppmth behaviorally and academically
so the students could understand these expectaliovess clear to me that the
participants tried to provide ways for studentsianitor progress towards these
expectations, however, some of the participantsieddo miss the importance of
providing the explicit instruction that studentseded to learn how to accomplish what
was expected.

Student Characteristics

A variant category related to gender emerged withéncontext of classroom
practices and discipline. Historically, gender had a low to moderate effect on
classroom disruption (McClowry et al., 2013). Howegwsome of the participants
indicated that gender may have constrained thpic#y practice within their classrooms.
Gayle described her experience of needing to ktiivities last year because of the “mix
of students” which seemed to mean that she “hae fnoys.” Further investigation
indicated that she did not perceive the boys aslaéigg their behavior appropriately and
that they did not abide by her expectations inclhesroom.

Neil indicated a similar experience this year exd¢bat he did not attribute the
difficulty to gender, but rather the developmeteakl of the students. Of note, he stated

that he taught the grade following Gayle who wathesame school and he understood
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the difficulty that she had encountered the previpear. He went on to explain that he
believed that “...this year's group is a highly imaratgroup, very social. So you kind of
have to be on them all the time. So this yearel like a mean teacher instead of the
mentor.”

While one participant attributed the behaviorseéodgr differences, another saw
them as developmental immaturity. Regardless, boted that the specific attributes or
characteristics of this cohort of students seeroedtér their typical practice as teachers.
They found themselves offering fewer activitieseagaging in “mean” behavior. Student
characteristics seemed to play an important roteemperceptions of a few of the
participants. They appeared to believe that maléestts were more immature and
unregulated than their female counterparts. Fughpporting this conclusion was my
observation of Charla who did not seem to redigats at all, and redirected the boys
several times even though there were fewer of timetime classroom. Her statements
even included the term “boy” in statements like §Bpplease sit down” and “Remember
boys, you have to be within arm’s length of eadfeat There were no observed
comments or redirections that included the termisdiFor this specific teacher,
interview and observation data indicated that gefide, an inalterable variable) may
play a role in her perception of her students &edptractices she used in the classroom.

When participants were asked how I [the intervigdweuld experience learning
in their classroom, they described “many diffenealys” of how they structured learning.
However, the answers participants provided couldrb@nged into the two different
general categories of (a) intentional student graypnd (b) deliberate adaptations and

instruction. One comment by Gayle stood out agjode fitting in either of these
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categories and instead reflected the degree towghe routinely used a variety of
teaching approaches so she would not have to &ofagry one learner, but could try to
meet the needs of all students:
Depending on the day, there would be teacher lgdtees. There would be
talking with your neighbor about what you're figugi out [and] whether you
agree or disagree. There would be independent wark would have a chance to
see what you could do on your own. There are &waaf types of activities. We
do math games, we do math assignments on compwedn paper and pencil
activities. Students do work on the board and destnate their work on the
document camera. So [ am] fully engaging in eolodifferent ways that would
hit your particular area.
These practices and others such as small groupatisin were reported by participants
as a part of their general approach to instructitowever, when the participants were
asked to describe the intersection of student ckeniatics and their ability to learn or the
need for individualized support, they provided mspecific details.
Intentional Student Grouping
Small group instruction was described by all & garticipants when they
recounted how they worked with different groupseairners including diverse learners.
The participants consistently described studenthkigher” or “lower” learners and
discussed how they grouped these students intopheudfroups. Harry explained, “In one
class, | have three different groups at three dffelevels. It means I'm teaching three
different levels.” The intentional grouping of seuds was explained by participants as a
process of using assessment and observation totheeeéeds of “higher” and “lower”
groups of students. While tracking has long beentified as an illegal and inappropriate

practice (Hallihan, 1994), it appeared that teaxheutinely grouped their students by

ability and it was not always clear how flexiblegp membership was across the course
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of the academic year. However, on some level ieapg that the participants were open
to changing groups based on student need througheyear.

In order to determine these groups, the parti¢gendicated they used different
forms of assessment and observation. Gayle dedcailferly “in the moment” process
for dividing students into groups based on completgsignments and her measure of “I
will do a pile of ‘has it’ and a pile of ‘does nloave it.”” Other participants spoke of
using a more formalized process and relying on,dateh as a reading screener (i.e.,
Dynamic Indicators of Basic Early Literacy SkilBIBELS), to group students. Neil
described his experience of grouping based onrdiitdforms of progress monitoring and
how this varied depending on the content area:

At times we do exit tickets. For writing we do aekéy edited piece. | go through

their writing and help them edit. So | am readihgit writing every time they

write something. In reading, we ability group. Sishwny reading group every
week we're testing on our unit test and every margldo DIBELS testing. We

do AIMS web testing for math in terms of basic lskjand] basic computation. So

there are a lot of little checks.

When she described decisions made about lower grdigncy stated that students were
in “very small groups [receiving] intensive helpsked on testing data that we give

them, based on their daily work, based on their i@sts. We're trying to see what skills
they are deficient with.” | observed every partanp using small groups in their classes
to support students. All of the participants pr@ddome type of small group direct
instruction and described a process for how thesapg were created through the use of
assessment and observation. Further informationgaised through progress monitoring
of these groups and with individuals within theseugs. Nancy stated, “I can pull small

groups in and see right here what they are doing[In whole group] it is harder to get

that instant understanding.”
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Those students with higher levels of functioningpalvere grouped using formal
assessment and observation. Gayle discussed hovbsbr/ed a couple of students who
she needed to move classes due to their highyabilit

At the beginning of the year | had two students wiaoe just head and shoulders

above the rest of the class. They're always raigieg hands and it was always

difficult because the rest of the class couldn’vmat the same pace that they
could. These kids could keep going everyday bubftein have to go back and re-
teach things the next day or we have to go ovecdmeept again or we would
have to correct their [the lower students] homewodether as a group to see
where they made their mistakes, whereas, thesetiver kids got it. They always
had the answers. As much as killed me | had to nttoen to a different teacher
because it put them in a class where they can ralove faster. So for those kids
who can move on quicker and understand the condepysto push them along
faster. In my writing class have done the sameagthue leveled my writing
groups | have a high reading group because thegtdeeto move along faster.

Participants described students with higher legékcademic skills as needing
more independent and challenging work. Elsie stdtegive them [higher students] more
challenging work. | try to see how | can excel xpa&nd their learning.” During my
observation, | noted these students being pladedsimall groups who worked
independently in class. Harry described how heqaldbigher” students into an
intervention class that worked on more challengnaderial. Just as developmental level
and gender might affect teaching practices, it gkear that perceived ability (i.e., higher
vs. lower) was an important factor in how teachmovided instruction to students.

Participants seemed to believe in the necessipyaging students into smaller
groups to better target their needs in terms ofexdrand pacing as well as be better able
to evaluate student progress. It also appearecetrthat intentional grouping strategies

changed participants’ instruction so that they ddag more intentional. Being intentional

means that the participants could gear their ioitya so it corresponded with the
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perceived needs of learners. In doing so, thebedl they were able to modify their
practices and provide students with appropriatéerdn
Deliberate Adaptations and Instruction

Throughout my interviews, | had the sense thai@péants believed in the need
to establish good classroom expectations and gstugents appropriately so they could
target instruction and content to each studentoBdyhese strategies, participants also
indicated several ways in which they provided datiibe instruction and adaptations for
different groups of students such as “lower” studestudents with disabilities, and
English Language Learners.

Reaching students who were considered “lower” adamic skill was described
by participants as providing adapted work that desreased or shortened or
accommodated for vocabulary. Participants indic#tatl students of color, impoverished
students, or students with disabilities were oftenstudents in the “lower” category and
needed content adaptations. Charla described anpde@f how she adapted a project
for students with “diverse” learning needs.

| knew that when | put the project together, | knlemas going to have them do

fewer of the requirements then the other studesmtause | knew they wouldn't be

able to handle it. For one little boy it's not orayspecial education issue, it's an

English language learning issue. His family speganish. Then [for] another

boy it's an English language learning issue. | khews going to need it changed

a little bit to make it easier for them. With thémull them aside and told them “I

want you to do these two assignments.” They weitdeabit easier and a little bit

more geared towards what they could understanthbytcould still show what
they learned.
It appears to me that Charla viewed ELL as neeldisg requirements and lower content

than that of their general education student caopatés. It was interesting to note, that as

much as participants endorsed the importance dfis@mt behavioral expectations
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because it was part of “society,” similar expectasi did not seem to hold for academic
expectations. This perception seemed to be shagrédtelnther participants, as it related
to other diverse groups (e.g., students with digegs). As expressed by Louise, “. . . if |
have an assessment, some students will have abaokd Whereas, general ed.
[education students] would not have that. That$elph the assessment piece of it.” As
these statements indicate, shortening or decreffsgngequirements seemed to be a
common practice of the participants. The followmgte was Heidi's statement about
her commonplace and deliberate practice.

As a typical practice | modify the content arearfor low kids. First of all,

instead of having 20 words they will have 10 wapdsspelling tests. When we

work on writing stories, | will make paragraphs dlera simpler than when | work

with my high students.
It seemed that participants believed that adagtiegcontent and curriculum by having
fewer requirements fit the needs of diverse leaner

Reducing the requirements and accommodating voaabwlas not the only
deliberate type of practice used by the participamimeet the needs of “lower” students
or diverse learners. More focused interventionghese groups of students were
accomplished by providing individual support ande&ted or guided practice. In
describing the way she provided individual helgafichool, Elsie noted,

| have one student who comes in four times a wesk i very capable but has a

hard time focusing. He is ADD (Attention Deficit pigractive Disorder). . . .

When he has to work independently, he has a vdifigudt time finishing his

assignments. That is why he comes before school.

Like other participants, Elsie indicated that siedtto help students any way that she

could. Louise explained the reason for her effagis’...because they don't need to carry
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the label of failure throughout their life. Becaufthey don't get it here [opportunity to
learn here at school] then they carry it how mamyeryears?”

It was evident to me from Louise’s statement tiat gerceived the need to give
diverse learners opportunities to be successfid.&#o shared support for her statement
in her interview when she discussed an examplestiaéegy she used when she had a
number of diverse learners fail a test.

| had several kids [diverse learners] who failddst. So | let them retake it or

make corrections. | had them make correctionsytand bring up their

grade which most of them did. . . . Because | dbtimik that they'd get anything

from failing. | don't think that that does anythifay them except give them a

label that they don't need.

Louise seemed to have a lot of compassion for atedend intentionally provided
opportunity for students to be successful. Howeweopserving her classroom, some of
her statements seemed incongruent. For exampl@gdume observation Louise was
working with small groups of students who were séatround a crescent shaped table,
with her seated inside the crescent were she wags@hccess all of the students. There
were five students at the table including one mdydent of color) and four girls (three
students of color). | monitored the comments amedtithe she spent working with each
individual student in editing papers their writifay a social studies assignment. She
spent six minutes editing and correcting the paperfemale student [who appeared to
be a typically developing white student]. The femdbshe gave included the following:

Remember, research is facts and not what is impoidayou. What do we do

with book titles? You know what to do with firsiext, last? Remember what we

do with numbers? Write them out. You can include gart because it is a fact

and this is a fact but it is a personal fact. Satwlou want to do is look at this
and take out the personal. Does that make sense?
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During this time, the students of color at the ¢éaddt and waited patiently. She
then spent 20 seconds editing the boy’s [studeoobloir] paper before providing
feedback. The feedback to this student was expiesse

What do we know about those four presidents? Buatwib we know about those

four presidents? What were they to New York?” Whesearch is this?

