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ABSTRACT

The intentions expressed by second career individuals about entering the field of
education, to make a difference in the lives of young people, mirror many of the
philosophical frameworks of teaching for democracy that are found in the literature
(Banks, 2005; Nieto, 1999; Dewey, 1916; Parker, 2003). An interest in how the
interconnections of teaching to make a difference and teaching for democracy are enacted
in second career teacher’s classrooms. Four dimensions of teaching for democracy are
suggested as a model of socially responsive teaching to study how teaching to make
difference is enacted in the beliefs and practices of two second career teachers. The four
dimensions include: 1) An ethic of care (Noddings, 1994); 2) Reflexive action (Grant &
Zeichner, 1996; Schon, 1987); 3) Learning communities (Brooks & Brooks, 1999; Nieto,
1999; Richardson, 1997); and 4) Managed chaos (Bruner, 1986; Jenlink, 2004).

Qualitative case study research was conducted to investigate how two newly
certified second career male teachers articulate the beliefs they hold and conduct their
practices to teach all children. From the constant comparison analysis common themes of
classroom environment, curricular choices, and instructional approaches were identified
and anchored the development of the cases. Across cases, the theme of ‘life history’
emerged as influential in the beliefs and practices to teach to make a difference. An
extended analysis was conducted across cases to examine the links of the four dimensions
of teaching for democracy present in the stories of each teacher’s first year of teaching.

Findings of this research study indicates ‘life history’ impacts the beliefs and
practices of second career teachers to teach all students and can be linked to dimensions
of teaching for democracy. Students’ personal stories are sources for understanding and
enhancing an awareness of racial, cultural, and economic diversity in teacher preparation
programs (LaBoskey, 2006). This understanding is at the heart of the democratic ideal
and a fundamental belief of those “directly responsible for ...creating and sustaining
processes of conscious, self-guided evolution...the design of a future society” (Jenlink,
2002, p. 395).
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CHAPTER 1

INTRODUCTION

“I’ll need a sense of success, not unqualified success, because I know

that’s completely unrealistic. But, overall, you know, on average, that I’m

making more of a difference for kids and that they’re learning from me,”

said Jerry, a second career teacher (Johnson & Birkland, 2003, p. 595).

Background

Embedded in Jerry’s reasoning for becoming a teacher is a sentiment I often hear

expressed by second career teachers in teacher education courses, which is also

documented in teacher education literature. For second career teachers, the choice to

become a teacher is frequently motivated by a desire to make a difference in the lives of

young people. This reasoning is verified in the findings of a growing body of research

about teachers and those trained in alternative teacher education programs (Birkland,

2003; Chambers, 2002; Johnson & Birkland, 2003; Kardos & Liu, 2003; Peske, 2003;

Roy, 2002). An increasing number of professionals are leaving a first career and

becoming teachers as a second career (NCES, 1999). The purpose of this research is to

explore how first year, second career male teachers articulate the beliefs they hold and

the practices they conduct to teach all students.

Mayotte (2003) reports that individuals seeking a second career skillfully interact

with people, possess insight into human nature, and have a well-defined sense of self.

They often bring “an articulated sense of mission and agency, a strong sense of
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commitment and professionalism” to their second careers (p. 681). Mayotte (2003) also

suggests that these qualities may apply to second career teachers. Little is known,

however, about how second teachers’ transfer skills from one career to teaching.

In two different alternative teacher certification programs, in which I was the

instructor, about half of the students enrolled in the classes were hoping to become

teachers as a second career. I found it intriguing to teach future teachers, whose previous

careers included being a lawyer, minister, hospice nurse, engineer, business investor,

military, social worker, psychologist and neighborhood community developer. These

future teachers think of themselves as informed about the socio-cultural realities present

in classroom cultures and tensions that are enacted by the reform agendas. They spoke

about the likelihood of teaching struggling learners regardless of the school settings. In

addition to their awareness of the complexities they would face, they expressed strong

intentions to teach to make a difference in the lives of young people.

In the education classes I teach including ESL Foundations, Education

Foundations, Education for the Future, Exceptional Child, and methods for teaching

Literacy, I included articles, current events, and critical discussions about the socio-

cultural contexts of racism, classicism, tolerance and other social justice topics in the

coursework. The content of these discussions are opportunities for me to prepare

teachers to become critical thinkers and cultivate their beliefs and practices about

teaching for democracy. Before presenting the principles of teaching for democracy, I

listen to their ideas about what it means for them 'to teach to make a difference'. I make

note of the language they use to express their ideas in reflective teaching journals, which
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I use as a basis for building connections with their ideas and the scholarly democratic

literature.

As I listen during class and later reflect on my journal notes, I think critically

about teaching to make a difference. Will the individuals I am teaching create equitable

partnerships between their intentions to make a difference and the lived realities of their

students' cultures and lifestyles? Are these future teachers intending to make a difference

by constructing contexts in which mutual personal and social transformation can take

place? I wonder whether or not second career teachers have an agenda to impose their

beliefs about race, class and culture on the ways they want their young students to view

the world. In my thinking, teaching to make a difference mirrors the philosophy of

teaching for democracy to move in the direction of social equity and social change.

Further reflections on my teaching journal reveal that students intend to teach:

• To make a difference by creating a community in which students
feel safe enough to express opinions and speak up to examine
topics and issues in any number of ways. (Nancy R., former
Director of Human Resources)

• To make a difference by teaching students, especially Latino and
Native American students, about the strength of their voices and
the actions they can take to effect social change. (Mike W., retired
Army, special operations in El Salvador - Tohono O'dham Native)

• To make a difference by teaching students to look at others
beyond their disabilities, race, or economic status and learn to
develop compassion and tolerance for differences. (Beth S., ASL
interpreter)

• To make a difference by teaching students to think ethically about
what is right and wrong in order to guide the decisions they will
make in their lives. (Mark D., Lawyer)
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• To make a difference by doing whatever it takes to work with
students so they will be academically successful because
education is ‘the ticket’ to opportunity. (Marvin T., Costa Rican
Minister)

• To make a difference by preparing lessons to motivate students to
learn and to prepare students for the social implications of
technology to make changes in the world. (Ron S., Border Patrol,
Retired Navy)

Notes from my reflective teaching journal indicates the reasons expressed by

teacher education students mirror many of the philosophical frameworks of teaching for

democracy that are found in the literature (Banks, 2005; Nieto, 1999; Dewey, 1916;

Parker, 2003). I am interested in how the interconnections of teaching for democracy and

teachers' reasons to make a difference will be enacted in their classrooms. Will teachers

embark upon teaching to make a difference in ways that advance teaching for democracy

or perpetuate an oppressive sociopolitical agenda?

For this reason I conduct two pilot studies. Two male 52-year-old second career

teachers volunteer. One teacher was a retired U.S. Army, Tucson native who grew up in

his native culture on the Tohono O’dham Indian reservation and is teaching ESL in a

middle school. The second volunteer is also a Tucson native with a first career in the

hospitality industry. For the past ten years he was a ‘stay at home Mom’ caring for his

son and daughter. He now teaches second grade at the school his children attend.

Through observations and informal interviews I sought to discover how each of

them conducts their teaching practices to ‘make a difference.’ They were teaching

students who were struggling to learn to speak English, often missing school, or moving

in and out of the school neighborhood attendance boundaries throughout the school year.
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What I observed was an ability of these teachers to form positive relationships

with students. They worked with their students on assignments during the lunch hour and

after school. They were reluctant to ask others for help, preferring instead to discover

resources or effective instructional activities through trial and error.

As I interviewed and observed these two teachers, I was most interested in what I

could learn about their sense of what it meant to “teach for democracy.” I found that they

each described theories about how to teach students to be good citizens. Each reported

that the knowledge they gained through life experiences helped them to understand how

to teach their students from diverse economic and cultural backgrounds. Each was

particularly confident about possessing the ability to develop positive student and parent

relationships.

I benefited as a researcher by experimenting with ways to effectively conduct

observations and organize the collection of data. Through practice I was able to enter and

observe in the classroom setting in the least disruptive manner. As I worked to document

observations and write reflections in each classroom, I identified problems attempting to

systematize the gathering of data. I developed a simple organizer, which helped to

efficiently document my observations and reflections. This prepared me to optimize the

time teachers had available for informal discussions while conducting observations.

Conducting the pilot studies and reviewing the findings, plus reviewing my

reflective journal as an instructor, helped to clarify the purpose for my dissertation

research. I sought to gain a deeper understanding of second career teachers’ beliefs and

practices to teach diverse groups of students and arrived at the following research
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question: How do two newly certified, first year second career male teachers articulate

the beliefs they hold and the practices they conduct to teach all students? I chose to

focus on male teachers for two reasons: first, since the majority of teachers are women,

little is known about men as teachers and in my classes many of the career switchers are

male.

This introductory chapter frames the background of this study. The topics

discussed in this chapter include: a discussion of alternative teacher education programs

designed to address the shortage of qualified teachers, a description of many of the

attributes of the growing population of second career teachers, and a review of the

literature about second career teachers. The final section of this chapter provides an

overview of this dissertation report.

Current literature on alternative teacher education

The current and predicted number of certified teachers needed in our schools is

alarming. The Boards of Education in over 40 states across the country has responded to

the crisis by accrediting institutions to design and develop alternative teacher education

certification programs (Kardos, 2003). One year later, the American Federation of

Teachers reports that at least one alternative teacher program, to certify elementary and

secondary teachers, is established in 46 states and in the District of Columbia thus, an

additional six states have established alternative teacher education programs

(http://www.aft.org/about/resolutions/2004).

The range of institutions offering these programs include community colleges and

for profit corporate base programs, some of which offer distance-learning programs
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delivered via computer. At the intersection of the shortage of certified teachers and the

programs designed to quickly certify teachers is a growing number of older students who

are entering teaching as a second career. This section gives an account of the teacher

shortage and alternative teacher education programs as a solution.

Competent experienced teachers are leaving the field faster than they can be

replaced (Ogden, 2002). Within the decade, 2.2 million new teachers will be needed

across the country (Kardos, 2003). Some of the reasons for the shortage include an

increased population of families moving into various districts, increased immigration,

higher birthrates, changes in education policies, and the likelihood that one in five new

teachers will leave the profession within three years (Johnson & Birkeland, 2003). Other

reported reasons include: a generation of teachers retiring, individuals leaving the field

for better pay, oppressing policy mandates, stressful working conditions, and perceptions

by teachers that they are given little respect for their professional knowledge (Kardos,

2003; NCES, 2005; Nieto, 1999; Ogden, 2002; TACC, 2003).

In the past five years, educational reform has had a negative impact on the already

growing teacher shortage. The definition of a “quality” teacher that is stipulated in the

reform plan, No Child Left Behind (NCLB), leaves little room for flexibility or

grandfathering-type accommodations for good teachers

(http://www.ed.gov/teachers/nclbguide). Teachers with demonstrated competency and a

proven track record of teaching in a subject area other than their certification, regardless

of how successful, are prohibited from maintaining their current positions under the

stipulations of NCLB.
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As the teacher shortage increases, the need for prepared competent teachers

becomes acute, which results in greater numbers of alternative routes to teacher

certification that “…are designed to alleviate the scarcity of qualified teachers in specific

subjects ... and provide an avenue for career switchers, liberal arts graduated, military and

other retirees to join the teaching force” (http://www.aft.org/about/resolutions/2004).

In a rapidly growing market of choices, post-baccalaureate students, including

second career individuals, are responding to the active recruitment, accelerated

curriculum approach and the flexible scheduling of alternative teacher certification

programs (Kardos, 2003; Roy, 2002; Schumann, 2002). In a group of 75,000 newly

certified teachers surveyed, one-third (25,000) obtained certification through alternative

preparation programs, and of that 25,000, two-thirds were certified as post-baccalaureate

graduates with degrees in fields other than education (Feistritzer, 1999). Alternative

teacher education programs often require their students to have a bachelor’s degree for

admittance to the certification program. They are not typically 4-year degree programs

with certification.

The Harvard Graduate School of Education is conducting a collaborative multi-

year research project, The Project on the Next Generation of Teachers, about the future of

the nation’s teaching force (Peske, Liu, Johnson, Kauffman, & Kardos, 2001). The

research collaboration is investigating many issues related to attracting, supporting, and

retaining quality teachers in public schools (http://www.gse.harvard.edu/~ngt/index.htm).

As part of this project, Peske (2002) conducted a qualitative comparative study of thirteen

alternative certification program sites in California, Florida, Massachusetts and Michigan
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and found five approaches used by institutions to define a ‘quality’ program. Programs

tend to rely on one of the following to achieve quality:

1. Reliance on the selection of participants to regulate the quality of the
program.

2. Reliance on the expertise of the programs’ faculty: master teachers
maintain quality.

3. Reliance on program structure: structured experiences maintain the
quality of the program.

4. Reliance on state requirements: a more prescriptive approach to
certification.

5. Reliance on summative assessment: formal assessments maintain
quality by continuously evaluating academic and practical performance
(p. 4/5).

The community college teacher education program in which I was an instructor is

an example of a ‘prescriptive approach’ to certification. The director of the program

referred to the curriculum she had written for all courses as ‘curriculum in a box.’ The

syllabi, texts and assignments were pre-packaged for both classroom and on-line courses

in an effort to teach to the state teacher exam. The number of passing scores on the

Arizona Teacher Proficiency Exam (ATPE) determines whether or not the State Board of

Education will award or maintain the accreditation of a teacher certification program.

While teaching in this program, I met second career teachers who expressed their

intention to make a difference in the lives of their students. I wanted to learn more about

this population of teachers and reviewed the literature about second career teachers.
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Current Literature on second career teachers

Professionals working in other careers are choosing to be teachers. According to

Feistritzer (1999), at the National Center for Educational Statistics (NCES), the national

teaching corps has grown older and a projected 40% of the workforce will be replaced by

mid-career switchers, people with life experience and altruistic motives for coming into

teaching. They likely posses professional integrity developed in their former careers and

they have a seasoned background of experiences to inform their teaching (Chambers,

2002, p.681).

The Project on the Next Generation of Teachers (Kardos & Liu, 2003) is a

research project investigating the future of the nation’s teaching force. They surveyed a

random sample of 486 first year teachers and found that new teachers enter the profession

at different career stages. Of the new teachers surveyed, the average age was 38. Results

indicated that 46% of the teachers have switched to teaching from other careers as their

‘mid-career’ profession choices (Kardos & Liu, 2003).

The increasing population of second career teachers entering the teaching

profession is a phenomenon that challenges the traditional stereotype of the young, new,

and fresh out of college teacher. The professional backgrounds of the second career

candidates seeking teacher certification reflect “a different work context than that of

predecessors” (Johnson & Birkeland, 2003, p. 595). In an interview in Business Week, a

second career teacher of chemistry and physics states, “Before I was making money, now

I’m making a difference” (Black, 1999, p.1). Arthur Levine, president of Teachers

College Columbia University, observes that ‘career switchers’ are “most commonly
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coming from law and finance…and want to do something more satisfying” (Black, 1999,

p. 1). One ‘career-switcher,’ a former executive who ran a billion dollar company

commented, “I work just as hard now!” (Black, 1999, p.174). The military is another

source of many ‘career-switchers.’ A number of those individuals benefit from the

federally funded tuition resources available for education in the transition from military

to civilian life. The ‘Troops to Teachers’ program has placement offices that hire recruits

and offer financial incentives for the districts that hire them (Bradley, 1998).

The perceived personal benefits for second career teachers are motivated by

altruistic concerns. The linkages between their careers, experiences and teaching are

believed to indicate second career teacher “cannot only be effective but also innovative”

(Chambers, 2002, p.8).

Roy’s (2002) observations about the careers and backgrounds of second-career

teachers confirm these trends. She categorized the types of people who choose to

become teachers and the categories she found are the following:

1. Retired military personnel: These individuals have participated in a

variety of teaching and learning opportunities throughout their careers and

becoming a teacher gives them an opportunity to continue teaching. They

have excellent transferable skills of order, organization and an attention to

detail.

2. Involved parent volunteer: They're volunteering in classrooms, PTA, and

fundraising projects has provided them with opportunities to gauge an

interest in teaching. They have a clearer picture of what is demanded.
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3. Entrepreneurs/business executive: These individuals have returned to

school to fulfill a desire to make a difference in the lives of young people

and are balanced in gender.

4. Return to education: These teachers either completed or almost completed

education degrees but followed other career paths.

They are now returning to their original calling. (p.7)

At a time when some employed teachers are leaving the profession because they

are dissatisfied with imposed policies, working conditions and low pay, others are leaving

lucrative positions to become teachers (Black, 1999; Chambers, 2002; Priyadharshini &

Robinson-Pant, 2003).

Mayotte (2003) developed four case studies of second career female teachers ages

26–48, during their first years of teaching. Mayotte’s interest was in their perceptions

about teaching in their first year and competencies transferred from their first careers to

teaching. She was interested each of their perceptions about their first year of teaching

and their perceptions of the competencies the recognize developing in their first careers

that transfer to teaching. Data generated from interviews, surveys, classroom

observations and collections of teachers’ artifacts was used to develop each of the case

studies. Mayotte (2003) identified and named themes from three concepts about

‘boundaryless careers’ (Arthur, 1994), that “individuals accrue knowledge in the form of

competencies developed through ongoing and changing work experiences” (Mayotte,

2003, p. 683). The themes Mayotte identified includes the following: know-why

(reasons for entering the teaching professions), know-how (skills that transfer from the
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prior career), and know-whom (networking and support in their first careers). She

interpreted each of these themes to mean the following:

Know –why: Four second career teachers acknowledged that experiences in their

previous careers influenced their teaching philosophy. The choices of the two older

second career teachers were more about social relevancy and social responsibility.

Choices which they believed teaching would allow them to experience. All teachers were

happier in their second careers.

Know-how: A second theme relates to the transferability of skills from prior

careers. Each reports that their refined communication skills, important and useful to

them as teachers, were developed while working on project teams in their prior careers.

In addition, they found they were comfortable collaborating with fellow teachers in

school settings.

Know-whom: Experiences with support networks and mentors was important to

these four teachers in their first year teaching. Only one teacher experienced support in

their work setting prior to teaching.

Mayotte (2003) includes on caveat related to second career teachers: she is

concerned that the skills a second career teacher learned in his or her previous career

experience may not be appropriate to being a teacher. A trend in the growth of

populations of second career teachers is also evident around the world.

A trend in the growth of populations of second career teachers is also evident

around the world. In the United Kingdom, Priyadharshini and Robinson-Pant (2003)

interviewed second career teachers. As a result of their analysis they categorized the
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backgrounds of these second career teachers. The categories included the following:

parents who volunteered in their child’s classroom; the successful careerist who did well

in industry or business and is taking a risk by leaving a successful career track to change

fields for less pay; the freelancer with a work history of short term contracts; the late

starter entering higher education at a later age; and the serial careerist moving from career

to career. Underlying all of these individuals’ choices to become a teacher is “a great

experience of life accompanied by changing ideas and ideals” (Priyadharshini &

Robinson-Pant, 2003, p. 103).

An article published in the United Kingdom publication, Times Higher Education

Times Supplement, Marshall (2004) reported that many professionals in France are

abandoning other careers to become teachers. Olarte (2005), a professor in Bogota,

Columbia who I interviewed, indicated an increasing number of second-career teachers

enrolling in the teacher education program at the Universidad Distrital Francisco Jose del

Caldas in Columbia. She found these teachers to be extremely valuable because “their

funds of knowledge from life experiences help the children to learn” (Olarte, personal

communication).

In summary, it seems that ‘career switchers’ in the United States and other

countries are choosing to be teachers. Their reasons resonate with those found by

Chambers (2002) in her interviews of career switchers—reasons related to their desire to

help students, to work on changing prevailing attitudes about students presumed to be

unmotivated, to be of service to society and to become agents of social change and

educational reform (p. 3).
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Discussions in my teacher education classes confirm these findings. My students

indicate a desire to ‘make a difference’ in the lives of young people. As a field,

education knows little about these second career teachers. The purpose of this study is to

provide insights into their beliefs and practices. Highlighted in the research is my

intention to contribute to the literature by studying two male second career teachers to

learn what they believe and do to make a difference in the lives of young people, which I

operationalize as teaching for democracy.

Overview of the Dissertation Research Report

In this chapter I provided an overview of the background related to this study. I

introduced second career teaching and reported some of the findings of two pilot studies.

A review of the available literature on alternative teacher education is provided and

responds to concerns about current and future teacher shortages. Included from the

literature are descriptions of the characteristics and motivations of second career teachers,

certified through alternative certification programs.

Chapter 2 presents a review of the educational literature that is the framework and

lens through which this dissertation research is conducted. I suggest that teachers who

want to make a difference need to consider and reflect on the philosophical work of

another great teacher whose goal was to make a difference – John Dewey (1916). John

Dewey provided educators with theories about “teaching for democracy.” This chapter

gathers theories about teaching for democracy. Later in chapter 6, these theories are

related to the theories and practices of the participants in this study. The prevailing

research is a philosophical framework of teaching for democracy (Dewey, 1916) and the
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implications for the dimensions of responsive and effective practices are discussed.

These are practices that enable all students to learn and “develop the knowledge and

skills needed to participate in cross-cultural interactions and civic actions that will help

make our nation more democratic and just” (Banks, 2003, p.x).

Chapter 3 presents the qualitative research methods employed for this dissertation

research. Following a description of the methods are discussions of the analysis

conducted to address the research question: How do newly certified first year, second

career male teachers articulate the beliefs they hold about education and conduct their

practices to teach all students?

For this investigation, qualitative case study research methodology is selected

because it has the distinct advantage of answering ‘how’ and ‘why’ questions. Yin

(2001) affirms this choice when he writes, “the less control an investigator has over a

contemporary set of events and/or if the variables are so embedded in the situation as to

be impossible to identify ahead of time, a case study is likely to be the best choice”, (p.

32).

A case study of one participant, Mike, is presented in Chapter 4 and the case

study of another participant, Matt, is presented in Chapter 5. Each case study begins by

describing the personal history of each teacher, including his educational history and the

alternative teacher education preparation program each completed for certification. Next,

descriptions are presented of the beliefs held by each second career teacher about

education, teaching and learning, which I gleaned from analysis of interview and

observational data. Also, I describe the practices I observed in each teacher’s classroom.
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Each chapter concludes with an interpretation of the relationship between the teacher’s

beliefs and practices.

Mike, the teacher described in Chapter 4, is a second career retired U.S. Marine

Corps pilot in his first year of teaching. Mike C. is 57 years of age, teaching seventh and

eighth grade industrial arts in a southern California middle school classroom. Through

his teaching he seeks to make a difference by offering students educational experiences

and opportunities to “build esteem and develop character through the efforts of their own

achievement” (Interview, 12/02/04).

Chapter 5 presents Matt’s case study. Matt is a second career teacher teaching

sophomore and senior English literature in an affluent high school setting. His former

career was in criminal justice. Becoming a teacher was a return to a calling he had during

his college years, which he was unable to pursue. Matt regards teaching as an

opportunity to “get students to challenge their beliefs and values in deeper critical ways”

(Interview, 10/29/04).

Chapter 6 presents a cross case analysis of the two case studies from two

perspectives. First, having conducted an analysis across the two cases, I present the

theme that cuts across both cases. Second, I consider each teacher’s case study in light of

the theoretical model of responsive teaching described in chapter two as: Four

Dimensions of Teacher for Democracy.”

Chapter 7, the last chapter, summarizes claims about alternative teacher education

programs, second career teachers and those claims ascribing to principles of teaching for

democracy as a framework for a socially responsive teaching practice. Implications for a



28

future role of alternative teacher education programs are examined. Concerns about this

approach resulting in teachers being technicians and the emphasis of a reliance on

prescriptive instruction is discussed. In conclusion, research questions are posed which

link to the outcomes of the project. These include: What are the contributions of second

career teachers to social change and teaching in K-12 classrooms? In what ways do

second career teachers’ life histories and narratives in sociocultural contexts become

sources for examining teachers’ beliefs and practices to teach for democracy?
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CHAPTER 2

TEACHING FOR DEMOCRACY

The discussion of literature in this chapter suggests a way of thinking about

teaching for democracy as a socially responsive avenue for preparing teachers to deal

with the challenges they face in today’s classrooms settings. The ways that teachers’

beliefs and practices might incorporate the principles of teaching for democracy into the

realities of teaching to make a difference for all students introduces the discussion of the

literature. The philosophy of teaching for democracy and related research in teacher

education follows.

An examination of why teaching for democracy benefits all students and the

qualities of a responsive teaching practice are considered and a model informed by the

tenets of democratic teaching is introduced. The model known as the Four Dimensions

of Teaching for Democracy relates deeper dimensions of wanting to make a difference to

teachers’ beliefs and practices. These four dimensions of teaching for democracy are: 1)

An ethic of care (Noddings, 1994); 2) Reflexive action (Grant & Zeichner, 1996; Schon,

1987); 3) Learning communities (Brooks & Brooks, 1999; Nieto, 1999; Richardson,

1997); and 4) Managed chaos (Bruner, 1986; Jenlink, 2002).

Introduction to the Literature Review

Divergent cultural and racial populations of students are now, more than ever,

becoming the mainstream in suburban and urban schools. These conditions are

influencing the goals of educators in the preparation and professional development of

teachers (Lieberman & Miller, 2001; Milner, 2005; and Nieto, 1999). Invariably, the
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goal is “to help all students develop the knowledge, attitudes and skills needed to

participate in cross-cultural interactions and in personal, social and civic actions that will

help make our nation more democratic and just” (Banks, 2003, p.x). The achievement of

this goal has implications for considering the pedagogies and practices of teaching for

democracy and the preparation of teachers that is now includes alternative programs to

prepare teachers.

In an alternative teacher education program, many individuals in each of the

classes I taught were making career changes and entering the teaching profession. In our

classroom discussions I learned why many of them want to become teachers at a time

when the tensions in the profession were intensifying. They wanted to make a difference

in the lives of young people. The explanations they gave about what it means to them to

make a difference are listed in the previous chapter. Their reasons resonate with the

philosophies of teaching for democracy found teacher education literature (Dewey, 1916;

Dewey, 1938). I therefore conceptualize the intentions of second career teachers to make

a difference as teaching for democracy.

The significance of this research is to inform a deeper understanding of how first

year second career teacher’s beliefs and practices make a difference. From this

understanding, insights can be gained about how second career teachers teach for

democracy. The importance of deeper insights about the teaching of second career

teachers is the timing in which they entering the profession “when we find our student

populations becoming exponentially more diverse” (Tomlinson, 2003, p.10) and when

“the enormous complexities of today’s world and the even greater complications of
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tomorrow’s signal a new mission for education…” (Darling-Hammond, 1996, p.6). This

is a generation of teachers being trained to teach young people to prepare all students to

critically negotiate the implications of globalization (Banks, 2005).

The review of literature presented in this chapter provides insight as to what it

means to teach for democracy, a goal expressed by second career teachers. The literature

provides a philosophical foundation for theories, principles, and research about the

relationship of teachers’ beliefs and practices and maintaining a democracy. From this

reading, I created a “model” for democratic teaching, which serves as a theoretical

construct for comparison between the case study participants beliefs and practices and the

theoretical “ideal.” The model, known as the ‘four dimensions of teaching for

democracy’ is presented in the final section of this chapter.

Philosophical Framework of Teaching for Democracy

John Dewey’s (1916) philosophy of teaching for democracy is a deeply rooted

foundation of educational theory and practice. Educators find his work to be viable and

responsive to current educational issues. Dewey’s (1916) vision of education reaches

deeply into the arenas of educational possibility, renewal, and social justice. His ideas

continue to sustain the thinking and research found in current teacher education literature

on social justice, social change, multiculturalism, constructivism, and transactional

reflexive teaching practices (Darling-Hammond, French, & Garcia-Lopez, 2002;

Knefelkamp & Schneider, 1997; Liebermann & Miller, 1994; Parker, 1999; Richardson,

1997; Westheimer, 1998; and Ziechner & Liston, 1996).
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The cornerstone of a democracy is the reliance upon schools to instill in young

people knowledge of the resources and social capital needed to fully participate in either

many cultures or a particular dominant culture as ethically responsive global citizens. An

underlying principal of Dewey’s vision of educating for democracy is to negotiate

differences, and through the educational process create a society that is greater when it is

unified than one part functioning on its own. Schools are to manage the intermingling of

youth from different races, religions, and customs to negotiate differences to prepare

young people with an outlook of unity which transgress isolating the members of any

group into the margins of society (Dewey, 1916).

In an educational setting, teaching for democracy is achieved by preparing

students in a manner that recognizes the divergent “funds of knowledge” (Moll, Amanti,

Neff, & Gonzalez, 1992) present in learning and constructing knowledge. Schools take

responsibility for inviting students to learn from each other, while acknowledging their

differences, and building places of connection with each other. Students are then

prepared for productive citizenship and are equipped to negotiate diversity to build

communities. Through their educational experiences, students can learn that differences

are not deficits rather difference provides rich possibilities for learning and knowledge.

When teachers are prepared to take the responsibility for being agents of change

in the lives of students, they create and facilitate learning communities to offer all

students greater opportunities to know themselves as valued citizens. In democratic

learning communities (Darling-Hammond, 2003) classroom teachers model critical

thinking and integrate diverse perspectives throughout their work. They use a variety of
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resources for teaching content area subjects. Curriculum is differentiated in response to

diverse student needs and abilities. Teachers create and develop multiple instructional

practices they employed to teach all children. For teachers who are committed to

teaching for democracy, teaching practices are crafted and guided by the following

principles:

• The purpose of education is to foster democratic citizenship, to teach

students to develop a singular sense of citizen identity alongside, and

interrelated to, an array of cultural identities (Parker, 2003).

• All students are invited into the center of “educational opportunities and

provided with an education that enables each of the students to achieve his

or her highest potential…” (Perkins-Gough, 2003, p. 92).

• Because learning is a social activity, learning communities are the setting

for cooperative learning approaches, employed to create joint work to

construct, apply and deepen an understanding of the knowledge

constructed (Darling-Hammond, 1996).

• Teachers design lessons to create many opportunities for constructing

shared knowledge in not only the classroom, but broader school settings,

communities and students’ lives (Richardson, 1997).

• The values, traditions, and talents, or ‘funds of knowledge’ are used in the

service of education (Nieto, 1999).

Education principals rooted in the historic work of John Dewey (1916) also

inform beliefs and related practices to teach all students. These principals include:
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1. The pupil has a ‘genuine’ situation of experience, one in which the

student is interested in the continuous activity for its own sake.

2. A ‘genuine’ problem develops in the activity that stimulates

thinking.

3. A student takes ownership of the information and makes the observation

needed to deal with the problem.

4. A student systematically develops critical solutions to the problems

during the learning activity.

5. A student has an opportunity and an occasion to test his ideas by

application through discoveries to clarify the meaning of the

process (Dewey, 1916, p.138).

These principles and tenets highlighted offer beliefs about teaching and practices

to teach all students. The beliefs and practices suggested by these principles offer a way

of educating that meets the demands of socio-cultural complexities and educational

reform policies.

Why Teaching for Democracy?

Not only does teaching for democracy have historical credibility, the

philosophical tenets suggest framework informs the kind of and practices that hold the

promise for teaching all students. It is a way of thinking about education that holds

cultural linguistic, ethnic and class diversity as valued resources for teaching and

learning. The learning theory most consonant with this philosophical stance is based on a

social construction of knowledge in transaction with each individual student’s
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contributions. Democratic based learning communities provide the potential for taking

divergent pathways needed to teach all students rather than a singular path where students

are expected to learn at the same pace, and in the same ways, as all the other members of

the learning community. Responsive teaching practices engage students in active

learning.

Classroom populations are becoming multi-lingual and multi-ethnic at a growing

rate (Banks, 2003; Nieto, 1999). This is true for suburban as well as urban schools.

Socially equitable goals of education therefore, need to reflect the multicultural realities

of American society in order to improve race relations. These goals also need to ensure

that “all students develop the knowledge, attitudes and skills needed to participate in

cross-cultural interactions and in personal, social and civic actions that will help make

our nation more democratic and just” (Banks 2003, p.x).

It is of vital importance for educational policies, practices and professional

preparation to be responsive for improving race relations in learning communities. One

way this can be achieved is through the implementation of the pedagogies and practices

that are designed to teach for democracy. It would appear however, that the current

educational reform narrows the choices thus limiting responsive teaching practices in the

face of obvious socio-cultural trends.

Responsive Teaching Practices

The trends in technological advancement, global communication systems and

economic changes are resulting in the need for sophisticated intellectual and

interpersonally savvy professionals. At many levels the future work force will need to
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prepare as lifelong learners who can develop skills and negotiate the complexities of new

knowledge as it rapidly advances. Include in the equation, the economic impact of the

incorporation of “the largest wave of immigration ever in our history” and the role of

education, to teach “the multiple layers of knowledge” to diverse populations of students

becomes critical to the success and advancement of democracy (Darling-Hammond,

1996, p. 6).

The institution of education and schools then become important spaces where

diverse talents of all students must be recognized and nurtured for our changing world.

In addition, schools continue to teach students to develop the critical knowledge needed

for the advancement and transformation of democracy. Teaching for democracy provides

a framework for responsive teaching practices providing students with “access to social

understanding developed by actually participating in a pluralistic community by talking

and making decisions with one another and coming to understand multiple perspectives”

(Darling-Hammond, 1996, p.6).

Education for democracy is a conscious way to respond to the conditions formed

by divergent cultures and circumstances in classrooms and invite all students, including

the socially marginalized to have a place at the center of learning communities. A

suggested model for responsive teaching, known as the four dimensions of teaching for

democracy is explained.
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Four Dimensions for Teaching for Democracy:

Teaching and Democratic Practice

King’s (1994) research with student teachers and their understanding of social

inequity and cultural diversity highlights a critical aspect of teaching for democracy.

Findings from an analysis of students’ essays show “their thinking reflects internalized

ideologies that both justify the racial status quo and devalue cultural diversity” (King,

1994, p. 337). Milner’s (2005) research suggests “the extent of change in prospective

teachers’ beliefs and practices are linked explicitly to their interactions and experiences

with diverse individuals and contexts” (p. 767). These findings, coupled with the

disproportionate number of White, monolingual, and middle class teachers in the

profession (Gay & Howard, 2000; Ladson-Billings, 2000; Milner, 2005; Paley, 2000)

emphasize the need for teachers to cultivate socially just, culturally sensitive teaching

practices. The dimensions of this kind of teaching practice are addressed in the teacher

education literature about teaching for democracy.

A model for responsive teaching, which I identify the “four dimensions of

teaching for democracy” is created from my understanding of the literature. It is a model

that might be used to critically examine a teacher’s beliefs and practices in terms of their

engaging in “teaching for democracy.” The discussion in this section clarifies the

meaning of teaching all students and relates the meaning to the explanation of the four

dimensions of teaching for democracy.

The phrase, ‘teaching all students’ is meant to be a conscious perspective taken on

by a teacher who recognizes that schools are spaces where “children and youth …. are



38

variously represented and includes but is not limited to academic ability, bilingualism,

religion, ethnicity, socioeconomic status, disability, sexual preference and the like”

(Sapon-Shevin, 1999, p. 316).

Sapon-Shevin (1999) suggests that teaching all children requires the

establishment of caring learning communities. In these communities all students interact

with each other to learn and build on differences as resources for learning. Teachers who

are responsive to teaching all students acknowledge differences, teach acceptance and

accept responsibility for the success of all of their students (Tomlinson, 2003).

There are four dimensions of teaching for democracy that unify the internal and

outer processes of a teacher’s practices to make a difference to teach all students. The

four dimensions of teaching for democracy are the following: 1) An ethic of care

(Noddings, 1994); 2) Reflexive action (Grant & Zeichner, 1996; Schon, 1987);

3) Learning communities (Brooks & Brooks, 1999; Nieto, 1999; Richardson, 1997); and

4) Managed chaos (Bruner, 1986; Jenlink, 2002).

An ethic of care (Noddings, 1994) and reflexive action (Grant & Zeichner, 1996;

Schon, 1987) are the inner dimensions of a democratic teaching practice. They are

dimensions that are known privately to a teacher because they are lived in the ‘inner

landscape’ of a teacher’s experiences teaching. Learning communities (Brooks &

Brooks, 1999; Nieto, 1999; Richardson, 1997) and managed chaos (Bruner, 1986;

Jenlink, 2002) are the outer more public dimensions of a teacher’s practices. The four

dimensions as a whole create a zone in which a democratic practice can thrive to make a

difference to teach all students. Within this zone are also lie the possibilities for teachers
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to be agents of change in their own personal and professional development of equitable

and socially justice teaching practices. The discussion of this literature is presented to

frame the dimensions of democratic practices known privately to a teacher and publicly

in their observable classroom practices. The two sections are discussions of the inner

landscape of a teacher’s practices and the outer landscape of a teacher’s practices.