(Sarcastic tone). What were they in New York? (Aasgiven) Yeah. Don’t you

think you should have included that? In your introiion you don’t want to start

listing stuff. For example . . . (Pulls first gslpaper as example to show him).

You see how she did that? She didn’t write anysfagtie just talked about the

standard introduction. (Yours) is great, you jaditéd about your facts that you

will be writing about.
The comments she made to the girl appeared toffeeedtit in nature than what she stated
to the boy. The comments to the girl seemed magrpative than those she made to the
boy although she concluded with a confusing comrtteatthis paper was “great.”
Additionally, he was there to observe the commshesmade to the girl and then had her
work used as a model for what he needed to dooAgh her intent may have been to
provide opportunities for diverse learners to becsssful, she may have had some
difficulty in the delivery of these strategies.

Other participants appeared to have more sucodhgir delivery of
individualized support. When | observed Nancy, dwivery to individual students in
small group was very deliberate and broken dowmd&its appeared to be able to
successfully complete the tasks she asked theonmgplete. She gave the students

explicit, targeted steps and specific directionubbimw to complete them. Nancy

described her success with a student in a similat®n.
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| was really pleased because this one kiddo hatditime putting his thoughts

on paper. By pointing to a detail and saying “I ane sentence about this

detail” and then showing him we're going to wribeat this detail. By having
him tell it to me and then write it and having hiemember the capital and end
mark for him he made three really good sentent@gag again not having him
think about | have to write all of these thingsstjone thing at a time.

Overall, it appeared that all of the participacdased about the students and
provided some level of deliberate adaptation asttuction. However, some of the
participants seemed to have more success in theegebf these strategies.

Prescribed Curriculum

A variant category that arose in the follow upcdission points with four of the
participants was surrounding some of the diffi@dtwith the new prescribed curriculum
identified by the school district. For certain sdip like math and reading, some of the
participants remarked about the degree to which Itleieved they were constrained by
the curriculum prescribed by the district withléttoom to modify or individualize in
order to accommodate individual learning stylese Pphrticipants seemed to express
being grateful for having the structure, but fragtn with the limitations that were
placed on them. One participant expressed herétign by stating, “There are a lot of
things that are mandated by people who are ndignrenches. There are people who
have no idea but are telling you what to"do

Generally, these participants seemed to providetsired support for students in
different ways. The interview and observationabdatlicated to me that they believed
that providing clear classroom expectations, inberily grouping students based on
ability, and deliberately providing adaptations amstruction to facilitate academic

success of all students including diverse leamerg importance aspects of their

practice. However, some of the participants seamettuggle with their implementation
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as they identified student characteristics suchessler or level of maturity as affecting
some of their decisions about the activities theyl use or the ways that they would
interact with students. Furthermore, although meese able to modify their
expectations, content, or to accommodate diveesaées, others believed that the use of
the district identified curriculum hampered thoferts.

Self-Regulation

The theme of self-regulation was the first witthe framework of external factors
to the teacher as related to students. It is ajreaddl-established that self-regulation is
important to student performance in school (Blaib&mond, 2008; McClelland, Ponitz,
Messersmith, & Tominey, 2010). Isquith (2014) iraded that self-regulation has been
called many names including executive functionceige control processes, cognition
control, behavior regulation, higher order cogmtprocesses, and self-regulation among
others. These diverse terms and definitions résutt theoretical differences as the
construct has been analyzed across a variety aptirees (McClelland & Cameron,
2011).

The description of self-regulation provided by Walhd Kass (2014) most
closely reflects how participants in this studyatdsed it. In their conceptualization,
Wolff and Kass (2014) divided self-regulation ifichool Smarts” (i.e., task initiation,
time management, sustained attention, organizamonplanning, working memory) and
Social/Behavior Smarts (e.g., emotional regulatcmmplex problem-solving, impulse
control, cognitive flexibility, and social thinkingAfter reviewing the participants’
responses, the research team extracted two cagedbat generally aligned with the

dichotomy presented by Wolff and Kass (2014). Sttdé¢tention and situational
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awareness were identified as being the two moshafoted subthemes within the
overarching theme of student self-regulation.

A question one might ask is “How can a teacheessa student’s self-
regulation?” It seemed clear to me that teachdrevsel they knew about students’ self-
regulation skills as reflected in the followingtstaent by Sharon:

You can tell by looking at them. You can totall{l.téve worked with those kids

that aren't responsible by helping them organmgeptget them organized. Show

them some techniques “Hey you do this insteadisf’tAs far as identifying

them, you can just tell by looking at them. Becathsg'll come into your room

and have heaps and mounds of stuff. Those thatrgamized and have it together
are organized and have it together all the time.
More simply and directly put, another participaxplained what she experienced
“They’re not very organized in their thinking. Thaye not very good at multi-tasking.”
Student Attention

All of the participants indicated that studentgisgroom performance was
impacted by their ability to pay attention. Onetgrant distinguished students who
thrived from those who struggled in the classrooith wegard to their ability to pay
attention in class:

They pay attention in class (thriving students)o3dnwho are not (struggling

students), they just rush through stuff to get darkout really taking their time

and just want to move on to the next activity. Thiegy struggle or they're not
paying attention during the lesson or they're bldmng something else that they
shouldn't be. So then they miss part of what I'esenting or teaching or showing
on a smart board or something like that.

Students’ ability to attend to detail in organizihgughts and materials was
prevalent throughout the participant interviews abderved in the classroom. The

disorganization students’ experiences with thesutfhts might be manifested in their

inability to attend to classroom production andamigation. Participants indicated that
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students with self-regulation problems failed beesaihey rushed through work and were
unable to engage in meaningful learning. Partidipaeemed to believe that they were
unable to engage students or help them with margtx concepts unless they had the
ability to attend in the first place.

Specifically, participants indicated that diversarhers such as English Language
Learners and students with disabilities struggteday attention. Given the
demographics of this school and the classroomiseset participants, nearly all of the
students who were identified as ELL were also sitglef color. The participants often
used the term “ELL” to indicate a group of studemt® they saw as having difficulties
with self-regulation.

Louise indicated that she groups her ELL studelotsgawith her students with
disabilities at a table with her para-educatorhs this person can help them focus and
attend to classroom instruction. | was able to nlesthis practice during an observation
in her classroom. The class was described by L@agssemixed class of students that
included ELL students, students with disabilitiésd gifted students. During my
observation, | saw that there were about 30 stgdartier class and every available chair
was occupied. The special group at the table weegdd at the back of the room. Six
students seemed to be crowded around a small atestaped table with the para-
educator seated among them. Louise was at thedfahe room providing instruction to
the whole class as they reviewed content speefiminology. Throughout the
observation, the students at the table group seéoeel disengaged and were not paying
attention. However, it was also noted that mangiogtudents in the class were

exhibiting the same behavior by having side coratess while Louise was talking.
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Louise provided redirection for students who waoé paying attention such as
“[Student name], that doesn’t look like anythinguymeed to be doing!” Her directives
seemed to have little follow through by either beher students. Students continued to
have side conversations without consequence asositi@ued the task at hand through
whole group instruction. From this observatiorappeared that teacher perceptions may
have been misleading. Although Louise specificalfntified diverse learners as
struggling to pay attention, this problem seemeldetanuch more pervasive in her
classroom. At no time did she reflect on how shghmimodify her own classroom
management or instructional strategies to moreedey engage all students. From her
perspective, it seemed that grouping the studeitits“gelf-regulation” problems at the
back table was the best she could do to managsttlagion. It is not clear why she
perceived these students as struggling so much tianethe other students in her
classroom. Louise was not alone in her percephahdtudents with disabilities had more
self-regulation problems. For example, Heidi notd8diey (thriving students) listen to
every little word that you say.Those that struggle are ones that do have learning
disabilities and that kind of thing.”

Difficulty with self-regulation were also describad a characteristic of
impoverished students. Participants generally tepdhat because of having “crummy”
home lives or being “needy,” impoverished studeetgiired extra help to regulate
behavior. Participants view disrupted home life andoverishment as things that were
outside a student’s control and were generally ssthedic regarding these students. They
attributed the students’ struggles to their homarenments where they did not have the

stability needed to self-regulate at school.
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When Elsie was asked about the similarities ofggfling students, she stated, “A
lot of attention issues for sure and low socioeooies. | see that a lot.” She also had
concerns about impoverished students attentiomeanking memory.

Are they listening to me . . .? Are they thinkirgpat are they going to

remember? Some kids don't remember things andw khat they were dealing

with hard times in her life.
This participant provided an artifact that was@ewa clip of students performing a skit
with sock puppets while they “hid” under a tabl&eTsock puppets had faces drawn on
them with a black marker. The use of these soclkeigpseemed to reflect low cost
resources used by students for an important cléigsca showing student work. Since
this district serves many students from low SE&téahs not a lot of funding for teacher
resources. Therefore, this participant’s use ok gappets represented a creative and low
cost method for teaching a concept and engagimgsts. At the beginning of the clip,
Elsie could be heard whispering to a student “Thelg it, they’ll do it” in reference to
this student’s concerns about other students patiegtion to and completing a specific
part of the show. By saying “They’ll do it” Elsieesmed to be trying to indicate her faith
that the students performing the show would pagnétin to their part and will be able to
deliver their line when it was their turn.

During my observations of Elsie, it was noted gfa provided instruction that
directed students to attend to specific informati@idter this, | want you to really pay
attention to what a solid is (in video) becauserattis I'm going to ask you to go touch a
solid.” She also directed student attention by fhog reminders to be quiet during a
movie, asking students to clap if they could heat Bnd saying “shh” during

instructional time. On one occasion she used aesemuof directions, “Let’s see if | have
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everybody’s eyes, we're still waiting on about ®ple. 2 more people’s eyes, oh there
we go.”

The participants indicated the belief that evesugh students’ perceived self-
regulation was external to themselves, they caulgbict students’ skills through
establishing clear expectations and using inswuoelistrategies that captured students’
attention throughout the year. Gayle stated:

| guess | have expectations. | will go over therthatbeginning of the year and

I'm pretty consistent. I'm constantly checking badth them, reminding them

things like “You have to bring your supplies tosdaYou have to have your

homework. You have to pay attention when someoseeisltalking. If a fellow
student is at the document camera you can disaentalking to each other.” |
always taught the class, “If someone is explaimimgneed to pay attention to the
person that is explaining.” | think part of it isvays reminding them that they do
have time to talk. “There will be turn to your nler and talk time you'll get that
that's not this moment. This moment is about pagitgntion to the person

that's presenting.”

Overall, it appeared that participants generallielbed that certain student
characteristics and environmental circumstanceatiegy affected their self-regulation
and attention. Although some seemed to see thesetaf the students as beyond their
control, others indicated that they were able ip raprove or control attention at some
level through their own actions (e.g., clear exagahs, reminders, focusing on the
positive, and engaging activities).

Situational Awareness

Under the theme of self-regulation is the categdrsituational awareness and as
noted, was viewed as similar to the Wolff and Kg@&x4) element known as
social/behavioral smarts. Situational awarenessdeasribed by the participants as being

able to understand the appropriate behavior fovengsituation. The participants saw

students as struggling with their ability to haiteational awareness and being able to
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maintain appropriate emotions and behavior. Hathege skills was viewed by
participants as important to success at schoohdny instances, participants described
students of color, impoverished students, and sitisdeith disabilities as having
difficulty with situational awareness.

During one observation in particular, there seetodak a disconnect between a
participant’s efforts to teach class and a studentonstrating poor situational
awareness. Upon walking into Charla’s classroonaticed the dimmed lights and soft
music playing in the background. There was a sgrallp of nine students in the class
and was represented by 56% students of color a¥dwidite students. Charla sat behind
a small crescent shaped table designed to be asestituct small groups in close
proximity. Instructions were given to the wholesdaegarding the activities that students
would be doing that day which included independesrtk and group work. The group
work included instruction on and an exercise in parmg and contrasting through the
use of Venn diagrams. The two groups went througbugle of rotations of group
instruction from Charla.

During both sessions with one of these groups,@esit of color (who was also a
student with a disability) was consistently givemleit instructions and redirection for
behavior. He was observed moving in his chair,ditanup, and crouching with his feet
in the seat of the chair. In one instance, theestubkft the table where instruction was
being given to sharpen his pencil without askinigaa redirected him by saying
“[Student name] that's enough. Please come batkettable please.” Other instructions
and redirections given to him by Charla includdbing him step by step how he needed

to work independently and where he needed to sit.
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Although this observation clearly demonstrated siglent’s lack of situational
awareness, other participants also noted that meeyse students had the same type of
difficulties, but to a larger degree. Some studéatge disabilities such as ADHD
(Attention Deficit Hyperactive Disorder) impactitigeir ability to be situationally aware
and self-regulate. Gayle discussed how she fowsalution by stating:

| had a kid who had a hard time keeping his chaithe floor. He’d have three

legs off the floor and one leg on. He has one o$é¢hgiant exercise balls now that

he sits on. He’s the only one in my room that hasd of course the other kids
think that's not fair. I've not had a problem whilm being out of his seat since

he started.

Participants noted that some students struggle sitilational awareness and need
support with it because of their emotional disaiedi. As Elsie indicated:

Others that struggle are ones that | think struggfle their emotions. You know

we try to be patient. We set up behavior plansthatkind of thing. And they are

still successful and they still learn but | fed&ldieach day is kind of “Okay, what's
going to happen today.” Trying to feed on their &iorg “How are they feeling

for the day? Alright, am | going to be able to tiegm to complete this? Do | need

to reduce the assignment? . . . or are they thin&bout all these other

emotions?”
Through these brief examples, it seemed like ppeits had ideas and strategies around
how to manage some of the behaviors, but theyradged some of the continuing
problems such as perceived unfairness from othelests and approaching each day
with a certain wariness because of the perceivedadgiictable nature of some students.

The participants tried to support these studentts ehavior plans and in other
ways, as well as, such as seeking support for thisth noted:

The principal has suggested a time out (as a st)gmwi have a timeout chart

here. We have one student who is on a behaviorrglahnow. We’'re doing the

back-and-forth notebook (for parent communicat&m) any time he throws
something he is out (of the class). [In one instquhe got frustrated so he threw

his pencil. | told him “No, that's bad behavior'datihe principal said “Never call
them bad but that it's bad behavior.” . . . | s&f@u're going to sit out in the hall
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and I'm going to set a timer. When you are coolé¢tioner goes off), I'm going

to come out and talk to you so you can come backas.” Then | said “It's time

to come back in class and we discussed what hag@ermewhat we're going to

do next time to change it.”

Overall, the participants seemed to place speai@hasis on students’ abilities to
self-regulate, pay attention, and behave in a maapyropriate to the situation. These
were mainly viewed as problems that were extem#ie participants and most often,
beyond their control, although some shared spesifategies used to help shape more
appropriate learning behaviors. Many times studeitts disabilities were identified as
having the most difficulty in this area. Althoudfig might be an overgeneralization, it is
also true that many students who have learningfises or are diagnosed with
emotional disorders or attention problems, wilelikstruggle with self-regulation (Pears,
Kim, Healey, Yoerger, & Fisher, 2015). Howevenyds interesting that in some
classrooms, students of color who spoke anothgukage or who were impoverished
were also identified as struggling in this area.

According to attribution theory, those who viewattribute behaviors as beyond
students’ control will likely respond with a morgngpathetic response. In some
instances, this was observed (e.g., whispering todividual student who was
struggling). Other times, a participant’s reacts@@med more punitive such as
reprimanding a student in front of the entire clagsribution theory would suggest that
the participants who reacted punitively would pere¢he ability to self-regulate under
the control of the individual student.

Desired Learning

The theme of Desired Learning represented thegyaatits’ perceptions about

students as learners and their motivation. Theqiaants statements seemed to
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differentiate students as self-motivators or agathkn fact, Sharon, when asked about
students without motivation, explained, “that stutidecome in frustrated if they [think] ‘I
can't learn. I'm stupid’ and they're going to negtta support because trying to
overcome that is just huge”. All participants agr#eat there are students who “thrive
[and] want to learn and want to be here” and tleaire drives student confidence,
excellence, and motivation. Under this theme tineree two general categories were
derived from the data specific to perceptions ofisht excellence and student effort. A
typical category under this theme was student denfie.
Student Effort
Participants described student effort in termseefirsg certain students do more
than what was expected and understanding the ianpaetof their education. Students
who “want to learn” and “want to be here” were déssd by participants as initiating
guestions that extend beyond the content of thaesses. Students who struggled were
described by participants as uninterested and ingcand having factors such as home
life, emotional problems, and culture that integfixvith their learning. Harry described
struggling students as having:
A certain level of apathy. | think some studentt gion't get the importance.
Those are the students that | talked about th#yretauggle. They really don't
seem to get the importance of what we are teachiingy get this level of “I don't
need to get this. | don't really care. I'm not gaio do this. It's easier for me not
to try.” And so it's hard to turn that around i tstudent. It really is. Some
students are just naturally motivated and undedstahis is what “I'm going to
need to be able to do later in life and so | begegrit now.” | think it depends on
that person depends on at home life and the culhgyegrew up in.
This quote and the statements below indicate toheweparticipants who perceive

a lack of effort on the part of the student, sttedg interact with or engage the student in

classroom activities. Harry also commented thdtdae students “that do exactly what |
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tell him to do every second every single day” alent students “that could probably
care less about what | tell them to do and thasswho they are.” Gayle stated
remarkably that
The biggest difference for me personally . . . ieethher or not they are trying. |
think if | have a student who is trying, they agerg to thrive. They may not look
like they're thriving because they're low but éytre trying, I'm going to be able
to help them grow. The ones that don't try, whethey are high or low, when
they won't pay attention or they just won't do wWwk or just won't try or put
down their pencil before they even try and sayr'dget it, those are the ones
that don't do well because | don't do well withtthgust tend to be like
“ahhhh!!!"” So the ones that thrive are the onet thy, whether they are high or
low. If they're trying they're going to do bettarmy class.
From this statement and others by these particpérdappeared to me the relationship
between student effort and teacher frustrationavagnportant one to understand and on
the surface seemed complicated. The participamqsaapd to believe that some of the
traits exhibited by students were fixed, as Hatayesl “that’s just who they are.”
However, | also saw from the data that the relatgps could be simplified if the
participants better connected what they also betid¢o be the motives behind the
apparent lack of effort by students. Participamsved student effort as negatively
impacted by circumstances at home, poverty, fasufyport, and disability.
Alternatively, they also perceived student exceléereffort, and confidence as factors
that positively related to student desire to learn.
Student Excellence
Participants indicated that students who thriviheir classrooms are those who
they perceived as demonstrating excellence, a gecategory under the theme of

Desired Learning. These students were seen byatttieipants as those who take charge

of their learning and independently motivate theweseto be successful.
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For the students that are thriving they are selfedr, they are self-motivated.
They want to learn. They come and ask me queséves after class when they
are interested. | have two students right now gymsolve this problem right
here. [Points to drawing on whiteboard] It's a diaa line they're trying to find
the line coordinates and they came after schoahgske how they can find a
diagonal line segment. | don't have any other tids$ do that in my other classes.
... It's interesting. Every kid is different ahdish all kids would be self-
motivated and want to learn but it's just not tasec And those kids that don't
want to learn, | to have to do a little more expiag of why we are doing the
things we are doing and try to instill that sinéeigency with these kids that
don't thrive because they don't have that sensegeicy.
| observed students engaging in behaviors that sgdike ‘taking a risk’ by
asking the teacher to redisplay information that been taken down from the Smart
board, approaching the teacher during independerk t@ get clarification about
material, and students being astute to a teachastdke” on a math problem and
catching it. Gayle modeled how to solve a probleah purposely made a “mistake” in
solving the problem. Students quickly observed pmidted out the mistake as the
Gayle’s gestures and tones indicated she wanteérstgito catch her. It seems to me that
these students were engaged in the learning pracelsshowed they desired learning by
being keenly aware of information presented inglas
In describing student excellence, the participéerisied to describe it in terms
that students were “self-advocates”, “self-drivenr’;'self-motivated”. Many participants
would actively interchange the three word phraskemdescribing students. It appears to
me that by using these terms, participants definegde traits as fixed and internal to the
student. Regardless of the term used, the pamitsgaaced high emphasis on the first

part of the term “self”, meaning that students wiak ownership of part of their learning

process and academic success and failure werelikelgeto be perceived as successful.
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Harry provided an example of how one of his stuslaatvocated for himself and took
ownership of his academic performance which leidhigroved educational performance:

The student was the one who took the initiative amdierstood that he was low

and he said “l want to stay after school at leaseor twice a week so that you

can help me.” I've been seeing this kid consisgearid he's really good about
coming and seeing me for the last 3 or 4 monthshaslimproved in my class
now which is saying something for him because basekis scores he was
several grades below.
All participants described specific student actitret demonstrated student excellence.
Some of the participants highlighted examples tidieved exemplified their perception
of student excellence. One teacher described thahwtudents in her class did not
understand a concept, they “aren’t afraid to askédp.” Another participant described
being “surprised when some of my shy students cameasked for help.”

It is clear, however, that the participants maffieres to help students learn to
demonstrate student excellence and change studigifiskabout themselves when they
did not demonstrate this self-advocacy. Charlaltitegive students an opportunity to
seek out help and demonstrate their desire to.learn

| try not to single students out. We go througraasignment | say to them if you

feel like you're not understanding something coméouthe front table. You're

welcome to come up here and that kind of help.
Webster (2010) indicated the importance of teacheesling to demonstrate
approachability so that students feel more motivared are willing to take more risks.