The Inner Landscape of a Teacher’s Practice

To teach for democracy calls for a teacher to consciously attend to the inner

landscape (Palmer, 1994) of their teaching practice. The teacher focuses on an ethic of

care and reflection in their teaching to be able to shape a democratic practice.

An Ethic of Care

This dimension of teaching for democracy is rooting in beliefs about teaching as a

moral act informed by an ethic of caring. The central focus of the teaching beliefs and

practices are not subject matter or standards but the human interaction of teaching

children. When teachers base their interactions on an ethic of care and with consideration

of the moral and ethical implications of their practice they are also promoting equity and

social justice through their work (LaBoskey, 2002, p. 32).

In research investigating the moral voice of teaching, it is suggested that an ethic

of caring is an intimate aspect of teaching as an “inner calling” or vocation (Estola,

Erkkila & Syrjala, 2003). Teaching is viewed as part of a moral and ethical identity. An

ethic of caring is a practice of vocation. Teachers are serving others and experience

personal satisfaction from their work with a commitment to evolving their work into an

accomplished practice. “If vocation is an answer to the question of why a teacher wants
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to teach then caring seems to answer the question of how to teach with vocation” (Estola,

Erkkila & Syrjala, 2003, p. 249).

Therefore, it is imperative for teachers to develop an ethic of caring in all of their

relationships (Noddings, 1988). It is a moral orientation to teaching which guides a good

teacher’s actions, to engage and encourage student learning framed by an ethic of caring

(Peterman, 1997). The relational nature of caring “provides a reciprocal reinforcement of

being which nurtures and sustains positive interactions between teacher and student

….increasing a student’s ability to learn” (Collier, 2005, p.358).

An ethic of caring is critical to beliefs about valuing the development of character

as a foundation of education (Dewey, 1916). When teachers practice their ethic of caring

they are conscious of not only the moral character they model to their students but the

ethical behavior they hold students accountable in the classrooms. They are actively

evaluating and reflecting on the content they teach. Teachers are cognizant of specific

ways students can construct ethical knowledge in the learning. An ethic of caring is

integral to education for democracy because “classrooms are incubators for citizenship”

(Noddings, 1994, p.172).

An ethic of caring is a form of what Noddings (1994) refers to as a relational ethic

which is defined as “any pairing or connection of individuals characterized by some

affective awareness in each and is an encounter or series of encounters in which the

parties feel something toward each other” (Noddings, 1994, p. 173). Teachers care about

the funds of knowledge (Moll, 1992) in their students’ lives. A caring teacher takes

responsibility for the influence he or she has on students and the influence students have
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on each other in their learning community. A teacher’s responsibility is centered on

being responsive to the dynamics of a learning community.

Teachers view their role as one of being in-service to their students by facilitating

an open dialogue and encouraging students’ self-affirmation (Noddings, 1994). bell

hooks (1994) would add that caring is to teach in “a manner that respects and cares for

the souls of our students” (p. 13). When teachers practice from an ethic of caring they

hold themselves accountable to maintaining an awareness of limiting beliefs and attitudes

in their practices. Because they genuinely care, their goal is to make the pedagogical

changes needed to attend to the moral and social growth of their students.

Reflective teaching practices

When teachers have a reflective teaching practice they are conducting an ongoing

self-examination of their work for the purpose of becoming the best teacher they can be.

The purpose of thinking about teaching practices is to gain insights in to the strengths and

weakness of teaching practices to address learning issues and problems (Schon, 1987).

Dewey (1916) makes a distinction about the quality of reflections. In his seminal

work, Democracy and Education, reflection is regarded as a special form of problem

solving and thinking employed by educators to resolve the complex issues of teaching

and learning. Dewey (1938) distinguished between two types of teaching action, routine

action and reflective action. Routine action is teaching behavior guided by traditional and

authoritative systems of education.

A reflective teacher’s practice is distinguishable from an unreflective teacher’s

practice. Reflective teachers seek insight into problems that are defined by the issues
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teachers experience in their practice. They link educational theory to their practices by

using varied sources of information rather than those determined by educational agendas.

Decisions about teaching are reassessed and innovative practices are re-generated (Valli,

1997, p.69). This is not to say that reflective teachers are not influenced by the current

educational agendas. How they respond is the key difference between routine action and

reflective, responsive practice. A teacher who is focused on how to teach is likely to

employ routine actions to teach a more teacher centered curriculum. In contrast, a

reflective teacher has a stronger focus on practices and teaching that is student and

community centered.

Teachers who engage reflective action carefully consider beliefs and practices and

the consequences to which these beliefs and practices lead (Grant & Zeichner, 1996).

Not only do reflective teachers critically evaluate their teaching, but they also think

critically about the educational, social, and political contexts of their teaching.

Reflective teachers examine problems from multiple perspectives with an attitude

of open-mindedness, responsibility and wholeheartedness. They consider their own

assumptions and related teaching contexts (Grant & Zeichner, 1996; Valli, 1997). The

uncertainties and complexities of teaching are framed and reframed, through reflection

and self-examination. The insights gained are put into actions (Lieberman & Miller,

1999; Schon, 1987; Valli, 1997). Implementing these actions offer teachers conscious

processes for developing multifaceted teaching practices necessary to teach all students.

The multicultural, varying economic levels and social realities of today’s student

populations require teachers to continuously expand their teaching practices. Reflection
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is a vital tool for developing these necessary kinds of practices. Schon (1987) suggests

purposeful reflection is conducted in three ways: reflection in action and reflection on

action. Reflection in action refers to a teacher thinking to reshape what he or she is doing

it and can still make a difference (Schon, 1987, p. 26). For example, reflection in action

may take the form of recognizing the inequity, or the awakening of dysconsciousness.

Outside of the immediate present, reflection on action is a teacher thinking back on what

they have done to discover how their knowing in action may have contributed to an

unexpected outcome (Schon, 1987, p. 26). This can be an innovative result or an

unexpected result that may be regarded as negative.

The notion of reflection in teaching has been the basis of a body of work and

research in teacher education, teaching practices and staff development (Lieberman &

Miller, 1999; Richardson, 1994; Schon, 1987; Valli, 1997; Zeichner & Liston, 1987).

Reflection about teaching enriches practices, and empowers teachers to develop their

professional knowledge. It is also a tool for developing sensitivity and responsive action

to teach students.

When a reflective teacher embraces teaching for democracy, the process of

examination considers the deeper socio-cultural ramifications of their practices. They

acknowledge and examine more deeply social belief systems they may be enacting

“dysconsciously” in order to consciously “act in favor of a truly equitable education”

(King, 1986, p. 337). Qualitative research and analysis conducted with pre-service

teachers verifies the need for this kind of critical reflection. To teach all students, is to

understand one’s cultural relationship to their students. Because most diverse
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populations of students are taught by white teachers, it follows that having a full

awareness of the meaning of white privilege, in the contexts of teaching in multicultural

classrooms, is important to the success of all students. To fully appreciate the knowledge

students bring to their learning communities, teachers must recognize the degree of

homogeneity of their life experiences in comparison to the culturally diverse populations

they are teaching (McIntosh, 1988).

In another teacher education course designed to prepare students for the realities

of race and culture in classrooms, Mary Dilg (1999) uses literature to raise issues and

offer white students opportunities to develop insights about the role of privilege in our

society. The readings and discussions often result in “unusually tense and complicated

issues” (Dilg, 1999, p.65). She finds that white students “are unable to fathom the

cultural affronts described” by the authors of color whereas students of color immediately

identify with “the way things are” (Dilg, 1999, p. 66). Dilg offers a criteria of effective

guidelines for teacher reflection in multicultural education settings which can be found in

the work of Appleton (1983) and Banks (1993) shown in Table 2.1.
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Table 2.1

Multicultural Teaching Practice

Appleton, N. (1983), Cultural pluralism in
education: Theoretical foundations.
New York: Longman. pp. 205 – 217

o Consider students own experiences
and needs

o Foster skills development as well as
critical thinking

o Use materials and resources that
examine historical and contemporary
social issues in students’ own
communities

o Acknowledge the important affective
as well as cognitive dimensions of
teaching and learning.

Banks, J. (1993). Approaches to
multicultural curriculum reform. In J.
A. Banks & C. A. McGee Banks
(Eds.), Multicultural education:
Issues and perspectives ( pp. 195-
214). Boston: Allyn & Bacon.

o Teachers need to be sensitive to their
own racial attitudes.

o Engage in careful selection of
materials

o Mindful of including the perspective
of people of color

o Sensitive to developmental levels of
students

o Employ cooperative learning.
o Most important: Know, care, and act

to develop and foster a democratic
society.

The pathway of a teaching practice that is guided by an ethic of caring (Noddings,

1992) and crafted through reflexive activity (Grant & Zeichner, 1996; Schon, 1987) is a

formidable endeavor. This endeavor has a quality depth and breadth, which differs from

reductionist or prescriptive approaches to teaching.
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Outer Landscape of a Teacher’s Practice

The outer or public dimensions of teachers democratic practices are geared

toward enabling social contexts for learning communities and not to shy away from the

sometime volatile dynamics thus manage the chaos that emerges when divergent

perspectives are central to the construction of knowledge and teaching.

Learning Communities

“Community fosters a sense of trust and belonging, creates a space for learning,

and helps to overcome divides based on differences among students” (Rowland, 2000,

p.187). Dewey’s (1916) conception of community is that it functions as an obvious

educational necessity, as obvious as education and learning are to the continued existence

of society (1916). A learning community will achieve a common end developed through

the ways classroom life shapes, forms and creates the experiences of the individual

members. This is because a particular classroom culture develops “its own values, rituals

and symbols that either welcome or reject its members” (Nieto, 1999, p. 84). This

development will occur either consciously or of its own volition. The fundamental goal

of a democratic classroom is to consciously develop a central community of learning that

welcomes the identities, cultures, abilities and interests of students. A conscious

approach is necessary due to the fact that a democratic “community does not emerge

spontaneously from some relational reflex, especially not in the complex and often

conflicted institutions where most teachers work” (Palmer, 1998, p. 156).

Learning is a social activity and a community is the context for social

development and reasoning (Vygotsky, 1978). Employing models of learning
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communities in classroom instruction provides opportunities for partnership,

collaboration, cooperative learning, and social transactions needed for constructing

knowledge - all of which are hallmark instructional approaches of teachers who provide

opportunities to bring together learners of diverse backgrounds to learn from each other.

Within these contexts, there are greater opportunities for zones of proximal

development to emerge. A zone of proximal development is created when what one

student learns in a group with the assistance of other students is greater than what they

would learn individually (Vygotsky, 1988). It is a process of mediating the social

transformation of knowledge. Differences are negotiated and knowledge is internalized.

There is a transition for learners as knowledge they have constructed move from the

social, inter-mental to the psychological or intra-mental plane (Vadeboncouer, 1997;

Vygotsky, 1998). Consequently, working on common problems actually enhances

learners’ interethnic understanding and solidarity with each other thus, strengthening the

resilience of the learning community (Nieto, 1999, p. 94).

Responsive teaching includes the dimension of creating learning communities

because it is a necessary and vital condition for teaching for democracy. Learning

communities provides the social context needed for social transformation, and to

construct zones for mediating the divergent backgrounds of students’ cultures, beliefs’

and funds of knowledge. The dynamics of discourse within these social contexts can

enable a cooperative community to unify or can undermine the democratic potential.

Developing democratic learning communities is dependent upon communication

as the significant tool for cohesion and growth (Dewey, 1916; Freire, 1998; Nieto, 1999;
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Parker, 2003). In democratic learning communities, the role of a teacher is to foster the

inclusion of “exposure to reasoning and social perspectives different from their own”

while engaging genuine exchanges of both hypothetical and authentic conflicts to

examine values (Parker, 2003, p. 63). The degree of savvy with which a teacher

facilitates communication is dependent upon the teacher’s skills, their awareness of the

subtle social complexities involved and the issues presented by their students’ learning

activities. At the very least it is critical that classroom communication is free of coercion

or the kind of domination found in discourse that inhibits dialogue and perpetuates social

inequalities (Parker, 2003, p. 63). Informed by Kohlberg’s education program, Parker

(2003) highlights an aspect of the communication principals of teaching for democracy.

According to Parker, Kohlberg emphasizes the rich benefits of heterogeneity in

classrooms when they have “exposure to reasoning and social perspectives different from

their own, thereby increasing the likelihood of genuine exchange and therefore,

intellectual conflict and disequilibrium” (p. 63).

Managed Chaos

When teachers teach for democracy, they are embracing pedagogy of

democratization that involves communication and negotiation with processes for

“recognizing difference (including difference in power) and dealing with conflict in

constructive ways” (Jenlink, 2002, p.8). A focus on human activity such as social

change, technological innovation, democratic participation, identity construction,

knowledge construction and learning to teach supports opportunities “…for dialogue

between those with opposing views. However, in the context of social inequities it is



49

necessary that negotiations take place in the context of express commitment to anti-

discriminatory and anti-oppressive education” (Jenlink, 2002, p.9). This becomes

particularly important when considering the insidiously inculcated racial, economic, class

and cultural inequalities present in social contexts.

In the current climate of educational reform in schools, curriculum and teaching

practices are being driven by a ‘technical’ standards approach which privileges the

language of a one-size fits all approach. In this kind of system honoring human activity

and divergent perspectives is regarded as messy and chaotic. It follows that practices

informed by a philosophy of teaching for democracy would go against the grain, embrace

and manage chaos. In a classroom, managed chaos is viewed as an opportunity for

authentic teachable moments to emerge. One view is not privileged over many

possibilities. It is in these moments that divergent perspectives are invited and valued

and collaboration is mediated.

Lessons and activities are designed to foster opportunities for the construction of

collaborative knowledge and cultural exchanges for the purpose of “joint culture

creating” (Bruner, 1986, p. 127). A teacher’s practice in the midst of this joint culture

creating is actually a consciously managed re-sponse-ability to ensure that the moral,

cultural, and social interactivity of learning is also honored (Myrick, 2004). Thus,

managed chaos becomes imperative to the integrity of teaching for democracy.

The interplay of interactions among students in a classroom learning community

comes with the “moral layeredness that exists in all socio-cultural contexts” (Myrick,

2004, p. 24). Teachers must then take into account the impact of these experiences for
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students. While teaching they are facilitating the divergent values, attitudes, behaviors,

and beliefs involved that formulate the dynamics and “interaction between prior and new

knowledge and the conversation necessary for internalization and deep understanding”

(Richardson, 1997, p. 3). These interactions create “zones of proximal development”

which result in students’ development of higher levels of critical thinking in social

interactions, and partnerships, that cannot be obtained individually (Vygotsky, 1978).

The outcomes of these moments of managed chaos are transformative and can strengthen

the level of trust and tolerance in learning communities. Students who learn to negotiate

and mediate differences within these communities. When communities are strengthened

they have the capacity to tackle more complex issues and ideas with greater cultural

sensitivity.

To teach in this manner is at times like walking a tightrope. Teachers are not

isolated from the tensions posed by socio-cultural and political variables outside their

classrooms. Efforts to de-legitimize democratic approaches affect and influence their

decision making when teaching for democracy. Walking the tight rope of ethical and

moral decision making, sustaining the integrity of their professional practice and

prioritizing the needs of their students, is a necessary reality in the cultural work of social

equity.

For this reason, Nieto (1999) advises teachers to have the peer support of critical

friends. Critical friends are “peers who debate, critique, and challenge one another to go

beyond their current ideas and practices” in a community of respect (Nieto, 1999, p.160).
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These professional peer communities nurture the resiliency teachers need emotionally,

personally and professionally to sustain their energy to teach for democracy.

The four dimensions of teaching for democracy offers teachers a three

dimensional blueprint for the cultural work of conducting responsive practices needed to

teach all students. As educators navigate their way through the tensions posed by reform

to advocate and teach students to become citizens in a democratic society, we need to

move toward those beacons of inspiration to do the work of social change. The

philosophies and theoretical frameworks of teaching for democracy provide such a

beacon for teachers’ pedagogical beliefs and instructional practices to teach all students.

Summary

The review of literature in this chapter explains Dewey’s (1916) philosophy of

teaching for democracy and the related current empirical teacher education research.

Four dimensions to teach for democracy are generated from the literature that addressed

responsive teaching practices. Responsive teaching practices address the learning and

teaching concerns of the socio-cultural complexities found in today’s classrooms. Tenets

for conducting effective and responsive democratic practices to teach all students are

presented.

The educational philosophy of teaching for democracy provides a lens for

examining second career teachers’ expressed reasons for becoming a teacher, ‘to make a

difference in the lives of young people.’ Philosophies of teaching for democracy can

inform practices to integrate the socio-cultural contexts and cultural capital of students’

knowledge into their learning communities.
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The model of responsive teaching known as the four dimensions of teaching has

the potential inform a blueprint for consciously teaching students to be active participants

in a global society. The four dimensions are: an ethic of care, reflexive practice learning

communities and managed chaos. Two of these, the ethic of caring and reflexive practice

are processes of the “inner landscape” of a teacher (Palmer, 1998). The second two,

learning communities and managed chaos, lie within the external or observable landscape

of a teacher’s practice. The introduction of a growing population of second career

teachers entering the profession, their life experiences, transferable skills from prior

careers and an altruistic desire to make a difference in the lives of young people is the

background and inspiration for investigating the question: How do newly certified, first

year, second career male teachers articulate the beliefs they hold about education and

conduct their practices to teach all students?
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CHAPTER 3

RESEARCH DESIGN

Overview of Study

The goal of this dissertation research was to understand how the beliefs and

teaching practices of two second career teachers operate to make a difference for their

students. I sought to study their teaching first hand by observing in each of the teacher’s

classrooms, one in San Diego, California and the other in Tucson, Arizona. I followed

the methods suggested and described by Huberman & Miles, (1997), Merriam, (2001),

and Bogden & Biklin, (1998), to conduct qualitative case study research to address the

question: How do two newly certified, second career, first year teachers articulate the

beliefs they hold and the practices they conduct to teach all students?

Adhering to research protocols suggested by qualitative researchers, I conducted

interviews (Siedman, 1997), participant observations (Spradley, 1980), and discussions

with the research participants to collect the data. Each of the volunteer participants was

teaching students that included mixed abilities, diverse economic status and multi-

cultural, multi-lingual backgrounds.