Other students were perceived as being disengagexifie activities that
followed instruction or did not engage in clasdssion. As noted above, these types of
behaviors led to participant frustration and to edorm of redirection or attempt to re-

engage students in the learning process. In om&nios, | observed a student in Harry's

class state, “I can’t do anymore.” Harry then ttlo& opportunity to encourage the
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student and explain that they could by stating “Yes can. You have me here to help
you.”
Participants indicated that they encouraged stsdergeek excellence. In her
interview, Charla indicated that she wanted toabefore students lost desire for
learning. She noted that she used:
Verbal praise such as “Good job” and [saying thiligs “If you get to finish
early, you can do this.” Setting it up to where y@ve to get this done and then
you can do this. I've been trying to do a lot mairéhat lately. Acknowledging
that they're getting it done. That's how | try fgpaoach that. Do an “earn and
return card.” When they do something | will say “Ging me your earn-and-
return card I'll sign that.” | want to focus mone the verbal such as saying hey
great job so students don't turn something in aimktthat we should get
something. | want them to understand some of thi§ wou just have to do as
part of your job as a student.
Student Confidence
The typical category under this theme was thatufent confidence and the
important role that played in desired learning.didescribed a difference between
thriving and struggling students when she said:
The students who are trying most of time, theycardgident. Something that
helps them to move further is the confidence aeg thspire it. Students who
struggle are not confident and are shy. They'ré¢atong the risk. We have to
help them to feel more relaxed, feel more comfdetadnd it will be the first step
in their success.
The consequences of lacking confidence were appasgparticipants discussed where
the critical gaps were between students who weadeaically successful and those who
were lagging behind. Charla also described a sitnathere she observed a lack of
confidence and how she intervened. She explairedstie attempted to help students on

an individual level.
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A student was really having a hard time understamdi math concept and | was
like | really needed to hold his hand on everygasient. [As] long as | sat there
next to him and told him good job each time, he alale to get it. | told him he
could totally do it on his own. He got a big snule his face.

Lack of student confidence was observed in classsomhen students disengaged
because they did not raise their hands to answestigms in group discussion, avoided
leading activities, or showed reluctance to gei groups with peers. While these
behaviors could be interpreted as a lack of mabwathe participants seemed to
acknowledge that a lack of confidence may appearlask of motivation. Participants
stated that it was “hard” to engage with studerts @wo not show confidence and self-
advocate. The participants found themselves tefitngents “I can't show you any other
way else if you're not going to help yourself.” Tirticipants’ statements suggested the
importance of student confidence to the broadenéef student excellence and student
self-motivation. Each of these elements seemee @ key component to making
teaching easier.

| would say those [students] that thrive are thbsé want to learn and have the

confidence to learn. . . . | think definitely ti{atudents who thrive) are easier to

teach. They listen to every little word that yoy §and] try their best.
Family Support

Family support is a theme that participants ingidads being an essential factor
in a student’s success in the educational setfihignterviewed participants consistently
noted that the stability and support provided byifg members is indicative of the
success students have both academically and bealyi&tability and support from
family members can include parent and family tiomeg-on-one engagement, monetary

resources, and emotional encouragement. Partisipaobgnized that parents may or

may not have the family stability, financial meaosthe understanding of the inherent
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value of parent school engagement and supporstodent’'s academic and educational
success. Charla compared how she grew up to howesheives family life for students
in her current setting.
| realize that families have a lot more to do thdrat teachers can remember.
Another thing that's really different from me isith grew up in North Dakota
where everybody pretty much had the same life. y¥haty had their two parents,
their cookie-cutter lives and I'm not saying thagit lives weren't challenging at
home but for the most part most of my friends, \ad pretty good lives. We're
all farm girls, so we would go home, do our choget,homework done, play
sports. Now that I've come to [name of town] mysklave really been open to
how that's not how life is. It's a lot more chaligmg for these kids.
However, in order for students to have good famsilgport, the participants perceived
that families needed to value education, have Igtali the family, and provide
economic support to their children.
Parent Value of Education
It was clear from the interviews that participapésceived that families who
valued education had students who performed bé&teaticipants indicated that students
who were successful had parents at home who sugapthreir learning through parent-
student interaction, guided their student by hejpiith schoolwork, or provided a
structured household environment. Participantsic¢parent work situations,” “family
discipline structure,” and “promotion of educatiaas examples of conditions that
impacted the family’s ability to support their seud’'s learning and educational success.
Parental involvement was indicated by the pardiotp as a key element in student
success at school. They perceived that things asittomework and work completion

were related to parental involvement with childeémome. As Harry explained, parents

needed to support the school in order to enhanickest learning.
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Parent commitment or parental commitment is a big @f it [what creates
support] and just being there to kind of make shat their students are doing
what they need to be doing outside of school. Bee@mce they leave a building
there's not a whole lot going to do after we le@&@we need those parents to
help us out.

Parent involvement can be difficult, as indicatgdhe participants, because of work
schedules and other family commitments gettindgnewtay.

It appeared to the participants that sometimesdifAsult for parents to support
their students because of lack of a stable hornetsiie or because they did not have
supportive attitudes towards school. It was exg@$y Harry that parents may
sometimes promote a culture of indifference towadwol that is passed on to their
student.

| think it's huge if their home life is hard theg/probably going to have a hard

time here at school if there is not a good roléesyshere at home they're

probably not going to do well with a rule systemehat school. | think home life
and school life can overlap in that way. Theretubliure at home that is kind of
not caring or apathetic that shows in school tabirik it's a reflection of the
parents and a reflection of who they are themselves
It seemed clear to me that Harry believed thab#teaviors he saw in students at school
were a reflection of what parents modeled at home.

When the participants perceived that parents ptedheducation at home, they
believed that it could have a positive influencetloe student and how the school could
support them. Heidi discussed in the interviewgespective of how parental promotion
of education helps and how a student benefited ftom

If the family actually promotes education at home ¢hey help the child all

possible ways so definitely it helps the child trdent be confident, be a person

who will try something new. Parents want to do that they may not know how
to do that and don't know how to help their owrldiiein so these kids are not
confident and this is what we have to do here labaskc | have a girl that came

from a different school last year. She did not li&kdoe there. In conversations
with mom, I've found out that she was scared alltime. | didn't know that but |
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knew that she was shy so is trying to help her beemomfortable. She’s not

doing great but she's doing better as a person 8beeasks questions and tries to

socialize with kids.
It appears that even with support, results may watgrms of the level of success. The
beliefs the participant expressed suggested tleatistierstood that parents’ level of
knowledge about how to promote education and supipeir student was variable as
well.

As part of this category, participants recognizegrtinability to control these
factors but noted that they should be aware of tfegreach of their students. Heidi
stated “You have to know the family situation. larstrong believer that the family plays
an important role in the student’s education impoting and pushing the student’s
education.”

Stability in Student’s Family

The perception of family stability was indicated farticipants as valuable to
student academic performance and ability to mairtiehavior in the classroom. When
the participants experienced a student in thegsctaccessfully completing homework
and fluently understanding the material, they lvelieit reflected parents and family
members holding a student accountable for theicatthon. A lack of success was
indicated as being a reflection on the parentsadhner family members as not
appreciating the value of education nor helpingy tbieident with key skills necessary for
scholastic achievement.

Participants viewed the parents of successful stisdes being able to provide
support and stability through the human resourt@semtal and emotional support.

Parents of these students are perceived by thieipartts as providing high expectations,
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personal attention to academic performance, timeag@ment, and emotional support as
needed by their students. The participants suggéiséd when students do not have high
expectations imposed on them or attention at htimeg, are not able to pull things
together in the classroom. Charla explained thadeems like that they have parents who
are supportive. This part at home is the biggesgtiWhether it is mom and dad at home
or mom and mom or grandma taking care of them, jilmsyhave good examples.”

A variant category related to the framework obgiy and support was the
indication of abuse and neglect. Three of the pagdnts indicated that they knew of
situations where involvement from law enforcemesduwsred regularly at students’
homes for incidents related to domestic violentgsical and verbal abuse, and threats
of violence. These situations were referred tocasfimy” or “horrendous” home lives
for the students and having direct implicationgl@students’ academic performance
and ability to sustain appropriate behavior in¢lassroom. Sharon described a situation
of a student who appeared to struggle significaméigause of neglect to the level that she
did not feel like she had the ability to help him.

His dad had left; his mom was a drug addict. Heraabdy. It was just he and

his mom at home anywhere to watch his mom bringéhgays and he would

watch his mom shoot up heroin. I just couldn'tthedugh to him. And | think |

was his sounding board of | hate my mom, | hatedaxy, | hate my life. | think

my husband told me he is now in prison becauseusipdnd is a police officer. |

do think that that child ended up messed up frdrofat. | just could never get to

him.

All of the participants spoke of the importancestability in families in their
interviews. They perceived that a lack of it resdlin a lack of ability to follow rules and

obtain adequate achievement goals. It was alsaapp@® me that they believed that

parents influenced how their students acted at reomdeat school.
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Economic Support
Student success is also perceived as being a aéshe financial support that
parents were able to give. As Charla stated “Morfaliey don't have the money they
can't do it.” Family financial support was definby participants as the family’s ability
to buy supplies and provide basic necessities aad¢hod and shelter. The participants
indicated that some struggling students go hombduaible” or “difficult” situations
where they have to share congested living spaee, litde to no food, or basic home
utilities and therefore do not have the environmerdomplete schoolwork. In her
interview, Charla described the hardships she leatgdhsome students faced:
| had never heard of 16 people living in the hod$et is so foreign to me. These
kids will tell me how their uncle will live with #&m or their grandma or there
aunt. | think the one moment that really works menas when | was teaching
sixth grade. | had student tell me about their bexr for a writing piece. This
little girl came to me and asked what if | don'véa bedroom? What if | sleep on
the floor in the living room? It just took my breaway because | had never
heard of such a thing in my life. To me | was veawe in thinking that
everybody's life is perfect and it's not. This meaf many stories that have
reminded me of what these kids are dealing withidand day out.
It is clear to me that living in those circumstameeuld not have allowed students to
have the support, comfort, and privacy they nedasktacademically successful. Students
who live in those conditions may not have had akapace available to them or have had
the ability to work in a quiet learning environmeithome. In addition, it appeared to me
that the students would not have received apprgpbasic needs such as good sleep.
Aside of from basic needs, the participant suggestat students would not have
been provided the background knowledge necessdny sniccessful at school without

family means to provide those opportunities. Pgudicts indicated that student

background knowledge is a direct result of the fgability to expose their student to
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media and life experiences. Charla described ttledaexposure of some students to
things that create background knowledge as shedstat

When I'm in my classroom and | have a student ard teaching about the
mountains, it blows my mind that some students mever been to Denver. You
can just tell those students who've had thosekfgeriences such as going on
vacation outside of state, or their parents hakertahem to even a Rockies
game, or have taken them to maybe overseas. Youstiell that there's a
difference between two kids. | have one little girmy room who has had a lot of
experiences where her family has gone to Bostorafirmer the U.S., then |
have kids who have only gone as far as Greeleyrtidedt the state. | think those
life experiences make them a little bit more awafrtheir surroundings and other
world and give them more background to make thosaections

When Elsie was asked who is able to provide expeee related to background
knowledge she explained that is was:
Those [students] that are higher socioeconomica@lpse [students] that have
more family involvement. Even if they haven't gatte experience it maybe they
been able to watch it on TV or have checked ouwiakland talked about it with a
family member. Those [students] that aren't chgkehby poverty. When the
socio economics are low it is a lot harder for them
Other groups of students also were perceived abeiog able to obtain as much
background knowledge as higher SES students. Howeven when compared to other
groups of students, the participants perceivedstuatents who were lower socio-
economically (impoverished students) were less tbébtain background knowledge. In
a general explanation, Nancy indicated her peropptabout the differences between
ELL students (struggling students) and lower SE8estts. She states that he lower SES
students understand more and have more backgrowvdédge than her ELL students
by stating:
Definitely my kids who don't speak English [Have teast amount of
background knowledge] and you don't have familied speak English. And if
they are the translator for their parent (I'm fimglithat in Somali and families a

lot). My Somali kiddos they're speaking good Erghslot but their parents speak
French or Somali or broken English. Definitely tadsds. Those are the biggest
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things, my English language learners and thosectirae from poverty. Even my

kiddos who are from bilingual homes, | would sag goverty outshines the

English language learners. Even from my kids whoedrom a two parent

working home who come to school bathed and fedHmit parent doesn't speak

English but they do. They thrive in this environrhkthink because they have

that support an emotional support. Whether or Imey speak English, the families

that struggle financially, those are the kids @&t really hurting.

Part of what the participants perceived as backgtdumnowledge was the
vocabulary to which students had been exposedpatipants stated that being able to
identify vocabulary terms and make connectionfi¢ocdurriculum were enhanced by that
exposure to life experiences and background knaydetiVhen you have students that
have traveled places, have a lot of communicatith their family, and have read a lot
of books...their vocabulary is so much better ang thelerstand things.” Participants
noted that students with the most background kndgéealso “have the most curiosity”
and “ask the most questions” leading them to gentbst extensive thinking by being
able to “make personal connections on their own.

It did not appear that this lack of background kiezlge disheartened the
participants in their efforts to help students vetraiggled with poverty. From the
interviews, it seemed to me that they attemptgqurdoide other opportunities for students
to enhance their background knowledge. Neil desdriis perceptions of what needed to
occur with impoverished students by stating:

When you're teaching academically you have todhlkut more background and

spend more time building that background on mast because a lot of the

[impoverished] kids don't have a lot of experiemath anything. If you are

talking about weather, you have to start at thécba¥ou can't jump in and go. A

lot of kids have experienced weather but they heexeer heard the weather

report. They don't use that to plan for the claghom have never heard of a

hurricane because it doesn't happen here. Or they ever seen a picture of the

mountains because they've never been to the mosrgaen though they are right
there. You have to show them that kind of stuff.
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In summary, | can see from my interviews data thatily support structures can
have a great impact on student academic achievenwiitdence, and maintaining of
appropriate behavior in the classroom. Participegits/ed that students from “higher
socioeconomically” households were more likely &vénstronger family structures
which indirectly supported their own and their sotls understanding and participation
in school. They also perceived that students frmpoiverished households were at a
disadvantage because of the increased likelihooohfimimal family support. Charla
summed up the theme and the participants’ expezgeimcher personal account:

My first 8 years were spent in “name of differeahsol district” and that's where

| grew up. It had no poverty and had all white kids. Then we decided to move

to [name of town] and | never would believe how Intize poverty piece plays
into a child's performance until | experienced it. | have two sons, one is in
high school and one is in middle school. | look atluink about the support that
my husband and | give to our boys both financialg emotionally, and whatever
they need we provide. Then | look at some of thk@de and | deliver Christmas
presents to some of them at their home. . . . Theree family that I've met with

a couple of times because he pretty much goesdtavhenever he feels like it,

10:30 maybe. He comes in a zombie. He has low atadgerformance across

the board. . . . I definitely think that when aldidoesn’t know if they are going

to be able to eat when they get home or | give eonke and some of them you

can feel the panic rising because there's no ode tbwith them. If they are

home they are A) they can't write or speak EnghisB) don't care.
Quantitative Data

After the interview and observations, participametsponded to a short survey
inquiring about future directions they believed Wbsupport them in engaging diverse
learners and assessing student motivation. Wittertdo teacher preparation, 100% of
teachers strongly or somewhat agreed that they prepared and successful at meeting
the needs of students of color and impoverishedesiis, however, only 78% strongly or

somewhat agreed that they were prepared and sfidcatssieeting the needs of students

with special needs. All teacher participants (100épprted that they felt they had
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received ample training to engage with all learmetseir classrooms. When asked about
future or concurrent training for teaching differéypes of learners, the majority (56%)
somewhat or stronglgisagreedhat they would be interested in university tra@i
however 89% somewhat or strongly agreed that trmyldvbe interested in district- or
school-based professional development, developofenprofessional learning
community, or a common reading and discussion forum

This information suggests that the participantselved they were able to
generally engage students in the classroom. Howthey seemed to be somewhat
unsure of their ability to educate students witbcs@l needs. The participants indicated
that they would like to have some professional tgraent in engaging all learners but
would prefer having this training provided througleir school district rather than a
formal university setting.

Summary

Data were conceptualized as falling into two broeghnizational categories as
related to attribution theory. Then, different smeg of information were categorized into
six themesConnection, Teacher Approach, Structured Suppasi@d Learning, Self-
Regulation, and Family Suppotb delineate teacher perceptions and beliefduatest
motivation, especially diverse learners with thalgd identifying areas where teacher

training, support, and resources could be expatwedprove education for all students.
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CHAPTER V
DISCUSSION AND CONCLUSION

The focus of this study was to learn about tealparceptions of what they
believed to be the most influential factors onalehievement of students, including
students of color, impoverished students, and stsdeith disabilities. This study was
conducted in a rural Colorado school district uphgnomenology and the CQR method
(Hill et al., 2005) for data analysis. Through twdlection of interviews, observations,
and artifacts, | hoped to gain insight into thesstaom practices and conditions that
promoted or potentially acted as barriers to studehievement. Understanding teacher
attributions and perceptions as related to stuahenivation may help inform teacher
training and professional development as well asnote more effective classroom
practices with regard to diverse groups of students

As noted previously, this study was guided by BedriVeiner’s attribution
theory of motivation of which there are two palftgra-personal and inter-personal. The
theory lends itself to describing how people ascobuses to the outcomes (success or
failure) of particular events. Generally speakiparticipants were able to describe their
ascriptions as to why students failed or succe@u#ukir classrooms, what they believed
caused motivation in students, and how they peecktleir relationships with students.
In addition, teachers described how they made messn their classrooms around
content instruction, classroom discipline, and studnteraction and how those decisions

were informed by their perceptions of diverse leasn
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One of the main questions of this study was toebetbderstand the perceptions
teachers held for the success and failure of gtedents. In the analysis of these data,
participants’ accounts of their experiences aligwetl with the tenets of Weiner’'s
attribution theory. Consistent with the perspect¥attribution theory of intrapersonal
motivation, teachers tended to see their own peatsdraracteristics (e.g., flexibility and
open mindedness) and what they did (e.g., develoleadd communication) as
contributing to student success. Conversely, froenléns of attribution theory of
interpersonal motivation, teacher participants éehtb understand student failure as
resulting from student internal characteristicg.(dow motivation, poor self-regulation)
or other factors external to themselves (e.g., ppstive family environments, mandated
curriculum). The following sections highlight theersection between participants’
perspectives and Weiner’s attribution theory of iadton.

Teacher Factors that Influence
Achievement Motivation

The second research question addressed partigipanteptions of what
motivated their students and how these factors naigfer across students from diverse
backgrounds in terms of ethnicity, language, anlitybrhe participants believed that
specific aspects of student achievement and madivatere attributable to what they did
inside, and sometimes outside, of their classro@pscifically, participants tended to
ascribe the causes for student achievement andation to their own ability to be
flexible and to create clear lines of communicatath both students and their families,
to develop rapport with students, and to createcired supports so that students could

learn. Whether the participants succeeded or faidldese areas, they perceived that
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these efforts were largely, though not completehder their control and represented
things that they could change.

Controllability and ability to change are importalgtinctions because being able
to control and change circumstances improves the ttht participants would follow
through in continuing to support students. Thathie,more likely they are to believe their
efforts would result in positive change, the makellyy they were to continue with those
actions. This finding was consistent with the wofkVeiner (2000) who noted that when
individuals believe they are able to impact an onte, especially those that have
negative consequences, they are more likely tarid/change that outcome. As might be
expected, participants tended to put forth speefficrt into actions they believed they
could control and change such as their approadhn suitdents.

Teacher Approach

Participants’ approach and emphasis on flexibditg communication seemed to
stem from their empathy towards students. Theyhaftaight to help students and assist
them in solving their problems regardless of thedgraphics of the student. The
intensity of need did not appear to be an isswsipporting students as long as it was
evident to the teacher that the student had a aegédvas willing to try. Participants
identified students’ needs through their own obagowns, communication with parents,
or if the student requested additional support. e\®v, participants’ reports suggested
that they sometimes attributed student lack of ss€to a student being unmotivated and
apathetic. In these circumstances, the participaaishave lacked the empathy to try to
understand the student need. Many participantspaemeived this lack of motivation as

being the result of poor family modeling, a fadiwait was outside their control. This
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cognitive shift seemed to suggest that participaotg viewed the success of this
“‘unmotivated” student as something that could rethanged, and perhaps resulted in a
lack of effort (although that was never explicishated).

Supporting students in a flexible and communicatnanner reflects important
ways that teachers can promote student motivakicefdr, Ellerbrock, & Alley, 2014).

On the occasions that the participants were awlasaident need, the pattern in which
the participants responded to students with fléikygeand communication helped them to
avoid some of the pitfalls of the attributional pess. Participant reports and
demonstration of adapting assignments and instnuetxemplifies this ability. When
teachers support students this way, they do nagmm attributional bias. Teachers may
also be able to avoid some of the attributionas Ibieat can occur if they communicate
well with both their students and students’ fansiloe avoid rigid, stereotyped thinking.

Conversely, if the teachers were unable to detadest need and the student was
perceived as unmotivated, attributional bias seetm@dcur. The participants indicated
that students showed apathetic behavior and weretivated. Understanding that
students may not have the skills and abilitieseitigeir needs met, or not have parents
who will communicate the need appears importaat/tnd the notion that student
inaction is the result of being unmotivated.

Participants described a number of different wtags they tried to communicate
with both students and parents. The results of #te@mpts were mixed depending on the
method used. Some of the participants communidgatedgh the use of newsletters
while others used daily home-school logs. The disewsletters may not an effective

avenue for certain populations such as Spanistksgetamilies or immigrant low
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income families, while back and forth logs and jais help to build relationships
beyond typical school events (Coady, Cruz-Davigléres, 2009; Kay, Neher, & Hall
Lush, 2010). It seemed that the participants waemare of the mismatch between their
efforts and the needs of some of their familiesclwhmade it difficult for good
communication to occur. This seemed to facilitagdttributional process in a negative
way, as some of the participants blamed the pafentslack of school support and
communication, yet held themselves in high regardHeir own efforts.

Some of the participants indicated that the siscoétheir students could be
attributed to their own approach of showing theud of the content they taught and
attempting to deliver their instruction in variedys. Approaching their classroom in
these ways allowed them to engage students inldaining, to make classroom and
curriculum adjustments accordingly, and to cregtestive climate. Teachers who are
enthusiastic about and express love of their carstieza are more likely to create
environments where students engage in learnindesidupported (Watson, Miller,
Davis, & Carter, 2010). Students in these typedadgsrooms appear to believe in the
importance of the material view the classroom clares more positive.

Connection

Connections that the participants made with sttgdand diverse learners were
perceived as necessary so that students could™what they do, while at the same time
provided a foundation for learning and good behawughes et al. (2005) pointed out
that developing connections with students is imgudrin providing opportunities for
academic success, especially at-risk studentspa@tiipants believed that the

connections they made with their at-risk, divertsglents resulted from their own actions
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and interactions with students. They used a vadétyeans to convey to students their
support and to develop that connection.