Simultaneous to the collection of data was a process of ongoing constant

comparative analysis (Glaser and Strauss, 1967) in which repeated topics were

categorized into themes. On the basis of these themes, descriptive case studies were

written.
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A cross case analysis of the two descriptive case studies were then conducted. I

followed guidelines suggested by Merriam (2001) and Maxwell (1996). On the basis of

the cross case analysis broader characterizations of these second career male teachers

were found. These are discussed in Chapter Six.

In this chapter, I justify and explain these methods used in this study, introduce

the two second career teacher participants and explain how they were selected, describe

the data sources and the procedures used to collect and analyze the data.

Methods

The qualitative research methods suggested by Bogden & Biklin, (1998), Ely,

(1995), Glaser & Strauss (1967), Siedman, (1997) and Merriam, (2001) inform the

procedures I used to conduct this qualitative case study research. Qualitative research

offers guidelines for conducting research that is experiential and verifiable within

systematic boundaries. Methods of qualitative research offer researchers the possibility

for “new ideas that could take shape via intuition, vision, and personal experience, and to

be analytical, on a deeper level” (Merriam, 1995, p. 107).

According to Bogden & Biklen (1998), to examine phenomenon qualitatively is to

“understand the meaning of the events and interactions of ordinary people in particular

situations” (p. 23). The phenomena in this research consisted of observing second career

teachers conducting their practices with their students in their classrooms as they were

teaching.

Qualitative research provides a systematic approach for studying inter-

connections of a second career teacher’s beliefs and practices. Direct observation of
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relationships between second-career teachers and their students generates data about

effective teaching practices for teaching all students. Direct observation is important to

research in the phenomenological mode because it is a way to understand the meaning of

events and interactions (Bogdan & Biklen, 1998).

The literature related to second career teachers is mainly demographic. This

literature does not offer much in the way of constructing deep understandings of the

beliefs and practices of second career teachers. For this reason, this qualitative case study

research is important for helping to develop an understanding and knowledge about

second career teacher beliefs and practices. This is a contribution to the literature, given

increasingly prevalent numbers of second career teachers entering K-12 classrooms

(Roy,1999).

Research approaches, which investigate phenomena in the natural settings in

which they take place, lead to the development of an authentic understanding of what is

being investigated. To authentically study the practices of second career teachers,

observations are conducted while they are teaching in their classrooms. Merriam (2001)

suggests qualitative case study research to obtain a greater depth of understanding, which

is in this study focused on two male second career teachers. Choosing this method of

research works to “better understand human behavior and experience to grasp the

processes by which people construct meaning” (Bogden & Biklin, 1998, p. 38).

A further benefit of qualitative case study research design is its viability for an

investigation of participants at multiple sites with multiple data sources (Bogden &Biklin,

1998). Also suited to multi-site studies is the use of the constant comparative method of
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analysis (Glaser & Strauss, 1967) that is employed throughout the collection of data.

That is, as classroom participation observations are conducted in each setting, the data

collected is systematically reviewed for emerging themes and categories. What is

gleaned from the data informs subsequent observations and the final analysis.

Participants and Settings

In the course of teaching in alternative teacher education programs, I am struck by

the atypical demographic make up of the education student population. There were a

number of older male students who are making career transitions to second careers as K-

12 teachers. In class discussions about the purposes and role of education in our society,

these students often expressed an interest in learning about my dissertation research ideas

related to notions about teaching for democracy. Consequently, I became curious about

how the beliefs about education expressed would relate to their teaching practices.

My decision to focus on male teachers was further confirmed when I realized that

the demographics of post baccalaureate teacher education is changing from being female

dominated to including many male teachers, but that the majority of education research is

conducted with female teachers. Hence, studies of male teachers are needed.

At the time I was ready to conduct my research eight second career male students

were interested in volunteering. From these eight, two participated in an exploratory

pilot study which I used to inform the design of this project, two were able to participate

in the actual research, and two opted not to participate when they realized the demands of

participating. The two male second career teachers selected had completed their

coursework for credentials in alternative education programs in two different states.
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Each of them was teaching in their first year as certified teachers during the course of this

project. Biographical information about the two volunteer second career teacher

participants is portrayed in Table 3.1.

Table 3.1

Profiles of Case Study Participants

Matt S.

Age: 33
Educational History: K – 12 in current district

of employment. B.F.A. in English
at the University of Arizona

First Career: Justice Court intake
Present Position: Secondary English teacher at

an affluent suburban high school in the
northwest area of Tucson.

Mike C.

Age: 57
Educational History:

K-6, 7-8, 9-12, College: Catholic
private. Master of Arts Degree in
Education.

First Career:
United States Marine Corps 21 years
Rank: Major
Retired 7/91.

Position: Industrial Arts teacher (emergency
placement) in a San Diego, suburban,
multilingual, middle school.

Prior to beginning the research, I made individual appointments to visit each teacher in

his classroom to discuss details about the project. One of the participants was local to the

Tucson area and the other required that I travel to San Diego. While visiting the schools,

I also met with each principal as a professional courtesy. In the next sections, the teacher

participants and the settings in which they taught are described.



58

Participant 1: Mike C.

Mike was invited to become a participant in this dissertation research project

because of his career transition from the military (retired), into his second career as a first

year teacher. In a San Diego alternative teacher education program, Mike obtained a

multiple subject credential (basic certification), clear credential (required further

development) and master’s degree, all paid for by the U.S. government “Troops to

Teachers” program.

After four years of substitute teaching experiences while completing his second

career education, Mike entered his first year of teaching. At the time of this research he

was employed as a multiple subject, middle school teacher, for 7th and 8th grade

industrial arts classes.

Preliminary research discussions about participating in the research project were

held in Arizona over a holiday break weekend. At that time, requirements of

participation in the research project were outlined and included clarification of the over

arching research question, a review of the questions for the formal tape recorded

interview, and the logistics of the intermittent scheduling of participant observations to be

conducted in San Diego. At this time, the logistics for conducting observations were

considered. The 90-minute class was held in two parts. The interviews would be

conducted in the following manner:

• For the first thirty minutes of class, I would be seated just outside the
doorway of the small classroom within the larger industrial classroom
space due to limited seating and overcrowded attendance.
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• During the students’ module lessons in the larger classroom, I would
observe from the outside of the classroom, shifting positions so that Mike,
thus his teaching practices, would remain within view in this large space.

• I would remain non-interactive with students as an observer.

• Informal discussions and formal questions would be conducted after school so
that Mike could maintain a routine of greeting students passing between classes.

• Observations would be conducted sequentially prior to and following weekends to
optimize out of town travel for case study research.

Following the agreements about ground rules for conducting research, consent

was obtained.

Setting

K Middle School is specifically populated to reflect a diverse population of

geography and demographics as part of a policy to integrate schools in the San Diego

Unified School District. Consequently, at this school are programs of less common and

more ‘specialized’ education programs for deaf and hard of hearing, severely physically

handicapped, and physically handicapped students. A number of classrooms are

exclusively organized around the needs of gifted students in all subject areas as well as a

significant population of students who are bused from lower economic urban areas

outside the school boundaries.

Demographics reported from Wikipedia, http://en.wikipedia.org/wiki/Wikipedia)

an encyclopedia of current information, and Great Schools

(http://www.greatschools.net/cgi-bin/ca/other/6177), a data base of detailed school and

district demographic information about schools across the United States, are resources
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offering a demographic profile of K Middle School and the surrounding community in

San Diego:

Population 51,203

Median Family Income $23,514

Racial make up 46% Hispanic
25% White
16% African American
8% Asian
2% Filipino
2% Pacific Islander

Students with reduced lunch 66%

ELL students 24%

Average class size 32

Transition rate 19% of students

The school itself sits on top of a lush wooded area in the middle of an older

neighborhood development. Mike teaches classes of 6th, 7th and 8th graders. Due to the

drastic shifts in growth and construction of housing developments throughout the San

Diego Unified School District and a reformed policy for regulating equitable attendance

numbers, students from an urban area are bused to attend K Middle School. Busing is an

action employed to offset a budget deficit generated by the housing growth and

diminishing attendance from the neighborhood. Consequently, the majority of students

enrolled in electives courses, including Mike’s class, are not gifted students rather

primarily urban, second language learners and some special education students.

K Middle School opened in the 1970’s as a modern complex in its time. At the

time of this research the physical grounds were in much need of cleaning, painting, and
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landscaping. Classrooms are not state of the art but do have computers for teachers and

little else in the way of technology. The state of the school’s physical condition contrasts

with the surrounding suburban neighborhood. It is evident that maintenance of the school

grounds is a low district priority.

The lack of technical upgrades in Mike’s classroom is problematic, because the

core of the district curriculum for industrial arts is dependant upon computers. There are

17, ten year old computers but only 10 that work to serve classes of up to 30 students.

The other unusable industrial equipment is also quite old and outdated given today's

industrial trends. Mike reports that involvement with the parents of his students is

minimal. He admits to doing little to engage the parents of his students in their learning

in industrial arts. Most of the communication with the parents of his students is related to

discipline issues with misbehavior.

Participant 2: Matt S.

I came to know Matt as a student in three of the certification courses I taught in an

alternative post baccalaureate teacher education program. His participation in class

discussions centered on ideas about teaching students to think critically as democratic

citizens, the social justice issues in education and effective teaching practices.

Subsequently, Matt was interested in being a research participant for two reasons. He

wanted to further engage in critical philosophical discussions about his first year of

teaching and to obtain feedback to develop and craft a socially conscious teaching

practice.
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Prior to beginning the research process, Matt and I met during one of his

planning periods to discuss the particulars of his participation, how data would be

gathered, what his responsibilities would entail, the time commitments involved and how

information would be managed.

Based on what I had gleaned from the pilot studies about participant observations,

Matt and I discussed the overall dynamics of the research procedures. Matt preferred I

remain a non-participant in the classroom dynamics when I observed him teaching. I

concurred in that it is suggested by Spradley (1980) that a passive participant “is present

at the scene of action but does not participate or interact with other people to any great

extent” (p. 59). Matt and I made the following agreement about how the research process

would take place:

• Observations would be scheduled through email communication.

• Class lessons would be uninterrupted by my arrival during breaks and transitions.

• Data would be recorded during Matt’s teaching of class lessons.

• Questions for further investigation and analysis during observations would be
listed.

• Discussions would be conducted during breaks, lunch hours, or planning periods.

After reaching an agreement about the conduct of research practices, I reviewed

the consent form with Matt and gave him a set of questions that would be used to conduct

the first formal tape-recorded interview.

In order to gain a broader overview of Matt’s teaching practices observations

were scheduled at various times of day and intermittently over the course of the three

month period for conducting research.
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An appointment with his principal followed my meeting with Matt. During my

meeting most of the conversation was spent in dialogue about standards versus

benchmarks. I emphasized my research focus on the teacher rather than the students

outlined the ethical considerations regarding students. A copy of the consent form and a

list of the formal interview questions were provided.

Setting
The high school setting in which this research is conducted lies northwest of the

city of Tucson in Oro Valley, AZ. The surrounding community of this high school is a

rapidly growing community in transition from what used to be predominantly golf resort

retirement communities, vacation resorts, and older homes with property zoned for horse

stables. The introduction of real estate development and larger technology corporations

has impacted the economic and real estate growth in the area. Demographics reported

from Wikipedia, an encyclopedia of current information, and Great Schools

(http://www.greatschools.net/cgi-bin/ca/other/6177), a data base of detailed demographic

information available about schools and district across the United States, provide sources

for a profile of demographic information of the Tucson high school and surrounding

community:

Population 29,700 in 2000

25% under the age of 18

Median family income $67,563
$37,000 more than the Tucson area

Racial makeup 93.10% white
1.92% Native American
1.06% Black/African

American
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0.12% Asian or Pacifica
Islander

1.83% from other races

Economy District includes high tech
for biotech and medical tech
industries

Free and reduced lunch 11%

ELL students 15%

The student population in Matt’s classes of sophomores and seniors reflect the

demographics for the area. The biotech industry accounts for the vast ranging

international cultures of students immigrating from Saudi Arabia, Israel, Russia, Italy,

Persia and Sweden as well as a small percentage of Latino, Native American and Black

students.

The physical location in which the high school was constructed, is positioned

advantageously to take advantage of the desert landscape, spectacular views of mountains

from all vantage points, and has the ‘feel’ of a neighboring desert resort. Students move

from class to class along outdoor walkways in full view of the mountains. Academic

subject areas are organized by departments and the classrooms are grouped in enclosed

hallway corridors. Each classroom is a “smart” classroom equipped with state of the art

technology: a cable television, DVD and power point hook-up for teaching. The school

has an in-house broadcast facility for its own TV station. During the time in which data

was being collected, one broadcast announced that 12 computers, ipods, MP3’s and 2005

VW car that would be prizes for seniors the night of the ‘lock-in’ casino party planned for

graduation night.
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Data Gathering Sources and Collection Procedures

Data sets were gathered from four sources: formal interviews with teacher

participants, informal interviews with the teacher participants, observations of the

classroom, and my reflective research journal. These data gathering sources and the

related procedures to collect data are described below.

Pre/post Formal Tape-recorded Interviews

In each teacher’s classroom setting I tape recorded interviews, which were later

transcribed. The formal tape-recorded interview protocol (See Appendix A) was a set of

open-ended questions developed to “establish a territory to be explored...and to be able to

gather data that accurately reflects the 'consciousness' in the words and the thoughts

embodied in those words while allowing the participant to take any direction he or she

wants” (Seidman, 1998, p. 69).

Interviews were scheduled at their school sites in their classrooms after school

hours. The interview questions were emailed to each participant prior to conducting each

interview. The interviews were conducted following the guidelines suggested by

Merriam (2001). I asked specific questions in a semi-structured format including “some

more open-ended questions that could be followed up with probes” (p. 74). During the

interviews the responses each participant gave were probed to clarify and explore their

answers.

I began constant-comparative analysis as soon as the formal interviews were

transcribed. The initial categories that emerged from the constant comparison were used

to prepare for the observation conducted in each participant’s classrooms. In addition to
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preparing for observation, I selected possible topics for informal discussions with each

teacher.

A formal tape-recorded final interview was conducted with each teacher

participant following twelve weeks of classroom observations. The formal interview

protocol questions posed (see Appendix A) in each of the initial interviews guided the

final interviews as well.

Observations

Classroom observations allowed me to experience first hand the phenomena of

the classroom by observing the “activities, people and physical aspects of the situation”

(Spradley, 1980, p. 54). As an outsider, in a non-interactive role during class sessions, I

was also able to get a feel for what was happening. All the while I worked to maintain an

‘increased awareness’ of what was taking place while simultaneously viewing each

teacher’s practices and classroom climates with a ‘wide observational focus’ (Spradley,

1980).

The guidelines to conduct these non-interactive observations were discussed with

each participant prior to the first classroom visit and described earlier. Data was

systematically recorded using an organizer which was created using an 11"x17" legal

pad. Placed horizontally, the lengthwise page was divided into three columns of various

widths. At the top of the first column the date was recorded. The time was regularly

noted throughout the observation sessions. In the wider second column, I documented

my observations of the participant teacher’s practices, instructional strategies, and

classroom procedures as well as a description of the physical environment.
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In the third column, I followed the advice of qualitative researchers and recorded

“hunches” and “insights” that “come to the researcher during the data collection before

they lose them…(w)henever you feel strongly about an event witnessed or a dialogue

engaged in, note the images that come to mind” (Bogden & Biklen 1998, p. 161; Miles &

Huberman, 1994). Included in this third column were notes about impressions, striking

events, reflections, interpretations and/or questions.

Anecdotal Note Taking of Informal Discussions

Anecdotal note taking was an important source of documentation. These notes

captured the often purposeful and pertinent discussions which occurred in teacher’s daily

routines such as a moment between classes, while walking to lunch, or during walks to

the copier room. The spontaneity and logistics of particular discussions prohibited tape

recording; therefore I conscientiously and carefully wrote as much as possible about these

informal encounters as soon as possible after the occurred. These notes were typed and

used in the data analysis.

Tape-recorded Informal Discussions

Opportunities to tape record lengthier informal discussions occurred when

students were not present. Most often these moments were during teachers’ lunch

periods, planning periods, or after school. These recorded discussions were also

transcribed.
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Transcripts of Notes and Recordings

A secretary I recruited who was willing to work at my computer to transcribe the

tape recordings of interviews and discussions. Working at my computer afforded me the

opportunity to supervise, review, and cross-reference the tape recordings with the

transcribed texts. I transcribed my written anecdotal notes. A computer file was created

and all transcribed material was stored. Copies of transcripts were accessed as needed for

review and analysis.

Schedules for Data Collection

Appointments for the interviews for this project were made in the second quarter

of the fall semester. At this point in time, each of the second-career male teachers’ were

established in their classrooms routines before participant observations began. The

schedules of observations followed the recommendations of Bogden & Biklen (1998)

suggesting researchers “decide if you want to spend more time in one place than another,

arrange to see a specific activity, or plan to interview a particular subject with specific

questions in mind” (p. 161). Traveling between Tucson, AZ and San Diego, CA to

collect data, observations were scheduled two weeks ahead of time between November

2004 and March 2005. Tables 3.2 and 3.3 list the schedules of the collection of data.
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Table 3.2

Schedule of observations – Matt S.

Pre-observation tape
recorded interview

November 4, 2004

Observations/Discussions
(3-5 hours)

November – 9th, 10th,11th, 16th, 17th ,30th

December – 9th, 10th, 14th ,
January – 13th, 14th, 31st

February – 7th, 8th, 9th, 15th, 16th,
March – 3rd

Post-observation tape
recorded interview

March 8, 2005

Table 3.3

Schedule of observations – Mike C.

Pre-observation tape
recorded interview

December 2, 2004

Observations/discussions
(3-5 hours)

December – 6th, 7th , 16th , 17th , 20th

January – 5th , 6th , 10th , 11th , 19th , 20th, 21st

February - 22nd, 23rd, 24th

March – 15th, 16th, 17th

Post-observation tape
recorded interview

March 22nd , 2005
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Data Analysis

With the dissertation research question in mind, data sets were analyzed in two

phases. First, simultaneously while collecting data an ongoing constant comparative

analysis (Glaser & Strauss, 1967) was conducted with the data gathered from the

interviews, the informal discussions and classroom participant observations. Two

descriptive case studies were written. A second phase of analysis was conducted across

cases to delineate broader characterizations of the interpretations of the beliefs and

practices of the second career teacher to teach all students.