The participants reported, and were observed, aimgewith students by
highlighting shared personal interests, using pasdttention, and encouraging them to
take academic risks. Observational and intervieta dbso indicated that these behaviors
supported all students including those who wereveot strong in a particular skill or
subject area. As one participant indicated “As lasg sat there next to him and told him
‘good job’, he was able to get it.” By definitiomder attribution theory (intrapersonal),
this participant’s description indicated her peto@pthat the positive outcome for the
student was attributable to her efforts, which lteslin a sense of pride. In this
circumstance, “caring paid off.” This participan#bility to connect with the student
provided the encouragement she needed to be acaallmsuccessful. Research supports
that developing close, personal and safe relatipashith students significantly support
student success (Wentzel, 2009).

Participants might have experienced short ternsesscthrough these brief
interactions, but they also noted the importancesally getting to know their students
and showing interest in them as individuals. U@®13) proposed the idea that good
communication between teachers and students paid@venue for connection, but
genuine interest allows students to be successéuhaher level. Participants perceived
that when they gained knowledge of a student’sqmeaisstory and interests, they were
better able to find some aspect of the studentthiegt could relate to and gain more of a
connection with that student. One participant es$tudy went as far as to watch

professional wrestling, a subject she had no istare in order to gain a common interest
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with some students with whom she had not beentaldennect. Students are more
willing to engage in social and academic tasks wikanhers show genuine interest in
them (Wentzel, 2009). Participants’ actions inédigaallowed them to develop more
positive and deeper connections that helped thallests become more engaged in the
classroom and in their learning. In addition, maptnts believed this practice helped to
fill a gap for impoverished students who were rideédo get personal attention at home.

Further, participants attributed long term studrrdcess to their role as life
guides. The participants wanted students, espgciaiérse learners, to become lifelong
learners. They seemed to hold the belief that tiindbe “care and compassion” they
provided, these students would learn to strivdifelong learning and become “good
people.” It is possible that this idea is the restilong term professional expectations
they hold for themselves and other educationaks$takiers. Teachers have long been
expected to be role models for students and ex¢pduiti decision making, moral
reasoning, and desire to learn in order to progmed examples for students (Lumpkin,
2008). This type of behavior facilitates the typéselationships and connections desired
by teachers, parents, and other educators alike.

In addition to the participants being able to depe connection with individual
students, they believed that the way they apprahtiesr classroom holistically
produced environments that were best suited teestutkeds for learning and growth.
Participants appeared to have the belief that comtuthemselves in the classroom as
supportive, communicative, and caring adults alldwstidents to feel safe, valued, and
able to have their needs addressed. The partisipare consistently observed

addressing social/emotional and academic issutteinlassroom and providing
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expectations for students regardless of colornfird status, or ability. They also
reported their sensitivity to student issues anal tiey adjusted their expectations and
approach with students based on individual chanattss. Building relationships with
students is important and even more importantudestts who enter school more at-risk
than students who don’t have risk factors (McG#atan Bergen, 2015).

Structured Support

Structured support was the third significant wawhich the participants believed
that they influenced student achievement motivafianhelp structure support for
students, participants saw the necessity to pravisimall “society” in the classroom
whereby students had to abide by certain expeotatiss students learned to follow the
rules, they became more successful and could beonutieated by rewards for their
behavioral progress. However, some of the partntgoandicated that gender and
developmental maturity impacted students’ abilityatt appropriately in their small
societies. Boys were perceived as less developthentature and capable of managing
their behavior than girls. In some instances, hala@nger numbers of boys in the
participant’s classrooms resulted in fewer privéle@nd classroom opportunities.

One has to wonder how much the participants’ oiesds played a role in the
perceptions of whether students were able to apiatefy participate. Even when
individuals hold overtly egalitarian attitudes, yrere still susceptible to possessing
stereotypes and prejudice that they may not betaldentrol (McKown & Weinstein,
2008). In the circumstances noted above, the [aaitics’ beliefs may have influenced
their perceptions in ways that supported their respof poor student behavior or even the

types of groupings students were placed in.
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In answer to the third research question regarttiagypes of decisions made by
participants as related to classroom instructi@antigipants indicated that they used small
groups and deliberate content and instruction deioto provide more academic and
social/lemotional structure for diverse learnersviRling targeted academic instruction
along with social-emotional support is importantdngse the targeted academic
instruction may not be enough for struggling oredlse learners to benefit. Weiss (2013)
pointed out that student learning related behavwhsch encompasses social-emotional
supports) need to be explicitly taught along withdemic instruction. Most of the
participants were observed providing these typesipports, however, only a few
provided these supports consistently. At timepjgeared that some of the participants
did not really grasp why they were placing studéemis groups other than deriving a
designation of “lower” or “higher” students basadlweir perceptions or to better manage
the students.

Structured support for students was also apparght ways that participants
provided curriculum adaptations for diverse leasndtost often these adaptations
involved reducing work, using adapted books ancensds, providing vocabulary, and
building background knowledge. Other methods, @asdabove, included the division of
diverse learners into groups according to theicg@iged abilities, both in content
knowledge and self-regulation. These perceptioamse to influence the role of these
types of groups as students were very often desgtials being “higher” and “lower” by
the participants.

Being placed into the separate “higher” and “ldinggoups and providing

particular types of adaptations for diverse leasmeuld contribute to the achievement
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gap present in American education. It has beengsexgbthat teacher expectations may be
a major contributor to the achievement gap betvatedents of color including African
American and Latino students and their White an@isounterparts (McKown &
Weinstein, 2008). The participants in this studgegred to believe they had accurate
expectations and a good understanding of theiestistineeds and abilities but may have
inadvertently promoted differential expectationsoaign different groups of students.
Participants seemed to believe that they were inglgiudents to be successful with small
groups and decreased expectations and may nounaeestood the potential long term
repercussions of their well-intended actions.

Throughout the study, hedonic bias, the act ofbatting success to one’s
personal characteristics and failure to externates, consistently emerged as part of
themes developed from the participants’ resporiSesn when asked direct questions
about not being successful with students, parttgianswers drifted from stories of
failure to stories of success. This type of substih is supported by Sanjuan and
Magallares (2014) who found that people have adeoyglto use hedonic bias (what they
call self-serving attributional bias) as part afittown coping strategies to preserve self-
esteem.

Teacher Perception of Student Motivation

Participants considered student factors as haviagge impact on student
performance and achievement at school. The priegipt attribution theory (Graham &
Williams, 2009) would explain these factors (edgsired learning, self-regulation, and
family support), as part of the interpersonal donsfrom the vantage point of the

participants. Participants tended to view desiezalrling and self-regulation as internal
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factors related to the students and for the mast @& being within students’ control.
Family support was considered external and beyarakats’ control. According to this
attribution theory, if students failed due to wpatticipants viewed as controllable
factors, they would react to it with reprimand gnohishment, whereas, if it was deemed
uncontrollable, participants would be more likedyréact with sympathy. In cases where
students were successful, the attributional prosesst typically induced unless the
success is deemed important or unexpected.
Desired Learning

In this study, the students that were considenedessful by participants were
considered “self-motivators” and students who thilere described as “apathetic.”
Students who were self-motivated were perceiveshgsr to be in school, ready to learn,
and as putting forth effort. These students wesedaed as thriving and as
demonstrating effort and went beyond the genenagetations to take charge of their
education. Consistent with attribution theory, ggsants believed these students would
do better in the classroom, both now and in ther&utStudents who demonstrated effort
were perceived positively, compelling teachersé¢attthem in a favorable manner. Being
treated more favorably might result in better instion from teachers and improved self-
perception by the student (McKown & Weinstein, 2008

Students who were perceived as not self-motivate@ described as “not caring”
and not being engaged in school. These studentsal&s perceived by the participants
as not being able to take initiative, lacking cdefice and effort, and not able to advocate
for their own needs. The consequences of beingped in this manner placed these

students at risk for achievement failure and digegpconcerns. The participants
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communicated a clear frustration and need to diseigtudents who did not put forth
effort because it was something that was perceagecbntrollable by the student. These
perceptions were evident in the interviews andradusome of the observations. For
instance, one participant stated that she would gistudent additional and different
work if the student did not stand up and parti@patthe group activity. In other words,
the student was punished with extra school works phrticular student happened to be a
student of color and therefore considered a diviem®mer and addressing his reluctance
with punishment rather than understanding may aeipd him at higher risk for failure.
In the long-term, these types of negative inteoastimay lead to even more severe
consequences and place students, especially ssunfecttlor and other diverse learners,
more at-risk for the school-to-prison pipeline glet al., 2013, Christle et al., 2007).
Self-Regulation

Participants also indicated that self-regulati@s\a determinant in student
success or failure at school. Self-regulation wefsnéd as students’ ability to manage
their behavior, attention, thoughts, and materilfss theme is similar to desired learning
in that it was considered something to be withudsents’ control, but with an exception
as related to student diversity and ability. Allet categories of diverse students,
students of color, impoverished students, and stsdeith disabilities, were indicated as
having self-regulation issues.

Some of the discipline practices employed by pigdints, such as behavior charts
and systems, were designed to help support therstsith developing self-regulatory
skills in their classrooms. These systems wereepitas all of the participant classrooms

indicating their beliefs that self-regulation skittould be taught and/or facilitated. In fact,
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high quality classroom management practices arigiyy related to student
development of self-regulation skills (Fuhs, Far@mesbitt, 2013). From the teacher
interviews, it appeared that they utilized behasgigstems for this purpose, although
some also voiced concerns that some students wereaily able to self-regulate even
when behavioral supports were in place. In thig ca®ppears that the participants’
practices aligned with effective practices indicaitethe research but did not always
believe in their effectiveness.

Some of participants’ disciplinary practices, hoaewere not aligned with their
beliefs. They were observed to occasionally repnenstudents in a punitive manner in
response to misbehavior. McClowry et al. (2013nfibthat if teachers perceived
students as having difficulty with self-regulatibehavior, teachers tended to provide
more negative feedback to those students. Furthesrtieese authors found that
providing negative feedback to diverse learnerslted in more unregulated student
behavior. This outcome was also observed in thegmtestudy. When teachers reacted
with reprimands for student dysregulation, it we® abvious to me that students who
were reprimanded continued with the inappropriaegvior if the participants did not
follow up or monitor the students after the repmmiaThese types of practices appeared
to facilitate a negative cycle of continued misbhabiaand a negative relationship with
teachers. This ineffective response (i.e., reprosamay also lay the groundwork for
pushing students away from school engagement avatds more negative behavior as
they are ineffectual in supporting student selfutatjon and achievement.

As noted, not all participants seemed to beliea¢ @i students could control

their self-regulation. If a student was identifigdh a disability, this was especially true.
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Participants sometimes reacted sympathetically tdsvstudents who were perceived as
not having the ability to self-regulate. These stud received additional support such as
academic assistance before school. This type gdastipot only allowed teachers to

build a stronger relationship with the studentddab provided extra assistance needed to
help this student succeed. Some practices, howenasrhave a detrimental effect on
students. Participants who reacted sympatheticaliye classroom (e.g., by lowering
expectations) may be facilitating negative stugmnteptions of themselves. Graham and
Williams (2009) indicated that reacting sympathedticto students may provide cues to
students that they lack ability. In other wordsiticgpants who viewed students as unable
to control their actions and then lowered theirextptions for these students may
inadvertently reinforce the idea that the studeninable to regulate his or her own
behavior and hinder advancement in the developuofahbse skills.