Constant Comparative Analysis

Following the guidelines suggested by Glaser and Strauss (1967), an ongoing

constant comparative analysis was conducted while simultaneously collecting data from

the two classroom sites. The sources were continuously examined to identify “key

issues, recurrent events, or activities,” which in turn became “categories of focus” (p. 67).

For example, as participant observations were being conducted, I was noting impressions,

key issues in the classrooms and repeated comments by teachers. These notes were

compared and reviewed between observations and across cases to assign codes and

identify themes emerging during the process.

Constant comparative analysis began with the first pre-observation formal tape

recorded interview and ceased at the completion of the collection of data. The first

formal tape recorded interviews were transcribed by a third party into “reliable” written

texts of the exact responses given by the second career teachers (Siedman, 1998, p.97).

These transcripts became the first sources of data for a recursive process to compare and
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review similarities, differences or interesting interconnections between teachers’

responses to the interview questions. The constant comparative analysis provided an

initial lens from which to begin the collection of data during participant observations

across settings. For example, I wondered how deeply, openly and actively Matt could

pursue discussions with his students about their background experiences and make

connections to the literature they were reading. In Mike’s classroom, I wondered how

deeply and openly discussions would occur between a teacher who believed in the

identity of Americans as monocultural rather than multicultural.

Constant comparative analysis continued both in observations and afterwards.

The use of an organizer helped to refine the process by having provided a column for

notes and immediate speculation. Continuous review of notes and data sets added to the

broadening themes. Analysis of the data sets and emerging themes was supported by my

own reflective journaling, as a tool of analysis, to explore the meaning of the data and

develop an understanding of the phenomena. These entries were written in a ‘free style’

form, which helped to crystallize the “diversity of dimensions under the categories”

(Glasser & Strauss, 1967, p. 67).

Ongoing analysis of the data cycled “back and forth between thinking about

existing data and generating strategies for collecting new-often better quality-data”

(Miles & Huberman, 1990, p.49). The categories, which emerged from the constant

comparative analysis, student ownership of classroom spaces, engagement of a teacher

and his students, and teachers taking care of their students, anchor the development of the

descriptive case studies.
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Creating the Case Studies

To write my case studies, I began by writing the categories emerging from the

constant comparative analysis and pinning them to a bulletin board. In this way I could

easily keep them in mind as I began the process of developing each case study. I found

that the data sets collected from the observations and notes provided rich contextual

information and detailed descriptions of both the participants and the settings.

Redundancies were sorted out, information was edited, and the data were organized for

access to all materials (Merriam, 2001, p. 194). Passages of data, repeated words, events,

or ideas, were underlined. Codes written in the margins and key passages were color

highlighted, each code having its own distinguishable color. This aided in sorting

through the data sets to cut the colored passages into strips. Each of the colored “strips”

was paper clipped and sorted into categories. These strips became the data to organize

for each case study so that it could be easily retrieved for the more intensive analysis

needed to develop and write the case studies (Bogden & Biklen, 1998, p.181).

Data sets were grouped into categories and laid out to read. I looked for repeated

words, phrases or ideas. Sometimes, a coded passage was removed because it better

accommodated the understanding of the research question in a different part of the case

study. To develop insights, connections or meanings to write the descriptive case study,

speculations were examined through reflective journaling. In a free write style,

knowledge about the case unfolded in ways that offered otherwise unseen perspectives.

The descriptive case studies written, one for Mike and one for Matt, are presented in

Chapters 4 and 5.



73

The Cross Case Analysis

The completed case studies provide the source for a cross case analysis to further

characterize my interpretation of the beliefs and practices of these two second career

teachers. Across cases I sought to find ‘more powerful explanations” in response to the

dissertation research question (Miles & Huberman, 1994, p. 172). Thus, what emerges

from the cross case analysis, has greater breadth and depth when answering the

overarching dissertation research question: How do newly certified, first year, second

career male teachers articulate the beliefs they hold about education and conduct their

practices to teach all students?

As suggested by Huberman and Miles (1994), in an effort to gain deeper insights

in the cross case analysis, I sought to “collect and double-check findings using multiple

sources and modes of evidence” (p. 438). Data sets for the cross case analysis are the

descriptive case studies found in Chapter 4 and 5, and the categories generated from the

constant comparative analysis - Student ownership of classroom spaces; the engagement

of a teacher and his students, a teacher cares for his students and the congruencies of

beliefs and practices to teach all students.

Through triangulation of the data sources I look for ways to link the case studies

and categories to broader themes. By gazing at the evidence, considering similarities and

differences, and journaling as a tool of analysis for understanding broader themes, I

realized there was one broad theme that characterized Mike and Matt’s beliefs and

practices. The impact of their life histories was pronounced across cases. The broad

theme from the cross case analysis, ‘Life history’ is defined as those experiences Mike
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and Matt had before deciding to be a teacher, taking certification courses, and entering

the profession were profoundly influential in shaping both their teaching beliefs and their

practices.
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CHAPTER 4

CASE STUDY MIKE C., RETIRED U. S. MARINE

MIDDLE SCHOOL: 7th AND 8th GRADE INDUSTRIAL ARTS

As I drive a winding road on a bright sunny San Diego morning to the middle

school in which I will begin participant observations curiosity abounds as various

questions travel through my thoughts. What will it look like for a former Major in the

United States Marine Corp, who had been a jet attack pilot in war, teach 7th and 8th

grade adolescent students? Will the protocols of the classroom structure be formal and

militaristic? Are Mike's teaching practices authoritarian? How does he handle discipline

issues? If his practices are authoritarian how do his students respond? Will the impact of

Mike’s previous military career be apparent in his teaching practices?

In the six years time I have been a teacher educator a number of students are

becoming teachers after completing their military careers. Engaging in discussions about

their choices reveals that many are becoming teachers for two reasons: One they are

interested to make a difference in the lives of young students; and two, because they

enjoyed teaching as part of their work in the military. Often they make a point of

expressing beliefs about preparing young people to be contributing citizens in the

democratic society of this country.

When instructional strategies are taught, many of the second career military

students give examples of the direct instruction approaches they found successful in their

military classes. They plan on transferring these same strategies to their teaching. As I
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listen I often wonder about the realities they will encounter as they adjust to teaching in

K-12 education. Many times I would like to follow them into their classrooms.

When introduced to Mike C., a retired U. S. Marine, and learning that he was

teaching in a middle school in San Diego, I had an opportunity to explore this interest and

conduct qualitative case study research. This research is guided by the following

question: How do first year, second career, male teachers articulate their beliefs about

education and conduct their teaching practices to teach all students?

The collection of data for the case study of Mike C. who was introduced in the

previous chapter, was generated through tape recorded pre, post, and informal interviews

and discussions while conducting intermittent observations in his San Diego, industrial

arts, middle school classroom. The subsequent descriptive case study (Merriam, 2002)

illustrates the beliefs that Mike holds and the practices he uses to teach all students.

This case study is organized in the following way: first, an abbreviated story of

Mike's personal life history, Catholic education and prior career experiences plus his

teacher credential and master's program are presented. Then a description of the middle

school community in which Mike teaches, including a teaching schedule the teachers of

elective classes. Next I describe the categories generated from the ongoing cross-

categorical analysis and discuss the evidence that verifies the findings. The categories

include student ownership of classroom spaces, the engagement of a teacher and his

students, a teacher cares for his students and the congruencies between a teacher’s beliefs

and practices to teach all students.



77

Growing up post-World War II

Mike is the oldest of six children in an Irish Catholic family. They lived in an

upper middle class suburb of New York City on an inlet coastline on Long Island. The

proximity to the east Atlantic coast offered Mike and his friends many summers spent at

the beach and sailing. Mike recalls a fascination with history sparked by stories and

evidence of his Aunt’s house being built in the early 1800’s and on the direct pathway

slaves traveled in the Underground Railroad. He fondly remembers boyhood adventures

investigating the various nooks and crannies of her house with his cousins in search of

the tunnels running underneath her home.

Growing up during the post World War II era, Mike’s corporate executive father

and his father’s war veteran friends often got together. Mike recollects that it was

customary for them to tell adventurous stories about their experiences as soldiers, sailors,

and marines. They regaled with descriptions of fighting both the Germans and Japanese

in World War II. Mike heard them expound upon the great opportunities of freedom in

America that they had protected. These stories, coupled with observing the tattooed

numbers on the arms of some of their Jewish neighbors, were highly impressionable for a

young boy.

As a kid, I always knew that there were countries where people lived in
fear of being snatched from their home in the middle of the night and that
we didn’t live in fear because my Dad and his friends went to war to
protect the freedom we have in this country. These guys were proud to be
American. (Interview, 12/1/05)
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Education History

Mike describes the typical classroom scenario of his Catholic K-12 education.

The classrooms were 50 students “5 rows across and 10 desks deep.” His instructors

were strict authoritarian Nuns and Clergy ‘Brothers.’ Mandatory daily attendance at

Mass, a church service spoken in Latin, and daily religion lessons were routine parts of

the ‘curricula.’ These lessons formulated an image of God as both approving, and

disapproving, strict about proper conduct and academic performance, but loving.

Corporal punishment was the primary consequence for classroom misbehaviors and

applied to shape the efforts and outcomes for successful academic achievement.

If you screwed up on a test and they knew that you were capable of getting
a 95 and let’s say you got a 90, then you bent over and got 5 swats on the
butt with the 18 inch long strap. I learned to live up to academic
achievements rather than down. It was intense but it’s just the way it was.
(Interview, 12/01/04)

The primary instructional methods for teaching and learning, Mike recalls, were

to memorize facts for tests, take turns reading aloud and answer questions at the end of

the chapters in all subject area. Writing was more about penmanship and copying

passages and sentences rather than working on a creative composition. Mike's teachers

took advantage of the close proximity of the school to the neighborhood in which the

students resided. “…because everybody lived so close to school if you needed help, they

basically kept you after school and worked with you one on one.” (Interview, 12/01/04)

After graduating from an all boys’ Catholic high school, Mike enrolled at an all

male Catholic liberal arts college, St. Michael's, in Vermont. It was during these college

years that he believes he was first introduced to and invited to develop critical thinking
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skills. It was a new experience to "learn by building knowledge rather than memorizing

facts. We discussed topics using Socratic methods of questioning to synthesize the

content." (Interview, 12/01/05)

Mike graduated with a Bachelor of Arts degree majoring in political science.

From then on he has always remained captivated by the principles and analyzed

philosophies that underlie the creation of the Constitution of the United States, the Bill of

Rights, and the Federalist Papers that govern and serve as the foundation for this country.

He has continued to remain current in issues related to politics and government.

First Career: The United States Marine Corps

In 1968, during his sophomore year of college, Mike enlisted in the Marine Corps.

After graduation in 1970, completing officer candidate training and commissioning, Mike

was sent to Viet Nam. When he began his military career, “social unrest and racial

tensions in society were spilling into the Marine Corps as well.” Many of Mike’s

commanding officers in Viet Nam, and during the first decade of his career, were men

who had been young soldiers in World War II, the same time that his father had been

serving in the South Pacific.

When Mike summarizes his 21 year career in the Marine Corps, he speaks with

pride about his commitment. While speaking there are unspoken and obviously

emotional pauses that are heartfelt. With reverence, Mike refers to text of the Marine

Corps ethical code of conduct, “Duty, Honor, and Country” as a way of expressing what

it means for him to be a member of the U.S. Marine Corps. He professes to live by a

belief system that is guided by a code of ethics,
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Practiced by men and women called to make the ultimate human sacrifice,
to offer their lives with dignity, humility and courage in a pursuit of
protecting our freedom. I have witnessed fellow Marines lose their lives to
protect the freedom these kids have and I want them to know what others
have done for them. (Interview, 12/01/05)

Overwhelmed with emotion, there is a pause in during his interview. Mike does

not speak of any memories about wartime experiences from either Viet Nam or Desert

Storm consequently; it is difficult to ascertain the extraordinary lived experiences of men

and women in war.

Mike has lived in a number of different cultures. He lived for a total of 4 years in

Italy, the Republic of South Korea, Guam, and the Republic of the Philippines. He also

lived two different times in Japan. On another assignment he was stationed for six

months on the U.S Nimitz during Operation Desert Storm. He flew and landed military

jets on the aircraft carrier. In five seconds he would bring a two ton, multimillion dollar

plane to a dead stop on the short landing strip of an aircraft carrier.

At times, he was responsible for the command and supervision of as many as 800

Marines. Aside from his duties as an attack pilot, Mike was a naval gunfire and artillery

instructor as well as an aviation flight instructor. His ‘students’ were typically

multiethnic and aged 18-25 years. His final command prior to retirement was a tour of

duty in Iraq during Desert Storm.

As an aviation instructor in the Marines, structured lessons in the units of

curriculum were taught to ensure a mastery level of understanding. No margin for error

was tolerated due to the high stakes consequences involved in this education.
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The tasks were restrictive and by the book because the success of their
actions had life or death consequences. Minimal error was tolerated;
especially flying 500 miles per hour at 200 ft. Sneeze or malfunction and
the pilot would ‘take a dirt nap’ (die). It was all about precision. To this
day I have continued to organize and work with a focus on precision with
the same degree of expectations for myself as my students. (Interview,
12/1/05)

Having had experiences as an instructor, and believing it was something he was

good at, Mike took advantage of the troops to teachers funding available and pursued his

second career as a multi-subject (elementary) schoolteacher.

Teacher Credential Program

Mike enrolled in a non-traditional, accredited alternative teacher education in a

'corporatized' university program. National University has a variety of campuses

throughout California with multiple locations in the San Diego area. They award

institutional recommendations for about 2000 teaching credentials a year for the state of

California. In addition to teaching credentials, Master’s Degrees in Bilingual Education,

Education Administration, Special Education and Educational Technology, as well as

School Counseling and Psychology, are available. The few additional courses needed to

obtain National Board Certification, a nationwide teacher certificate accepted in most

states, is also offered.

Mike chose this program because of its condensed curriculum design, abbreviated

one-month, nine session class schedules and the option to complete coursework on line.

Once enrolled, he took advantage of the extended coursework graduate option and

obtained a Master of Arts degree in Education. His focus of study was Cross-Cultural

education with a specialization in Educational Technology.
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Each course, as previously stated, was one month long with bi-weekly classroom

instruction meetings in the evenings from 5:30p to 10:00p. Throughout his coursework

each class expected students to complete classroom observations and course related

portfolio assignments. One of the graduation requirements was to submit a

comprehensive teacher education portfolio for assessment. Mike’s California state

multiple subject (elementary) credential required the following list of courses:

TED605 The Diverse Classroom

TED610 Introduction to the Intern Teaching Experience

TED611 Educational Psychology

TED615 The Foundation of Education

TED621A Language Development Methods in Elementary School

TED621B Reading & Language Arts Methods for Elementary School

TED622A Curriculum & Instruction I: History, Social Science, PE

TED622B Curriculum & Instruction II: Math & Science

TED629 Student Teaching Seminar

TED630A Student Teaching

TED630B Student Teaching

Prior to his student teaching placement, Mike passed the two state required

competency exams for teachers, CBEST, basic skills and MSET, the multi-subject

(elementary grades) exam. As required by California state standards for teacher

credentials, Mike completed two, seven week, student teaching internships in two

different grade level classrooms. During his internship, Mike completed the third

required state test for the multiple subject (elementary) teacher credential, the Reading

Instruction Competence Assessment (RICA).
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Mike’s first student teaching placement with a male, sixth grade teacher proved

problematic. He reports that the group dynamics in this classroom setting were plagued

with male students’ putdowns and teasing of a small group of female students who were

overweight. With the introduction of a student teacher, the teasing and bullying tactics

on the part of the male students became more pronounced. Given the difficulties

experienced in the classroom climate, at four weeks into the semester, Mike, his

cooperating teacher, and the university’s internship supervisor agreed that a re-

assignment was appropriate.

The second internship placement in second grade was also with a male

cooperating teacher. There was team teaching partnership in this internship. Mike was

pleased with the partnership. Through their collaboration instructional opportunities

were optimized to develop students’ reading and writing literacies plus their math

abilities. Mike proudly reports that of the 145-second grade classrooms, in the Chula

Vista School District, the standardized test scores of this second grade class were the

highest in the district.

Once Mike obtained his multi-subject credential he continued and enrolled in a

combination clear credential/Master of Arts graduate degree program. In addition to the

post-credential clear courses Mike completed the following courses for his major in

Cross-Cultural Studies including a three credit thesis requirement:

TED665 Cognition, Language, and Culture

TED666 The Cultural Foundations of Linguistics

TED667 Diversity and Change: A Critical Pedagogy

TED668 Survey of Children's Multicultural Literature
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The National University thesis requirement includes and introduction, review of

literature and a proposed plan for research. Mike wrote a position paper on the inclusion

of formal character and values education in public school curricula. The two primary

research questions addressed in his paper are:

1. Will the inclusion of a formal character and values education
program in public schools reduce violence and other anti-social
behaviors committed by students?

2. What criteria and historical moral standards, and shared core values can
education learn and take from our collective past and apply to the
situations they are currently facing and have to deal with?

According to Mike, although his education at National University helped him to

achieve his second career goals, he found it devoid of providing him any real knowledge

about how to think about or critically examine teaching. Many of the assignments for

Mike were more

…busy work than anything else. The teaching techniques we were
learning about, like cooperative learning, and what I was observing in my
practicum’s, weren’t teaching kids anything. A lot of teachers were just
lazy and letting kids socialize while they sat at their desks or worked on
their computers. (Interview, 12/01/04)

Mike reports that many of his adjunct instructors of his teacher education courses

lacked organization in their syllabus, assignments and instruction. In his view they

seemed to lack a level of clarity about the course content they were teaching. He found

himself often frustrated by their seeming inefficiency. Mike found that when he

presented his more conservative views in class discussions, and challenged or disagreed

with liberal philosophies or ideas that promoted a ‘be everything to everyone’ model of

education, his instructors rarely engaged in critical discussions.
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Mike believes that teaching based on the same traditional models of direct

instruction from his own K-12 experiences and experiences as an instructor in the

Marines are the most effective approaches. He was well aware from substitute teaching

and classroom observations that something is needed to benefit the literacy development

of this generation of young people. He observed a number of deficiencies demonstrated

by students of all ages in the various schools in the San Diego Unified School District.

When Mike enrolled in the credential program at National, he expected to learn about

effective instructional strategies. Mike questions:

Why is it that you and I, and our generation can read and write and so
many of the students I have seen today can’t? If all of these cooperative
learning groups and touchy feely methods they talked about in education
classes work then why can’t my eighth graders multiply basic facts or
write a basic grammatically correct sentence? (Interview, 4/29/05)

Consequently, Mike reports finding little value in the current theories informing

teaching and will employ his own methods for his teaching practices.

Middle School Community Setting

K Middle School is located in the suburban hills of a neighborhood filled with

older pastel colored ranch style homes built at least thirty years ago. Driving from the

main road through the neighborhood, there are no apparent signs of school at first. All at

once the familiar school crossing sign appears and around the corner is a middle school.

After parking and walking through the campus to the front office to sign in as a

guest it is apparent that the baby blue colored buildings are in need of a good painting.

The grounds are mostly concrete sidewalks and patios without any grass or plants. There
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are no visible signs of student work, giving the overall appearance of a setting that seems

abandoned.

When I sign in at the front office, I introduce myself to the vice principal.

According to him in our discussion about the middle school, he informs me that the

school is a district site for a GATE program for gifted students, which offers a core set of

advanced placement courses in content areas typically offered in high school settings. In

addition, the more specialized programs for deaf and hearing-impaired students, and the

multiple learning and physically handicapped programs reside at this middle school

campus. The special education students are mainstreamed as much as possible with the

support of an interpreter or an aide.

There are unpredictable increases and decreases in the student attendance in

schools in the San Diego Unified School District, resulting in a year-to-year

redistribution of students among schools. This is due to economic and real estate changes

in many areas coupled with the gentrification of neighborhoods. Shifting enrollment and

busing students to other schools are the district's solution to equalizing school attendance

and teaching loads.

This particular year, a number of students form lower socioeconomic urban

neighborhoods are being bused to attend. The school now has 950 students for the year.

The change in demographics has added an increase in second language learners,

additional behavior problems, especially fighting, some weapons, and drugs on campus.

It is also becoming commonplace, among the students who are being bused to attend, to

have new students enroll and attend for short periods of time. Many of these students are
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believed to come from Mexico and then return. The elective classes, such as Mike's

industrial arts class, music, art and technology are more likely to teach these students

until their language proficiency and citizenship issues are determined.

Located on the outer, east end of the school grounds, facing the parking lot are the

classrooms for the electives courses. Also along the corridor are two specialized

classrooms designed to accommodate students in wheelchairs whose physical needs

require diaper changes and special feeding arrangements. There are two sets of washers

and dryers in these rooms as well as large physical therapy balls, exercise mats and large

swings used for neurological stimulation.

Mike's classroom is in the middle of the corridor of classrooms. Next to his room

is a computer technology lab with two-dozen new computers. The music and art

classrooms are just beyond there. Each of these classrooms is larger than the usual size

classroom and has a great deal of subject related equipment.

Teachers for the elective subjects have their classrooms along this same corridor

and tend to communicate about their students. The special education teachers and aides

are comfortable having special education students attend class without support because

Mike does not mind having a student mainstreamed when an aide is unavailable. Middle

school students attend two elective courses simultaneously during one quarter, two

different days of the week. So, each class meets two times a week for ninety minutes. At

the end of a quarter students rotate to the two other courses.

In the first semester, Mike found the ninety-minute class period to be problematic.

The district curriculum for industrial arts is organized around specific 'pre-planned'
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activities. The activities are inquiry projects known as modules of study in which

students learn about the theories of design and function to complete the construction of

some kind of item, such as a paper airplane, a rocket, or building a miniature crane.

To complete each module Mike’s student’s work through the steps of a DOS

computer program to study the module, learn vocabulary and conduct simulations related

to the activity. There were 17 computers but only eight were in working order. In

addition, the activities did not sustain student interest over time. The result was that

Mike had students who did have the option of working on computers or complete

modules in a timely manner. Because of the waiting disruptive behavior was escalating.

The ninety-minute periods of time were proving to be too long given the current design

of the class. Mike decided to and made some significant changes in curriculum and the

classroom structure.

Student Ownership of Classroom Spaces

The first day of each quarter, Mike meets his students for the first time. He

introduces himself and gives students some background information about having been in

the Marines. He lets students know that they can call him 'Major C.'

Before they are introduced to the ground rules for classroom behavior, curriculum

activities and classroom procedures Mike delivers a speech he has prepared for them. He

described this speech in his first interview, and delivered the message almost verbatim to

the interview responses as I observe on this first day of a new quarter.
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The speech is a lecture about being an American. He defines for his students,

most of whom are multi-cultural and multi-lingual, what their identity is now that they

live in this country. He starts by highlighting the meaning of the American flag.

The American flag stands for freedom for each of us equally…pause…no
more no less. Doesn't matter if you are white, brown or yellow, I could
care less. We are all equally represented. We are all in this together as
Americans not some segregated minority. (Observation, 1/11/05;
Interview, 12/01/04)

Further, he tells his middle school students that to be an American, means that all

citizens, regardless of their homeland country, must “embrace the trappings and live the

identity” of an American. Those from other countries must “leave their other culture

back at home or go home.” Next Mike lays out the conditions and reasons for speaking

only English in 'this country.' He tells his students,

English is the language of success in our country and you guys all know
here and never learn English…but what they suffer is lack of opportunity
because they didn’t learn the language of success. There are others who
speak that in your neighborhoods we have people who are born here, live
here and die Portuguese, Italian, and French, Russian … There’s all those
different communities in our country. But the one thing that links us all
together is English. That’s the language of success.

So the bottom line you have to become literate in English to be successful.
But here’s the good news for you guys, the number one language in the
world is English, the number two is Spanish. And here you are sitting in
San Diego and you have both of these languages but you have to be bi-
literate and bilingual in both, be able to read, write, and speak both
languages fluently and the world is your oyster. (Observation, 1/11/05;
Interview, 12/1/05)

What seems confusing about Mike's message about speaking the language of

success and having the benefit of being fluent in Spanish, is that he makes no mention of
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how his ELL students are to become bi-literate and bilingual if they only speak the

'language of success' in school.

He tells his students that as Americans their only cultural identity is derived from

conformity to the status quo that is in place. He continues:

Is it a perfect country? No. But if this country is so bad why do so many
want to come here and once they are here why don’t they leave? And if
people don’t want to participate in the trappings or mainstream American
culture then go back to your own country. (Interview, 12/1/05)

In Mike’s view, this speech in his industrial arts class is part of the education

students need and is important to the future of this country. “How can these kids advance

the principals upon which this country is founded if they have no knowledge about how

and why these principals were created? (Interview, 4/29/05)

Mike is concerned about teaching young people what they need to know so in the

future they can protect and sustain mainstream American culture because at some point

they will be responsible for “protecting the freedom and liberties established by the

founding fathers” (Interview, 12/01/04).

It is at this point in his speech to his students, and in our discussions, that he

becomes emphatic in his tone of voice about respecting the beliefs that American soldiers

have been willing to sacrifice their lives to protect for future generations.

These kids are the leadership in our future so kids need to be educated to
protect the liberties and freedoms this country offers because there are
countries and people that don’t want this country to have this opportunity
and are more than willing to “turn off the lights”. (Interview, 12/01/05)

The speech Mike makes to his students takes place in a small classroom filled

with rows of desks, a teacher's desk and a white board. His students fill the room to
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capacity. Outside of the small room is the very large industrial arts classroom space

filled with computers, various workshop tables and materials for completing modules. In

the weeks since the previous observation there is a transformation that has taken place in

this large classroom. What was once a 'battleship' gray set of stools, floor and storage

lockers is now filled with color.

Mike invested time, effort and money to create an inviting colorful space for his

students. His inspiration for a new module was sparked on a Saturday afternoon when he

brought in his belt sander to smooth out graffiti that was gouged into the wooden

worktable tops. As each of the tables was sanded, the gray stools became an eyesore so

Mike had the stools sandblasted and through a special fusing process had them painted

various primary colors of yellow, blue, red and green. Then the 60 gray metal lockers

were 'dulling' down the room. When Mike began contemplating possible colors he would

purchase so his students could paint them, he came up with the idea of having a graphic

design module that would include a final mural project that could be painted on the face

of a locker.

Working on this classroom became a priority for Mike. He invested $800.00 of

his own money and countless after school and weekend hours of his time to produce a

clean and colorful classroom for his students.

Environment is really important because environment tells me right off the
bat whether you have a caring teacher. Because if a teacher is caring
regardless they’re going to clean the room and not have a bunch of filth
there and they’re going to be putting money into their classroom thus
investing in their students’ lives. As teachers we send visible and
subliminal messages to kids. They read us like a book. (Interview,
01/12/05)
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Students show up at the door of their classroom between classes and before

school with some of their friends to preview the murals they are working on and the

changes in their classroom. Mike now gives his students the freedom to make reasonable

choices in their classroom. They can bring snacks if they choose. Students are not

restricted from access to the supplies in the closet. He finds that when students feel like

they have some 'breathing' room there is a minimum of problems and his students focus

on their work. Mike recalls the message he gives his students:

I have all kinds of privileges, when they first come into my room and I tell
them right off the bat when I first start with them, you can have anything
and everything with the exception of gum and sunflower seeds. No
sharing in the small classroom but you can share in the big room when you
are working on modules…just clean up after yourselves or you'll lose
these privileges. (Discussion, 01/12/05)

Mike learned from substitute teaching that when students are given ownership of

their classrooms, a level of esteem and mutual respect is instilled. Students can come to

class and sit where they choose. A consequence of this policy has been a decrease in the

tardiness between passing periods. Students want to get to class and take advantage of

the first come first serve system of seating with their friends.

The Engagement of a Teacher and his Students

After investing in the look of the classroom and coming up with the idea of a new

module, Mike also considered how he could structure the ninety-minute period more

efficiently. While supervising the lunch hour, and witnessing the bullying, teasing, and

disrespect students displayed toward each other, Mike decided that students could benefit

from character education lessons. As an avid fan of the O'Reilly Factor and respecting

Bill O'Reilly's moral points of view on 'character' issues, Mike purchased the
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O'Reilly Factor for Kids to use as curriculum for his character education lessons. In each

class after attendance is taken, Mike reads a chapter on a particular issue kids deal with in

their lives. The chapters include "no nonsense approaches: to manage money, deal with

bullies, parents, drugs, sex, friendship, dating and more.

They come in right, and some of them want to paint right off the bat. I
said no, we’re going to do the Bill O’Reilly book for the first half hour,
like I always do, read a chapter because it’s what they’re used to. Some of
them don’t like it. And the one’s that don’t like it are the usual suspects
they’re the ones that Bill O’Reilly’s talking about, the ‘pinheads’ not the
smart operators. He’s talking about the people that are mucking it up for
everybody else….the at-risk kids who undermine the other kids who want
to learn. (Interview, 03/29/05)

As I observe these 'character' lessons, what I notice is students looking around the

room or drawing on their notebooks. In a few situations, some students have shared an

experience similar to the one outlined in the O'Reilly book however, critical discussions

are not encouraged.

For on lessons observed, Mike read from the “Helping Others” chapter. The

chapter is introduced with O’Reilly’s advice. He tells kids, that his

Financial success helps him buy freedom, freedom to say what I want to,
even if a powerful person in government or business or entertainment
doesn’t like it. They can’t hurt me. Money protects me from schemes. I
have always said what I think, but because of financial security I don’t
have to worry that I am jeopardizing my family’ welfare whenever I make
a powerful person mad (O’Reilly & Flowers, 2004, p.180).

He then tells them that he helps others by using his wealth to help “worthy

people” and “worthwhile” organizations (p. 180). After the character lesson is

completed, students transition into their next lesson in the industrial arts classroom.

From where I am seated to observe a student nearby want to explain how he gave
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Major C. a design for his mural. Not wanting to be rude I listen as he tells me how he

measured one centimeter on the paper to one inch on the locker to draw the design he was

now painting. Mike finds his students are

…really excited about this and are giving me drawings of their ideas.
They’re measuring, planning, spacing lettering and working from graph
paper to do a sort of grid on the locker space to paint their design. My
only stipulations are originality and no bloody designs. One girl submitted
a design who has serious issues. She wanted to paint a heart with a knife
in it dripping blood. She is kind of ‘dark.’ I had her rethink her idea. One
student wanted to paint a flag of Mexico but then so did six others… I said
one locker with the Mexican flag and one with the American flag was
enough think of something else. (Interview, 1/11/05)

In the large classroom students are observed working on modules and freely

moving around in their classroom. Some are working with their classmates, some are

painting murals, others are working on the computer and some students have gone out

into the parking lot to fly rockets or paper airplanes they made. Mike is moving in and

out among his students, stopping to comment on their work or ask questions. The

colorful murals in progress include many cultural symbols found in the Mexican culture

and some words in Spanish. In the large classroom students can be heard to be freely

speaking in Spanish.

A Teacher Cares for his Students

As I arrive at Mike’s classroom, he is standing in the doorway as students pass

between classes. I observe witty exchanges and jokes being passed freely between Mike

and smiling wheelchair bound special education students and groups of students passing

by. I am reminded of the vice principal’s comment about how Mike is well liked and an
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active member of the K community although Mike reports having little interaction

teachers. He enjoys interacting with the students.

In the doorway, Mike greets his students entering the industrial arts classroom.

As they pass him by he remarks to some that they might want to think about the kind of

behavior they want to have for class. Other students he simply greets and reminds them

they can sit anywhere they choose in the small classroom. Mike and his students appear

to have a friendly rapport.

Mike specifically places himself in the doorway to interact with the students he

has formed a connection to during lunch hour supervision. As the final class bell rings,

he walks into the small classroom and leaves the door open into the parking lot area. As

indicated in his interview, Mike is aware of how his physicality can communicate

intimidation.

The way I start off with all my kids is sit in front of them. I never sit
behind a desk…a teacher should be up and wandering around seeing
what’s going on. I keep them engaged because I treat them like adults. I
don’t tower over them, you know, I’m 6 three and a half so I get down at
their level, look at them eye to eye to make eye contact. (Interview,
12/1/05)

In the small classroom to Mike’s right is an interpreter for three deaf students

attending the industrial arts class. Other communication can be heard but words cannot

be distinguished in the hum of conversations among students in both English and

Spanish.

Lining the wall to the left are folding chairs because there are more students than

desks. One of the three students seated in these chairs is a new student who speaks little

English. As Mike prepares to take attendance, the new student is making several
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suggestive gestures to a young girl who is seated across the room in a front row desk.

The young girl is flushed with embarrassment and actively avoiding eye contact with this

young man. When Mike takes his position in front of class, he immediately takes notice

of the behavior, makes eye contact and conveys a commanding look the direction of this

student. Holding this young man’s gaze and in speaking in a kind and soft spoken tone of

voice, Mike tells this new class that in his class all students will respect each other at all

times. The young man’s suggestive gestures cease.

Mike cares about developing the esteem of his students and investing time to

maintain an ordered environment is one way he contributes to that development.

Observing the tone of the classroom climate, it is evident that students feel comfortable

and are often joking and smiling with Mike.

Congruencies between Beliefs and Practices

Mike has a definitive set of beliefs about how teaching practices should be

conducted to teach all students. His beliefs and practices are formulated from his life

experiences in early childhood, and later in his prior career. Mike has his own agenda he

implements to make a difference for his students. His teaching appears unrelated to his

teacher education preparation or the protocols of a school environment. Since he has

little accountability in his subject area, he takes license to teach what he chooses,

regardless of whether or not it might be appropriate.

Mike regards and justifies the use of traditional direct instruction approaches as

the most effective means for teaching all students. He emphasizes his point by making

reference to the proficiency of literacy and math ability present in his generation who
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were educated in a traditional manner. Although he believes it is important for his

students to have character education, there are no strategies for teaching ELL students,

organizers to support comprehension or assessment of the mastery of the content.

There are contradictions, and incongruencies between Mike’s traditional

approaches and the social, cooperative learning activities observed in the industrial arts

classroom. In lessons when Mike is the authority, choosing to hold the power to

represent reality as he wants students to see it, direct instruction is being used (Pagano,

1994).

Mike takes the same authoritative stance when he delivers the introductory

“speech,” on the first day of the quarter, about the American identity he expects his

students to embrace. His message is clear. Regardless of an individual’s cultural

background, students who are in this country and want to be Americans speak English

only, conform to a monoculture and sustain the status quo. For Mike there are explicit

connections in his beliefs between this speech and the sacrifices made to protect

American freedom which he regards as historical truths. He believes it is his

responsibility to teach students the accuracy of these beliefs so as to make a difference

and prepare them to be citizens in this country. From Mike’s perspective, he is teaching

for democracy.

As firm as Mike is about direct instruction and a stance on English only, he

appears to set aside these beliefs to engage his students in the industrial arts classroom

activities. For the esteem of his students Mike invested time and money to transform the

classroom environment to a colorful space in which his students have free access to
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supplies and can move freely. In this class one project is designing and painting a mural.

In classroom observations as these murals took shape, a number of cultural symbols

painted including the Mexican flag. During class time students spoke Spanish as the

interacted and worked.

The contradictions in Mike’s practices and the joy he appeared to experience

investing time and money into the classroom for his students may have been more

gratifying than maintaining a belief about sustaining a monoculture. Students were not

silenced and cultural expression was not inhibited in the industrial arts side of the

classroom.

Conclusion

Mike’s history has a strong influence in his teaching practices. He does not

indicate having benefited from the teacher education classes rather maintains that it was a

waste of time if it were not for the credential. He is definitive in his beliefs about his

purpose as a teacher and his definition of teaching for democracy. Yet, he contradicts

these beliefs in his teaching practices and relationships with his students.

Following the first formal interview and authoritative stance on multiculturalism I

was not certain how his beliefs would blend with the diversity I knew he had in his

classroom. In my first observation I was vigilant about ‘reading’ anxiety in his students

or indications of student compliance out of fear that I might have expected in a retired

Marine’s classroom. What I found was a safe middle school classroom community in

which students had a positive rapport with their teacher and enjoyed their industrial arts

classes. Mike’s investment in the work to transform the classroom was his way of
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communicating to his students that he cared about their education. There was an

abundant supply of paint (200 colors) and quality materials (stencils, various size paint

brushes) for students. Mike created an opportunity for them to have at least one

meaningful module project that was completely developed from his observations about

the interest his students had in drawing.