Of particular interest were teacher perceptionspetific groups of students who
were perceived as having difficulty. The particifsaoften identified students who were
ELL (English Language Learners) to indicate a grolgtudents who were having
problems with self-regulation. It should be notkdtteven though not all ELL students
are students of color, the ELL students in theasstboms were generally Latino or
African refugees. One participant indicated tha glaced her ELL students (along with
her students with disabilities) at a table with para-educator so that this person could
help them focus and pay attention. By indicatiref the para was there to “help” the
group of students, attribution theory would suggleat this is a sympathetic response
from the teacher and indicate a perception thatljiseegulation was uncontrollable for

this group of students. On the surface, this waglplear to be a good practice as more



150

intensive instruction can be provided to studemthese types of small groups. However,
Weiss (2013) argued that when placing studentmallsyroups, they must be explicitly
taught how to regulate their behavior and thatdélggsups are most effective in the
context of providing small group academic instroietiThis particular participant
demonstrated the use of this grouping strategy#sdn instructional and behavior
management technique and used it throughout théendagr classroom. This response
may suggest a more punitive rather than an empat@broach and it was not clear the
degree of control the teacher assigned to studselfsiegulation in this situation.

Overall the participants did not seem to have #mespunitive perceptions but
more of the perception that the students did netsi® possess the ability to self-
regulate. My observational data seemed to suppattarticipants provided students of
color, as a whole, more redirection and explictiactions around behavioral
expectations. Attribution theory supports that thigl of response as it means that
teachers see it as an uncontrollable factor.

Impoverished students were also implicated as glingywith self-regulation.
Participants generally reported that because ahderummy” home lives or being
“needy,” impoverished students required extra helggulate behavior. Participants did
not convey that they believed home life and impmsyenent was something that was
within the student’s control. The responses thatgérticipants gave to these students
were generally sympathetic. They indicated thay thedieved these students struggled
because they came from homes where they did net thavstability needed to facilitate

focus at school.
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Some students had disabilities such as ADHD (AeriDeficit Hyperactive
Disorder) or other learning disabilities that imfgttheir cognitive control in many
situations. Other students were seen as not alhat@age themselves because they did
not pay attention in class, regulate their behawporganize their materials. Participants
reacted differently based on their perception cairdaused the student’s lack of self-
regulation. Their reactions sometimes indicategnapmthetic response such as
whispering a redirection to an individual studédther times, a participant’s reaction
indicated a punitive response by saying things stsctyou know that is not acceptable
in my classroom” in front of the entire class. WHetparticipants intended to deliver
these different types of interactions dependingp@n they viewed students’ control over
self-regulation could not be determined. Howevemnas interesting to note this definite
variation in response, one that was more suppoféig, private discussion) than
punitive (e.g., public shaming).

Both interviews and classroom observations cordtriine difficulty experienced
by some students in organizing their thoughts aaterrals. The disorganization
students’ experienced seemed to manifest in thability to manage their classroom
production. Levine (2003) described these abiliiesproduction controls which include
previewing, options, pacing, quality, and reinfonamt control. These controls are
centered in the prefrontal cortex and are resp&m$p helping to structure thinking and
management of materials. Participants indicatettttey believed certain students had
difficulty with these controls because they sawnthreshing through work and being
unable to engage in meaningful learning. The ppdrs indicated some frustration with

students’ poor self-regulation because they betighiey were unable to engage and help
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them with more complex concepts. In other wordgaréless of whether students had
control over their own self-regulation, participaiténded to view this aspect of student
functioning beyond their own control and as sommghhat was managed (e.g., by sitting
students in a group at the back of the room wplraprofessional), punished (e.qg.,
called out publicly), or accepted with sympathy(gprivate conversation).

Family Support

When participants talked about family support dgthe interviews, they seemed
to express their thoughts with general sympathyHerstudents. This type of response
would be expected based on attribution theory bsxdus an external uncontrollable
factor for students that is unlikely to change. Titsability of the home life, low
financial status, and perceived lack of value fluaation was reported by teachers as
very significant areas of concern for studentseesly those who were struggling
diverse learners. From the participants’ perspestithe degree of stability in the home
appeared to dictate the students’ ability to cotepheork, navigate structured
environments, and gain essential learning. If sitgleesided in unstable homes, they
were more likely to have behavioral issues, streiggicomplete homework, and lag
further behind students who were able to accessini®nal support at home.

The importance of family support and involvementhair children’s education is
well established. Recently Fagan and Lee (20133luaded after reviewing the literature
that students who have intact and supportive fasiliave much better social and
educational outcomes. In addition, having paresualport and stability provides students
with the strong relationship they need that leadsiproved parental involvement and

student achievement (Fagan & Lee, 2013). Partitghaoncerns with their students’
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family support indicated accurate perceptions abow important this component is to
overall student outcomes.

Moreover, when families struggled financially atnie, participants understood
that students might not have the necessary resotocéearning. Some of these students
did not even have their basic needs met such asardgod and shelter, much less
school supplies. When students did not have atodbgse basic resources, they
struggled more behaviorally, cognitively, acadertyc@and emotionally. Conversely,
Kiefer et al. (2014) found that when student bagieds are met, there was a greater
likelihood that their motivation would improve.i# important then for students to have
their basic needs met which may call for a broagstemic response to help families
connect with needed resources.

Related to a lack of financial means was the ldakxposure to experiences that
would help students to gain background knowleddeodghout their interviews, some
of the participants expressed great concern oeestiidents’ lack of background
knowledge. For example, they indicated that someéestts did not know how to describe
mountains because they had never seen any. Thegents then wanted to help these
students gain this knowledge through other measiading exposing them to books, the
internet, and other media in their classrooms. &ttgdwho had travelled and been
exposed to educational media were perceived bgaheipants as much more
successful in the classroom because they had gheatlkground knowledge.

Participants implied that with many diverse andgiting learners, there seemed
to be a lack of value placed on education on timegfahe parents. Students in the

participants’ classroom were viewed as being déotibn” of their parents. It did not
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appear that the participants were faulting theesttg] but instead were holding the

parents accountable. The participants seemedkstane of the empathy required in

understanding that families may have parents wgrio jobs or may be experiencing

other hardships that make them homeless. In addidnolding the parents accountable,

it appears that the participants may view thedcdlfies as controllable by the parents.
Implications and Recommendations

The findings from this study indicated that papants believe good teacher
characteristics and support for students’ achievemmtivation involve the connections
they build with students, the support, communicgteind caring they exhibit in their
classes, and the structured supports that thetouselp students advance. The findings
also suggested that participants perceive studdassted learning, self-regulation, and
family support as dictating the level of acadenubiavement students will experience
and as noted, see these variables as somewhatdoingincontrol. Bearing these things
in mind, we can examine these using the educatginajgle of Ernest, the struggling
Latino student introduced in Chapter I.

As described previously, Ernest struggled wittlkespeech and language
impairment and an emotional disability. He considjeexperienced achievement failure
and disciplinary action that became progressivelyse from the time he was in
kindergarten. It was clear that the supports aadtmes that had been used up to that
point were ineffective. What was not clear was whather beliefs and perceptions were
sustaining these ineffective practices over tirheds not until a supportive educational
team seemingly provided more effective strategnesassistance that changed his

educational trajectory.
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This study perhaps began to draw a clearer pictiweny Ernest’s experience
may have been one of failure and subsequentlyeshift improved success. He and other
diverse learners may encounter a multitude of grobklrelated to some of the themes
(e.q., lower expectations, punishment) and respbtmisome of the supports (e.qg.,
connection, communication) presented in this stlidybegin, struggling diverse learners
may have teachers who have not successfully desélagonnection with them. Having
a connection is important so students can trust Wieateacher is doing. Furthermore,
relationships between teachers and students thaharacterized as demonstrating
relatedness, having little discord, and sharing@dgperception of the relationship have
been associated with positive educational outcqiBesh & Ladd, 1997; Decker et al.,
2007; Garner & Waajid, 2008).

The participants indicated a desire to have gooahections with students and
discussed its importance. However, it was appdhatitnot all of the participants had
developed these types of relationships with athefstudents in their classrooms and
some struggled with the balance between estabtjghis type of support and
maintaining classroom management. Davis (2006 atdd that teachers do not tend to
have a good understanding of how important highiyugacher-student relationships
are to student motivation and achievement. Teadtersld be encouraged to and
provided training on developing relationships wdtiierse learners. A thoughtful process
should be undertaken when providing these oppdrégriior teachers to deeply explore
how to overcome differences and develop connectibissometimes difficult for

teachers to explore their own negative perceptiesigecially when it comes to
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evaluating how they perceive and interact with ciedearners. In addition, it seems
important that teachers learn how to authentiaddiyelop relationships with students.

In addition to developing connections with studetgachers who approach their
classroom by providing a supportive, communicatarej caring environment are laying
the groundwork to establish a positive classroamatk that helps meet the social-
emotional and academic needs of students. Divessaérs like Ernest may not
experience classroom conditions that support thesncanversely are placing them at
higher risk for educational failure (Osher et &11Q). Some of the participants seemed to
place a great emphasis on providing a structurpdsitive classroom climate, while
others were not as consistent. These participaaysnot have checked in with students
to see how they are doing, or followed up with stutd to communicate important
information about tasks or assignments. Teachecsredularly incorporate the
supportive, communicative, and caring approachigeoa framework for student
motivation and achievement (Jennings & GreenbddQ9} In the age of school
accountability and teacher evaluation, it is impeeathat teachers are evaluated on their
ability to structure their classrooms in a suppestcommunicative, and caring way.
With these evaluations, teachers themselves shausadipported through guidance and
professional development related to improving tpedctices in this area.

Providing structured supports for students cao pisvide a framework that
ensures student success in atypical situatioysulfrecall, Ernest had been identified as
having an emotional disability from an early ageé lad not been identified with a
speech and language disability until the end ofdheidchool. After this other disability

was identified, he began receiving more structstgaport in his learning which led to
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improved academic success. Reassessing Ernestiicit allowed him to get the
support he needed. Diverse learners like Ernestidlo® afforded that same opportunity
which means that teachers need to be continuabliging structured supports for
diverse and struggling students regardless of tveir perceptions of the reason or
controllability of the failure.

Additionally, teachers should take care in providindividual structured support
because e students can perceive this type of sugpan indication of their inability to
demonstrate specific knowledge or skills (Grahawgliams, 2009). Teachers need to
become more familiar with how their approach impattudent achievement motivation.
Understanding attribution theory of motivation Ifs®n provide the foundational
knowledge teachers need to understand how to ppsba@ch students.

The participants in this study viewed desired lesyras a student controlled
factor that impacted student success. When thecipants perceived that students lacked
a desired learning, they reacted punitively towdh@sstudent which is consistent with
what would be expected in attribution theory (Regné&/einer, 2001). This was often
observed in Ernest’s case in that he had an unkriaetar (i.e., speech and language
disability) that contributed to his early failutggwever, teachers perceived his lack of
success as volitional. There is danger when tlseaemismatch between a teacher’s
perception that a student is failing because d&f tdaesire for learning and a student
who is struggling with other factors but is moteeto learn. This disconnect could lead
to a sense of learned helplessness from the student

It is possible that teachers could misperceivaidestt’s ability to self-regulate as

well. The participants believed that some of tistiidents struggled with self-regulation
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due to both controllable and uncontrollable factdeacher perceptions for the cause or
reason for student “lack of motivation” could ceean attributional mismatch. Diverse
learners like Ernest who have difficulty displayiexpected classroom behavior, paying
attention, and managing materials could be met syithpathy or punishment depending
upon teacher perception. It is important for teashe take ownership in giving explicit
instruction to help students regulate their behajust as they would teach a student to
read (Weiss, 2013).

All participants agreed that the circumstances shalents were born into were
uncontrollable to both students and themselvessd b#cumstances were clearly seen as
impacting participants’ actions and decisions m¢lassroom but were generally
responded to with sympathy, especially if studerdee falling behind. The participants
attempted to provide experiences that would heldestts gain background knowledge,
to learn the rules of society, to act as life gajdend occasionally to help students gain
access to the resources they needed for schoalhasao help families access basic
needs.

Beyond what this research holds for teachers amtests, other educational
stakeholders can benefit from this research as wdthinistrators and school
psychologists can help teachers to understand henvattributions might influence their
relationships with students and their families &l as their practices in the classroom.
This understanding might assist teachers to exathe&iepractices and facilitate a deeper
understanding of what really works for students whdt may be inhibiting students’
ability to progress in their classrooms. Teachepgration programs could include

courses that target attribution theory and itsingbe educational milieu to encourage
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teacher candidates to more deeply examine thetopoeived beliefs about students,
students’ families, and student motivation.

In conjunction with this, school psychologists eee the ideas from the six
themes to better engage with teachers to iderm#gher beliefs, perceptions, and
experiences that impact student achievement. Sgadtyf school psychologists would
have a framework to discuss ways that teachersattidlyute causes to success or failure
and as needed provide the teacher with individadlguidance and training through
consultative processes. On a district level, thdifigs from this qualitative research can
promote modifying district policies on curriculume\eelopment and disciplinary action
such as incorporating enrichment programs thatreséhbackground knowledge or
mandated policies requiring better investigatiostatlent misbehavior such a
maladaptive self-regulation.

Overall, it is important for teachers to reflecttbeir own beliefs and perceptions
and how these lead to practices that may helprmtenithe achievement motivation of
students. The mismatch of teacher perceptionsenf tlivn practices can have long-term
negative consequences for their classrooms. Achdiliy, the perception of student
characteristics and motivation can have long-lgstonsequences impacting the
relationships and connections that help studeneaement. Teachers should be
encouraged gain training around diverse learniees;, heeds, and how their performance
may be impacted by their characteristics. Diveeserlers like Ernest are the

beneficiaries when teachers engage in these nefiqutactices.
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Limitations of the Current Research and
Implications for Future Research

First, because this study focused on teacherg&fbgperspectives, and
experiences about student motivation it is not ipbsso directly relate the findings to
student outcomes. It would be valuable to collefiirimation regarding student academic
and behavior performance in the classroom usinky poantitative (e.g., academic
performance, behavioral referrals) and qualitaisgessments. Qualitative assessments
could include small focus groups, individual iniews, in-class observations, and parent
guestionnaires. By including the student perspegtigsearchers could associate the
teacher beliefs, perceptions, and experiences diaetly to student motivation.

Second, this study does not take into considerdkie perspectives of the
students or the parents. Future research coulddachterviews and information taken
from parents and students on what teachers arg tloaih enhance or hamper student
motivation. Having information from these sourcemnd allow stakeholders to help
improve teacher training and bridge any gaps theat amd probably do exist between all
those involved in education and invested in studehtevement and motivation.

Specific to the Likert-scale participant questiaime, while it provided a succinct
impression participants’ attitudes related to firegropportunities, the responses did not
provide greater understanding of the type or aféaming they were most interested in
nor were their enough responses to draw any canalsisA broader needs assessment of
all teachers in the school might be a better mefbodbtaining information on the
perceived training needs of teachers.

Lastly, while there have been other qualitativelgs exploring this topic, all

three, including this study have been similar eitlestablishment of themes. An
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ethnographic study where teacher student relatipasite examined across the school
year would provide a better longitudinal picturarndtruction. Furthermore, it would
provide a better understanding of the interplagwfure and instruction from the
perspective of the subject of study.
Conclusion

This study could help broaden the base of knowledgeit teacher perceptions of
student motivation as related to their studenise@sally those who are considered to be
diverse learners. Themes from this study geneadiliyped with the tenants of attribution
theory of motivation and aligns with the limitedsearch available regarding teacher
perceptions and practices. The implications of tbsearch suggest that teacher
preparation and training might include curriculuon eachers to help them reflect on
their own perceptions and how these may impactomués for all students. Further study
is needed to develop a better understanding ofteasher perceptions impact their

practices and in turn, affect student motivatiod aeducational outcomes.
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You and your school identities will be kept confitial and your responses will remain
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request) at the conclusion of the study.
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PARTICIPANT INCLUSION QUESTIONNAIRE

This questionnaire is designed to assess wheth@etgrou meet the criteria to be a
participant in this research study. Please ansa@r guestion below.
1) Are you a teacher of general education workiitf students in grades 1-6?

a) Yes
b) No

2) Do you have students who are students of coigroverished students and student
with special needs

in your classroom?
a) Yes
b) No

3) Have you been teaching for at least 1 year?

a) Yes
b) No

4) Have you been at your current school for attleas school year?

a) Yes
b) No
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UNIVERSITY Of
NORTHERN COLORADO

e,

CONSENT FORM FOR HUMAN PARTICIPANTS IN RESEARCH
UNIVERSITY OF NORTHERN COLORADO

Project Title: A Phenomenological InvestigatiorHziw Teachers’ Beliefs,
Expectations, and Perceptions Influence Classro@utiees

Researcher: Brian M. Nutter, MA., Special Education

Phone: XXX-XXX-XXXX

E-mail: nutt4561@bears.unco.edu

Research Advisor: Dr. Robyn Hess, Ph.D.

E-mail: Robyn.Hess@unco.edu

Purpose and Description: The primary purpose afghidy is to describe how teacher
perceptions, beliefs, and expectancies direct @ass practices involving diverse
learners.

Participants will be asked to participate in fi@ponents of the research study,
specifically:

» Completion of one short demographic questionnéireugh e-mail which asks
about teacher demographics and experience.

* One 1 hour semi-interview occurring sometime aftarr first observation which
will be audio taped (to ensure note taking accueawy authenticity) to discuss
your perceptions related to diverse learners. Willde scheduled at a time of
your convenience. | will be conducting the intewiand only you and | will have
access to the audio tape and interview notes.

* Two 30-45 minute in-class observations on two sapaitays within a 2-3 week
time frame during the school year. This will beaadecorded for authenticity and
times will occur at your convenience. | will be ttlass observer and only you, the
research team (two research assistants and aualt@d)will have access to
observation notes and video.

« Completion of a brief Future Directions Likert Sedébllowing the interview
indicating teacher training and training needs

* Areview of a non-identified classroom artifact Bwas a lesson plan, student work,
or discipline procedures.

* Review of my write up and interpretation of youterview and observation to
ensure accuracy and completeness of your perception
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At the end of the interview and observation, | wbhé happy to share your data with you
at your request. The audio/video recordings wilstired on a locked computer by the
lead investigator (B. Nutter) until the transcrgpts have all been completed. | will take
every precaution in order to protect your anonymitgu will be assigned a pseudonym
that only the lead investigator (B. Nutter) willdww and when | report data, your name
will not be used. Data collected and analyzedtia $tudy will only be accessible by the
lead investigator (B. Nutter).

In this research study there are no foreseealids. farticipants will receive a $25 gift
card as a token of appreciation for their time destdo the study. No costs on the part of
the participants will be accrued.

Participation is voluntary. You may decide not &otipate in this study and if you
begin participation you may still decide to stol avithdraw at any time. Your decision
will be respectednd will not result in loss of benefits to whichuyare otherwise
entitled. Having read the above and having hadpgo@unity to ask any questions,
please sign below if you would like to participatehis research. A copy of this form
will be given to you to retain for future referendfeyou have any concerns about your
selection or treatment as a research participégasp contact the Office of Sponsored
Programs, Kepner Hall, University of Northern Caldo Greeley, CO 80639; 970-351-
2161.

Participant’s Signature Date

Brian M. Nutter, Lead Investigator Signature Date
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1)

2)

3)

4)

5)

DEMOGRAPHIC QUESTIONNAIRE

What is your gender? M F

What race/ethnicity do you most identify with?

_____White/Anglo (non-Hispanic)
_____Black/African American
_____Hispanic/Latino

_____Native American/American Indian
_____Asian/Pacific Islander
_____Multiracial

_____ Other

Length of time in your current school position:

Degree(s) held:

a. Major

b. Major

c. Major

d. Major

Licensures obtained:

Degree
Degree
Degree

Degree
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CLASSROOM OBSERVATION GUIDE
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Observation

Teacher
behaviors

Student

Student
behaviors

Time/Frequency

Rules and Procedures

Tasks/Assignments

Climate

Teacher
Responsiveness

Value/responsiveness

for student
perspectives

Behavior
Management

Productivity

Student Engagement

Content Knowledge

Reasoning and
Thinking

Dialogue

Feedback

Closure
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la)

1b)

1c)

1d)

2a)

2b)

2C)

2d)

3)
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SEMI-STRUCTURED INTERVIEW GUIDE

What led you to become a teacher?

Finish this sentence for me,

A teacher is ?
A teacher should ?
Teaching is ? What are yowfbelbout

teaching and being a teacher?

How would you describe your teaching approaith students? If you were to
describing your teaching using a book or movie, witauld the title be?
(Possible follow-up) What led you to choose thidé?i

Describe for me the differences between stsdehb thrive in your classroom
and those who struggle? (Possible follow-up quasti@Vhat occurs for those
who thrive? What is happening for those students struggle or fail)?

If I were a student in your class how woulaperience learning? How would
you (as the teacher) know | was learning? How dorypeet the needs of the
learners in regards to content instruction?

What are your beliefs about the intersectiostoflent characteristics and their
capacity to learn? Student characteristics and tiesid for individualized
support? Student characteristics and discipline?

Tell me a story about a time, recently when giseiplined a student? (Possible
follow-up) What made the discipline effective?dtéd with similar behavior
from the same student, what would you do? How ddestt characteristics
impact discipline practices in your classroom?

What adjustments do you make when instructmgarking with students who
are failing or successful? How do you support ihgwstudents? How do you
support struggling or failing students? Describenfie a time when you were
successful in supporting a struggling student. Blesdor me a time when you
were less than successful in supporting a struggiindent.

How would the parents of your students desgyrtae relationship with their
children?
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FUTURE DIRECTIONS LIKERT SCALE

Please respond to each statement with one of Hosvfog responses

1)

2)

3)

4)

Strongly agree
Somewhat Agree
Somewhat disagree
Strongly Disagree

| feel prepared to meet the needs of all leafher

a) Students of color
b) Impoverished students
c) Students with special needs

| am successful in meeting the needs of all taglents?

a) Students of color
b) Impoverished students

c) Students with special needs

| have received ample training to engage wlitlearners in my classroom

| would like training in with different types ¢darners from the following
organization?

a) University training

b) District Professional development

c) School based professional development

d) Continuing credit courses

e) Professional learning community

f)  Common reading and discussion

g) Other
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