Mike’s ethics about expressing his political views, particularly the racial biases

are questionable. His judgment using Bill O’Reilly’s book with messages of cultural bias

and economic entitlement are questionable. Yet, he demonstrates an ability to develop a

rapport with his middle school students. He provides them with a classroom space they

can claim and appear to feel welcomed.

How this disconnection between Mike’s articulated beliefs about education and

observed practices in the industrial arts classroom explained? Insights into this

phenomenon are gained from Richardson (1994) and her summary of Green’s way of

defining contradictory beliefs... “We hold beliefs in cluster, and each cluster within a

belief system may be protected from other clusters; there is little cross-fertilization

among them. As long as the incompatible beliefs are never set side by side and examined

for inconsistency, the incompatibility may remain (Green, 1994, p.91).
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CHAPTER 5

CASE STUDY MATT S.: FORMERLY JUSTICE COURT

SECOND CAREER HIGH SCHOOL ENGLISH TEACHER

I am excited as I drive to observe Matt in his high school English class. During

the teacher education courses in which I was his instructor, he was articulate and full of

ideas about how he wanted to establish himself as a teacher. I cannot help but wonder

how Matt's students are receiving his energetic zeal and excitement when he talks about

ideas in literature? How will Matt maintain a sense of the positive in the face of the

realities of teaching in today's education reform climate and what would a classroom look

like for a rebellious, self-described existentialist English teacher?

Matt was one of the many second career male teachers in courses I taught, that are

entering the teaching profession. He was the kind of student who was thoughtful about

the concepts and ideas we discussed in class, particularly when the topic was a teacher's

ethical conduct. Matt would often challenge his own ideas and speculate a variety of

perspectives. At times he would come to class and announce that he had changed his

views. My curiosity about how Matt would bring his contemplative manner to his

teaching compelled me to ask him if he would volunteer for my research when he was a

classroom teacher. Matt agreed and repeatedly remarked how interesting it would be for

me to see him in action and to observe him for a case study.
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This is guided by the following question: How do two newly certified, first year

second career teachers articulate their beliefs about teaching and conduct their practices

to teach all students?

The collection of data for the case study of Matt S., who was introduced in

Chapter 3, was generated through tape recorded pre, post, and informal interviews and

discussions while conducting ongoing intermittent participant observations in his high

school English class. The subsequent descriptive case study (Merriam, 2002) illustrates

the beliefs that Matt holds and the practices he conducts to teach all students.

This case study is organized in the following way: first, an abbreviated story of

Matt's personal life history, education, prior career and teacher certification program is

presented. Matt’s teaching community is described and his teaching schedule is

explained. Next, I describe the categories generated from the ongoing cross-categorical

analysis and explain their meaning. They include: student ownership of classroom

spaces, the engagement of a teacher and his students, a teacher cares for his students and

a final discussion about the connections of the beliefs that Matt holds and the practices he

conducts to teach all students.

Growing up in Tucson

Matt is the second of three children who grew up in the same northwest

neighborhood in which he now teaches. There are almost ten years between himself and

his youngest sibling, Beth. Matt doesn't remember spending much time with his sister

growing up given the age difference between them. It was when both of them enrolled in
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the teacher education program and attended the same classes that they began to develop a

sibling relationship as adults.

Matt's parents raised their children in a Southern Baptist Christian home. They

attended church service and adult Bible study every Sunday while Matt and his siblings

attended Sunday school. Wednesdays were also devoted to Bible study and Christian

activities for the church youth. Matt recalls that during those years he was taught and

believed that the teachings of Christ are the solution to the world’s problems. Matt

describes how this doctrine framed his worldview growing up, “with the message of

compassion and grace and love which is the message of Christ that is what He taught.”

(Interview, 10/29/04)

Education History

Matt attended school in the same district in which he teaches however it was half

the present size. There was one high school in the district when Matt was an adolescent

and now there are three. There was nothing outstanding in school that Matt can

remember. During his high school years he describes himself as a loner and somewhat

invisible in social arenas. The few friends he had were not much interested in the social

hierarchy they observed. They were all often critical of the jocks and the cheerleaders

who were the crowd in the foreground of the social strata in high school. Matt

remembers that he and his friends often found themselves in the background, recalling

that the activities of high school were often geared toward one particular group, which

was not his.
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Following high school, Matt attended the University of Arizona, also in Tucson.

He had a love for writing and majored in English. He was part of a circle of friends who

met often to discuss and share what they had written. In that first year of college Matt’s

girlfriend became pregnant. Unexpectedly, Matt was faced with fatherhood and the

pressures involved in making a decision that would impact the rest of his life. So, at

nineteen years old he did what he regards as the ‘right thing’. He married his girlfriend

and they soon had a baby boy. Matt’s family strongly supported his choice. These young

parents pursued their college educations simultaneously in addition to working and

raising their son. The stress of strategic planning and creative scheduling prevailed as

they completed their bachelor degrees.

First Career in Justice Court

At the time of his college graduation he entertained the thought of becoming an

English teacher but needed to support his family. So he took a job in the criminal justice

system while his wife continued her master's education in social work.

Matt was hired to work the night shift in pre-trial services. Duties in this position

entailed interviews with people who had been arrested on misdemeanor charges and

making recommendations to the court. Matt had the authority to pre-release them with an

assigned court date, thus saving taxpayers the cost of incarceration. Those arrested with

felony charges were interviewed with the caveat being a requirement to spend at least one

night in jail.

The pre-trial interviews were very structured. However, the more comfortable

Matt became “talking to spitting, cussing, handcuffed people” the greater his curiosity
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about their lives. By letting them talk about themselves, listening was often a way to get

them to calm down. For Matt, it was important to give them a little power and a little

dignity.

This was the first time Matt had witnessed the realities of some peoples' lives and

to some extent the human suffering in the world first hand. The experiences completely

disrupted the views about people that he had been brought up to believe. He describes

what was and is for him a painful awakening to a reality that he still experiences with

anger:

I guess it was just the idea, the assumption that the world was a nice place
with nice people and people took care of each other. Or that God was the
answer for everything. If you were ever just having a problem in your life
you could just go to God and God would solve everything for you, like
this magician who would wave a magic wand. (And) here’s all these
people suffering tremendously, tremendously and in fact destroying
themselves and each other because of that suffering. Well, where’s God
here? Where is this nice happy wonderful work where we just give our
lives to the will of God and everything’s wonderful? Screw that!
(Interview, 11/04/04)

The definitive lines of classification for people being either good or bad were

being blurred for Matt. He was operating in unknown gray areas of reality about the way

the world operates and it confounded him. After four years of this work he felt

completely burnt out and distraught by what he was experiencing. So with an upcoming

three-week vacation planned in Mexico with a childhood friend, Matt quit his job. Matt

left in what he now describes as an existential crisis. Once in Mexico he began a process

of deep reflection, self-examination and what would become the beginning of a personal

reinvention. He describes this time in his life as
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The world I was being presented in the jail was so, so completely different
than the world I was taught it was by parents, my church, my school, and
my peers. Like literally, if you want to talk about cognitive dissonance,
like here's what I am seeing and that's not what I was lead to believe the
way things were (Interview, 11/11/04).

In Mexico he worked with his angst to quiet his internal unrest. For the first time

he tried meditation. He spent a great deal of time being soothed by the rhythm of the

waves on the beach. All the while he was working to bring stillness to the internal chaos.

He reports

I needed stillness! And near the end, I decided, ok now is my choice, I
need to choose something different. I made the choice to get out of here
and I can choose to keep on dwelling on all this garbage or I can begin the
process of getting over it (Interview, 10/29/04).

On one of the last days walking the Mexican beach, Matt learned of the

transformational power of ritual. In an exercise of letting go he exorcised the "poison of

false beliefs to receive the compassionate possibilities." As he walked he picked up

shells, each one represented pieces of falsehood and were thrown away. Other shells

represented his hopes and desires he would work to live by. In this process, he also made

peace with the circumstances of getting married at such a young age and raising his son.

Following his trip, Matt made the decision to pursue his certification to be a high

school English teacher, a kind of "follow my bliss" moment. During student teaching

Matt carried a shell in his pocket as a reminder of what is real and important. “All of

it…I mean I’m not who I am without those experiences. I’m not who I am with students.

I know that’s an easy answer…but, really I wouldn’t be here, as a teacher, were it not for

those things” (Interview, 10/29/04).
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Teacher Certification Program

When Matt decided to obtain teacher certification, he researched a number of

choices for someone who would also have to work fulltime. He selected the alternative

certification program that was being offered through Pima Community College. This

program was designed to accommodate the post-baccalaureate, working individual.

What was also appealing to Matt was the affordable cost of the program; about $139.00

per course as compared to the thousands of dollars required by other more "corporatized"

teacher education programs such as the University of Phoenix.

The certification program offered through Pima can be completed in two years,

including an internship. As an English major, Matt completed the required 24 semester

hours in his discipline as a graduate from the University of Arizona with a Bachelor of

Arts degree in English. Matt completed the teacher education program through Pima

Community College in two years time. I was his instructor for an ESL Foundation

course, Classroom Management and a one-credit class called "Issues in Education." Matt

completed the following courses for Certification in Secondary Education:

EDU 268 Issues in Education

EDU 270 Educational Technology and Curriculum
Integration

EDU 271 Introduction to Teaching

EDU 272 Educational Psychology

EDU273 Introduction to Special Education

EDU274 English as a Second Language Foundations

EDU 275 Classroom Management
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EDU281 ESL-Structured English Immersion
Methods

EDU290 Internship

EDU285 Secondary Teaching Methods

The 3 credit courses are five weeks long and meet twice a week for 3 ½ hours

each. Instructors are provided all syllabi. The courses have the same texts and

assignments for both classroom and online distance learning instruction. Each course

requires ten hours of observation in any K-12 classroom, which students locate. The

teachers in those situations are paid a stipend of $25.00. The assignments for the

observations are also predetermined and listed in the syllabi provided by the college.

Students can enroll in the program at any time and begin their courses. After three

courses, a preliminary application for continued admission to complete the program must

be submitted.

Students are required to subscribe to Taskstream, a teacher education technology

program. All assignments are submitted to and organized by the Taskstream program.

There are a number of features including a direct link to attach corresponding state

standards to the objectives in a lesson plan. The cost is $60.00 for two years. Key

portfolio assignments are completed using this program as well. The cumulative points

from these assignments determine whether or not a student has successfully completed

the coursework and can then be placed in a student teaching internship. The director of

the program, who wrote all the syllabi and course assignments on Taskstream, refers to

these courses as “curriculum in a box.”
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Matt began the teacher certification program in its first year. He enjoyed some of

the courses and found some of them tedious. In his teaching Matt found that he was most

reliant on having solid background knowledge about his subject area, English, and a

continued interest in literature and his writing. He was confident of his skills and subject

knowledge background in his teaching.

While completing his student teaching, Matt interviewed for three different

positions as an English teacher. He was presented with two offers. He chose the position

at a high school that he would have attended had it been built during his adolescence. It

was in the neighborhood in which he grew up. His wife was the social worker for that

high school and his sister had also been hired in the Special Education department. As it

turns out, the teacher across the hall from him had been his English teacher in high

school.

Part of Matt's decision, and the appeal of the position, was the idea of returning to

a place of his own history to be a teacher to kids that are growing up in similar

circumstances to his own. “I know what most of these kids are growing up with and I

want to make a difference in their lives by getting them to examine why they believe

what they do. Literature is the way I do that.” (Interview, 10/29/04)

High School Community Setting

The community surrounding the school in which observations were conducted has

experienced rapid growth and economic expansion in the past decade. The high school,

built four years ago, is nestled in mountainous foothills overlooking a panoramic view of

the Tucson Valley. The grand and contemporary open air architectural design captures
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the beauty of the Desert Mountains by providing open walkways running the length of

the split levels of the school building running east and west. The upper or northern level

is the main entrance, administration offices, and two floors of classrooms. The lower of

the levels houses the cafeteria and some classrooms. Beyond the lower level is a desert

landscape cascading downhill. This modern high school represents the options afforded

funding provided by the rich tax base of an affluent community. Beyond the school

grounds are housing developments of expensive large spacious homes. Every fourth

house is a repeated design, a common plan in today's new neighborhood developments.

Patches of surrounding desert land is preserved for the horse ranches that used to be

located ‘way out’ in the desert. Exclusive golf and country club resorts dot the landscape

as well.

Less than five miles away, and of significant influence in the community and the

high school, is an 85 acre multi-building southern Baptist Christian Church. On Sundays,

over 3000 members of the congregation attend services. Matt has several students who

attend this church and express their Christian beliefs during class discussions.

Many of the students in Matt's classrooms are financially well off and experience

the privileges that this allows them. For example, they have their own cars, wear the

latest fashions, have cell phones, laptop computers for class, and go on vacations to

exotic places when they have school breaks.

And some of them (students) have really taken advantage of it in a
positive way that they’ve got a safe place at home that they can come back
to and they’ve gone out in the world and said what’s it like, what this like,
and they come back to safety. Some of these parents are really great
parents. There are some kids though that I am really worried about. I
don’t know what their futures are going to be… (Interview, 11/04/04).
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Most students in Matt's classes are making plans for college. Oftentimes, Matt

gets emails or phone calls asking about their son or daughters grades. These parents

seem to be aware of the assignments students have and the activities they are doing in

class.

Matt has an ELL population that is unique for the southwest. His students

represent an international range of cultures. In addition to the Hispanic students from

Mexico, Matt has students who have immigrated from Russia, Iran, Saudi Arabia, and

Italy. He has one Native American student who recently moved from the reservation into

town.

The English Department

As Matt anticipated being a high school English teacher, he gave little thought to

the professional community he was joining. Almost immediately, however, he was

introduced to the politics and tensions present for his fellow English teachers. His

colleagues report that these current tensions have escalated since the district reacted to

the high stakes testing consequences imposed by No Child Left Behind. Teachers who

have a work history with the district prior to NCLB tell Matt that the district has required

more curriculum requirements and assignments and assessments in writing since the

reform mandates have been issued. In addition there is more scrutiny by the

administration of teaching practices and test scores. There are tensions created by these

changes and the principal’s promotion of a scripted model for teaching English. Matt has

a attended a number of teacher’s meetings and witnessed his principal’s informal
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conversations advocating for this model. According to Matt, the principal wants teachers

to

Have a binder of curriculum that he – the principal (or anyone) could
come in and teach that class on any given day by flipping to a page of that
binder on that day…all the students on the same page in the book do or
die….which is interesting because it’s no child left behind but that seems
to me to be a formula to leave kind behind. Sometimes you have to slow
down and build background knowledge or teach the same idea in a
different way. (Discussion, 11/13/06)

Since the principal’s recent trip to Japan to tour schools using this model he has

stepped up his promotion for their high school to be more like Japanese schools. Matt’s

response is:

Well, but American students are not Japanese and in their culture the
pressure to conform are horrendous, right? And we don’t have the same
pressure to conform in this country. In fact I would say in America there
is this kind of opposite pressure to be individual…nudge, nudge, wink,
wink, we all get to be individuals in a free country. (Discussion, 12/10/06)

The most recent issues, according to Matt, center on the administration breaking

agreements they had negotiated with teachers the previous spring to have an additional

planning period included in the schedule to manage the extra assignments. Matt has also

learned the unannounced classroom observations occurring during the fall semester are

unusual.

Matt’s colleagues are feeling as if their professional credibility is being

questioned by the administration when unannounced observations are conducted. Given

the reputation of the district’s ‘good old boy’ mentality they want Matt to become the

voice of advocacy for the English department because teachers have observed a

willingness on the part of the administration to listen to Matt. At the time of the initial
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interview, Matt chooses to take a neutral position with the politics of the English

department. His strategy is to observe and gather information before he decides how to

deal with the issues or what position he will take.

The high school administration instituted a schedule intended to sustain, if not

improve high stakes academic achievement scores. The schedule provides a weekly

ninety-minute block session for each of the core subject areas, English, Science and Math

once a week.

The block schedule means I don’t get a planning period on Tuesdays and I
am totally wiped out at the end of the day. Teaching takes so much more
energy than I anticipated. But this is really a good idea and I try to make
the most of it….it gives me a chance to make personal connections and
build relationships and get to know my students” (Discussion, 11/10/04).

On Wednesdays school begins an hour later than the other days of the week.

Teachers are available during these times to provide extra academic support. Matt

utilizes a late start strategically to benefit students. He sometimes works to intervene

with a student who is not getting his or her work done. This is time students can drop by

just to visit or to get help with homework. Matt finds students who lack confidence or

seem reluctant to speak out in class are frequent visitors. The late start affords Matt the

opportunity to work with his international population of ELL students coming from

countries including Russia, Iran, Mexico, and Saudi Arabia.

Student Ownership of Classroom Spaces

As a student teacher Matt witnessed a classroom in which the students were

thriving. Their teacher had established a community that Matt was hoping to emulate.

She advised him that “…establishing a class that was uh like kind of a close knit, a
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community, by setting up a safe environment by providing them with an opportunity at

the very very beginning of the year to connect with each other.” (Interview, 11/04/04)

As an 'icebreaker' for his first class, Matt designed an activity in which each

student would express their individuality. Students were given paper and colored

markers. They were directed to create a symbolic picture of their interests and passions

to represent who they are. Once the drawings were complete, Matt asked students to

introduce themselves through the symbol they had created. He recalls that some students

were a bit superficial in their explanations but most of the kids really got into it. “By the

end of that a lot of kids were really...the kids really connected with a person they might

never have…at least that’s what it was from my perspective.” (Interview, 11/04/04)

Matt observes a group of senior girls interacting that typically do not. A group of

six ‘popular’, designer fashion oriented students was struck by the introduction of their

classmate. Their classmate, a somewhat punk fashion style, spike Mohawk hairdo senior

girl captures the attention of a social group that typically disregards her. Before the class

session ends they have engaged in conversation. Through the weeks a kind of

friendliness occurs between these female seniors.

The 'symbol pictures' of Matt's students are the first and only decoration in the

classroom for about six weeks. They cover one wall of the classroom and are arranged in

a colorful collage of student personalities. Just inside the entrance to the classroom is a

blank whiteboard designated for students to express themselves as they wish. Matt

intentionally did not decorate the classroom. He wanted the classroom to reflect the
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students and the activities of the school year. He figured the personality of the classroom

would evolve as the students became more and more of a community.

Matt's intention is to develop a classroom climate in which all of his students feel

welcome and can learn. He knows that he must protect the sense of safety he wants

students to feel to risk sharing deeper ideas and thoughts without feeling attacked or

judged. He recognizes that although this is a lofty goal, he believes it can be done. Matt

envisions the community to be

Like the kind of idea I think in a community is that you kind of a accept
everybody. I think of it in terms of like a family right. In a family you
kind of just accept everybody for who they are…even if they do dumb
things or you disagree with them. (Interview, 11/11/04)

Matt works to model equitable ways of relating to students. His form of

classroom management is revealed in the way he informs students about his role in

having them behave. I can't really make you do something that you don't want to do.

Just like the 'real' world. So the real motivation is your choice and my thing that I

hopefully use to motivate you of your choices is respect, you know. (Discussion,

02/08/04) This approach is successful for Matt. When there is and issue, rather than

assign detention or make a referral to the office, Matt and his students work it out among

them. Matt claims, "I want to teach kids about how to negotiate with the world.”

The Engagement of a Teacher and his Students

The shrill echoes of first one bell then the other signals the beginning of class.

Students are directed to focus on the ‘bell work’ and write a response to the question

presented by the power point slide on the TV monitor in the corner of the room. A quick

visual survey of the room reveals a one-wall collage of about 70 individual colorful
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drawings, some with text. A whiteboard is adjacent to the classroom’s front door with

the phrase ‘ask not why but why not’ scrawled and signed by a student. A table across the

room has a stacked file with handouts and a basket for homework assignments. I am

seated next to this table to conduct my participant observations. To my right is a

perpendicular shaped desk with a side top for Matt’s computer. Behind his desk is a

window looking out on one of many patio areas where students gather between classes

and to eat lunch.

A few minutes after students settle into their writing, Matt has written the

following words on the front white board: ‘Chaos can become the monster that makes us

powerless with fear and knowledge is the transformation that brings us into our power

and greater knowledge.’

Matt begins teaching and facilitates a discussion about power, fear and

transformation from the reading assigned for homework in Siddhartha, by Herman Hesse.

In our discussion following the lesson he shares the reflective questions he asks himself

about his teaching.

How do I effect change and how can I get these guys to think? How can I get
them to ask questions about what they don’t know or wanna know? How can I
get these guys to think about what they want to be and do in the world? What
about compassion? That’s like everyday teaching for me. (Discussion, 01/13/04)

In the first weeks Matt is teaching, he spends time acclimating students to begin

to share their ideas and examples of their experiences rather than trying to guess the

answer they think Matt wants them to say. They are learning that there are times when

there may not be a 'right answer' but ideas to consider in a variety of ways. Matt is
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helping them to develop confidence in their own experiences and the knowledge they

have as an important source of learning about literature.

I said it’s not going to do us any good for us to read Kafka or Hussa or
Shakespeare or Conrad and talk about these deep ideas in a
vacuum...where if characters make mistakes there’s nothing at stake,
there’s no real consequences. There is just imaginary fiction of
consequences. Let’s see how all these ideas apply to real people
(Discussion, 11/17/04).

Matt creates a visual map as he and his students discuss ideas. He is animated,

excited, expressive and passionate sometimes running back and forth between students

and the whiteboard. There are symbols, words and phrases, pictures illustrating terms,

and multicolored lines crossing back and forth across the whiteboard. In one moment a

student yells out, “Mr. Scrivner, yer trippin!”

The question Matt often asks himself when he is planning lessons is 'how does a

teacher help students construct meaningful experience in a cooperative setting?' His

goals in teaching are to help his students to develop ways of talking about literature by

learning vocabulary they need to better articulate the experiences of the characters and

themes found in the literature.

Matt views all literature as essentially existential, a tool to pursue the question of

the meaning of life. He sees his job as teacher to teach "beyond books and into ideas."

Matt encourages students' experiences, views, and voices to activate prior knowledge

needed to make meaningful connections to literature.

We tell stories as a way of defining and understanding our world. All
these kid have stories. Oh, dude guess what happened today? Ya know, oh
I went on this trip and saw this and this…It's a story. The natural extension
of that is to manifest itself in this kind of fictional way that gets at a deeper
truth. Okay, I am having this struggle with my life, why don't I tell a story



117

about a guy that struggles. If I have my guy overcome the struggles, maybe
that means I myself can overcome my struggles (Interview, 01/14/04)

Matt begins each of his classes in the same way. He posts a question on power

point that students can answer with examples from their own life experiences. Students

respond to the questions in their journals as soon as the bell rings. The questions are

specifically designed to activate student prior knowledge in such a way that they can

make meaningful connections with the literature they are studying. For example, for one

class lesson students are asked to respond to the question: How is it that having a goal

traps people? The answers vary but the discussion takes on a life of its own. One student

wrote about the trap a father may experience when his work goals mean he won't have

time to be with this kids. Another student's example is studying to go to college, the

consequence of which is that he misses out on times to have fun with friends. The

students’ examples are used to facilitate a discussion about the concept of paradox. Matt

explains, “the advantage of having parallel objectives is to combine their ideas with a

discussion to construct meaningful vocabulary (paradox) and to use that vocabulary to

shape ideas about the story…” (Discussion, 11/16/04).

At the beginning of the school year, Matt and his students found the 'bell work'

questions challenging. From his perspective, Matt

Finds that students are not accustomed to pushing themselves to actually
think and reflect, and who therefore are not likely to fully construct the
vocabulary to communicate their ideas with their peers, thus not entering a
zone of proximal development to expand their knowledge so that genuine
learning is occurring. (Discussion, 11/16/04)

On one occasion when Matt's sophomores are reading Shakespeare, the objectives

for the class include examining what metaphor, simile and personification are and how
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they are used in the play, Julius Cesar. He accepts the offer from the other English

teacher also teaching sophomores to use the same study packets she is using. Matt finds

the information in the packets tedious. While students are learning vocabulary, the

material doesn’t get beneath the terms to really help students understand the meaning and

purpose for using metaphor, simile and personification.

Matt soon abandons the colleague's material and uses what he refers to as a 'three

dimensional' approach by asking students what it means to pretend. One student offers

the example of "pretending to love someone when you really don't." For this example

students begin discussing different kinds of love. These ideas are circumvented and

connections are made between pretending to be in love and Shakespeare's use of masks to

tell a story. Matt enacts a theory of teaching about

the way to engage kids…you give them something that they can connect
to in their own lives and suddenly, if it's about them then DING they're
participating, you know? For kids, their experiences make the stuff we're
learning alive and three dimensional…teaching in a third dimension that
the standards don't address. It is about what is going on up here and here
(points to head and heart) (Discussions 02/09/05;

A Teacher Cares for his Students

Matt's expresses his feelings about his students and teaching…

…Some of these kids I really, really, love. You know I don’t know what
they’re going to make of their own lives and I know they don’t know
either. And that they’re either terrified or have already done enough
things to mess up their lives already and without the structure of
school……even the teachers that care less about students, it’s just a job
for them, there is still a safe place….they maintain order in their classroom
and when that is removed I don’t know what they will do (Interview,
03/08/05)
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For example, there is a young man who is fighting a difficult battle with clinical

depression. He misses a lot of school because of the side effects of his medication. He

works hard to get his work in on time and calls Matt frequently with questions.

Following a phone call during one of our discussions Matt share his concerns for his

senior student

I know it is hard for him. I try to keep him focused on the question he has
about assignments. I don’t get into it about how hopeless and how nothing
is working for him. They keep changing his medication. Sometimes he is
sick from it and sometimes he just cannot stay awake. His parents are
really supportive. I don’t know if he’ll graduate. I really feel for him.
(Discussion, 01/30/04)

On the day of another observation, a seventeen year old senior female student

comes into the classroom during lunch hour and thanks Matt for being flexible the

previous fall semester. She discloses to Matt that she had been dealing with a cocaine

addiction but is now in outpatient rehab and going to daily sessions after school. It is

obvious to me how important it is to share with Matt what she is doing and that she is

recommitting to getting her work in. Matt tells me

Ya know I suspected some drug thing going on because of the many days
she came in looking glassy eyed. I told her I was worried about her
because she didn’t look physically ok but she kept saying like no I’m fine.
It still gets me right here (and gestures to his heart). (Interview, 03/08/04)

Matt is making an extra effort to develop relationships with his multiethnic

students. His Native American student came to class at the beginning of the year without

knowing how to organize his assignments or keep track of due dates. Matt prepared a

notebook for him and organized sections for each subject area. In the front of the
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notebook is a calendar to record due dates for assignments. Matt notices that his student

has the notebook with him everyday in class.

His Russian student comes into talk with him during lunch or on Wednesday

mornings about global philosophies of politics a topic other students are not interested in

discussing. Matt is concerned about his senior student from Saudi Arabia. He earns

average grades, is very quiet, and noticeably physically larger than many of the other

students. This young man does not seem to have friends.

Before Christmas break, as Matt prepared his report cards, he calls the parents of

students who earned C's and B's to let them know how much he enjoys teaching their

sons and daughters. He phoned the parent of his Saudi student who is overjoyed that a

teacher would take the time to acknowledge his son. He told Matt that no teacher in all

the years his son had been in school called to compliment him. This father wanted to

meet with Matt the following day and they set a time.

At the time of the appointment, the entire family - father, mother, three younger

sisters and Matt student's came to see him. Matt was presented with a fruit basket, with

various gift certificates as a Christmas present thanking him for teaching their son. As

Matt tells me this story, he repeats often how deeply moved he is by this father's gesture.

The only black student in Matt's classes is a senior who transferred for the Los

Angeles Unified School District. Her Mom is the afternoon/early evening maintenance

person.. Matt says she tells stories meant to impress her peers. She describes being in

involved with gangs in her old neighborhood. Based on his observations of her
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demeanor, Matt's speculates that this young lady is not very 'street smart' but wants to

project a tough image of herself with her white peers.

After school while her mother is working she will drop by and visit with Matt.

He often invites her to pull out an assignment to work on together. Typically, her

assignments are often incomplete or simply do not make it to the in basket. During a

number of class discussions this young lady remains disengaged from discussions and

doesn’t appear focused. Matt is uncertain at this point what his plan of action will be to

support her.

There are many more examples of ways that Matt works with all students. He

accommodates the needs of special education students, one with autism and one with a

fear of speaking in public. Matt invited students who have an interest in writing of all

kinds or drawing to work with him to publish a quarterly student literary magazine titled

Writers Bloc.

In mid-spring, Matt's integrity to 'walk the talk' and be open to examining his

beliefs is put to the test. A group of students ask him to sponsor the gay straight alliance

next year. There has not been an active alliance in two years.

I don't think prior to this year I would have said okay to be the sponsor of
the gay straight alliance club being totally honest. There's still a part of
being a white guy growing up conservatively that I've had to deal with that
I'm uncomfortable with homosexuality. The more I spend time with
certain kids, the more I examine my own discomfort, the sillier it all
becomes for me (Interview, 03/08/05)

Although there are two teachers on campus known to be gay, the gay students ask

Matt. When approached he is honest with them that he is not certain what it is he is
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supposed to do but agrees. The first thing he needs to do is go to the administration to

reactivate the alliance.

Matt meets with the administration about the students' request. The

administration is reluctant. However, Matt negotiated by “implicitly threatening political

repercussions but not in a threatening way” to support the alliance. One point he asserted

is that there is a young Republicans club on campus but a more liberal group is not

equally represented. The administration agrees. In the upcoming school year they will

sponsor activities to dispel the myths about queer kids being 'freaks.' Matt's classroom

will be the space they can claim for their activities.

Congruencies between Beliefs and Practices

In this descriptive case study, the evidence defining the categories from the

constant comparative analysis conducted throughout the research process offer insights

into the links between Matt’s articulated beliefs and his teaching practices. This section

will explain what it is for Matt to teach all students, followed by illustrations from the

case study, demonstrating how it is that he links his beliefs with his practices.

Matt believes that teaching is a student centered practice. From the first day of

class he communicates these beliefs by refraining from any decoration other than his

students’ work. In an opening ‘ice breaker’ activity students depict themselves in their

style as a way for Matt and his students to begin knowing each other. These drawings

become a central statement of a student centered classroom space.

Matt regards his students as individuals who come to learn and have identities

shaped by their life histories, prior knowledge and cultural backgrounds. Beginning from
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this point of view about teaching all students, Matt claims ‘to teach students first’ and

content second. What that implies is that he develops lessons by having students begin

by writing about examples from their experiences. Matt creates prompts to directly link

students’ experiences and prior knowledge to their readings. Through class discussions

he and his students construct the connections they make to the content together. What

Matt finds important is allowing his students to make those connections in the ways that

are meaningful to each of them.

Matt believes that he and his students will learn together beyond what they would

learn independently. He allows for his experiences teaching, in a reflexive way, to

inform the lessons and activities he uses to teach the content. In the process Matt also

allows for surprising teachable moments to arise and regards himself to be learner as

much as his students, which he expresses as “Like whoa, it’s coming out of my mouth. I

didn’t know I knew that….that inner voice that talks not just to you but through you on

occasion (Discussion, 02/09/04).

Conclusion

This case study illustrates the beliefs Matt articulates and the practices he

conducts to teach all of his students. In his first year he is enthusiastic about bringing

students' ideas to the front and center of the knowledge they construct and the ideas they

examine about the world through literature. Matt refers to the primary beliefs guiding his

practices as a consequence of having walked through a period of 'existential angst'

resulting from his experiences from his first career. Matt interviewed individuals to make

court recommendations for their sentencing. In the process of these interviews, the
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stories he witnesses about their life histories and circumstances were a catalyst for his

personal transformation.

Matt reports that the beliefs resulting from his personal transformation are the

framework for his teaching as a second career. A theory for developing a classroom

community of learners from his mentor teacher was the only mention of his teacher

education.

The process of developing this descriptive case study offered opportunities for

further reflections about the evidence revealed through the analysis. The consideration of

the results of these reflections are a part of the findings and evidence for the between case

analysis presented in the following chapter.
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CHAPTER 6

FINDINGS OF THE CROSS CASE ANALYSIS

The completed descriptive case studies discussed in Chapters 4 and 5, provide the

data base for cross case analysis. The purpose of the chapter is twofold: First, I present

the major finding from the cross case analysis; and second, I reconsider the cross case

analysis in light of the model for responsive teaching I presented in Chapter 2 and

described as being the Four Dimensions of Teaching for Democracy.

The Impact of Life History

The two case studies presented in Chapters 4 and 5 were reviewed to discover the

overarching lessons that can be drawn from the stories of each of these teachers. To

conduct the cross case analysis, I reviewed the evidence, considered similarities and

differences, and conducted reflective journaling to look for ways to link the case studies.

The influence of ‘life history’ is a theme that clearly influences Mike and Matt’s

beliefs and practices related to the environment of the classroom, curricular choices, and

instructional approaches. The ways that ‘life history’ is played out in these teachers’

beliefs and practices are discussed in the next sections.

Life histories and teachers’ beliefs and practices

The theme of life history is prevalent in Mike and Matt’s teaching beliefs and

practices despite the many differences between the two men. For example, Mike

minimizes the value of his students’ multicultural diversity. Matt welcomes and values

diversity. In Mike’s life history there is evidence of the influence of a way of thinking
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that is characteristic of the military, through early childhood and his prior career. In

contrast, Matt was raised in a family who lived by a conservative Christian value system

and world view. Matt however examined his beliefs and chose to change the impact of

his life history on his world view.

Evident in Mike’s teaching is the influence of war stories heard from his father in

early childhood coupled with 21 years in the Marine’s protecting an American way of

life. The way of life Mike protects is defined by conformity to the status quo of a

monocultural society. Regarding those who are marginalized in society, the freedom of

American democracy provides them with an opportunity for a free education thereby

equalizing all circumstances. Anyone who cannot succeed has only themselves to blame

in this ‘great’ country.

These beliefs are enacted in ‘the speech’ Mike delivers to each class of students

on their first day of the new quarter. This lecture became known to me as “the speech”

during a day of classroom observations when I recognized from the first class that Mike

was reciting verbatim his responses to questions posed in the first formal interview.

Because I had been reading through transcripts as part of the constant comparative

analysis I was quite familiar with the text of “the speech” I observed. It begins…“The

American flag stands for freedom for each of us equally…pause…no more no less.

Doesn't matter if you are white, brown or yellow, I could care less. We are all equally

represented. We are all in this together as Americans not some segregated minority.”

(Observation, 1/11/05; Interview, 12/01/04) The remaining points in Mike’s speech,
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described in Chapter 4, also emphasize the oppression of cultural and linguistic diversity

in favor of privileging an American monocultural society.

When asked about the possibility of his students feeling put down and

marginalized by his remarks, Mike is emphatic about the evidence in his life history to

clarify the validity of “the speech” and sees no reason to reconsider his viewpoints. Mike

makes a case for his beliefs by recalling times when his father and his father’s World War

II buddies got together to tell their stories about the victories and losses necessary to

protect the status quo. In his practice Mike will teach his students to value American

freedom because of the history of men and women making the ultimate sacrifice, “to

offer their lives with dignity, humility and courage in pursuit of protecting our lives to

protect the freedom the freedom these kids have and I want them to know what others

have done for them.” (Interview, 12/01/05)

Rather than conforming to the status quo, the impact of Matt’s life history

motivates him to enact his beliefs and practices to facilitate learning so his students can

explore ‘who they are’, their place in the world, and the human beings they want to

become. He affirms for his students that young adults can consciously choose what they

believe as they interact with the world. Matt believes in teaching his students about the

wide range of realities people experience and the humanity of their situations.

The impact of Matt’s life history on his beliefs and practices are developed from

experiences in his life when his view of the world conflicted with his experiences

working in his first career. Matt was raised in a Christian family and church community.

He was taught that God was the answer to all problems. If people did not want to be
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‘saved’ then they deserved what they were living. Good people follow God, bad people

do not. What Matt experienced working in Justice Court made it apparent to Matt that

the beliefs he was taught not to question growing up proved hypocritical in the real

world. He discovered how deeply people can be wounded in their lives and in some

cases through no fault of their own.

Conducting intake interviews at Justice Court, as he became more comfortable

“talking to spitting, cussing, handcuffed people’ his curiosity about their lives grew. He

discovered that by letting them talk about themselves, listening was often a way to get

them to calm down. For Matt, it was important to give them a little power and a little

dignity (Interview, 11/04/04). Learning about the lives of people who live in the margins

of the mainstream society was an awakening to the diversity of society and individual

experiences.

Matt’s life experiences of personal transformation are influential and form the

basis of his commitment to beliefs and practices to make a difference. Matt strives to

invite his students to explore why they believe what they do and how these beliefs relate

to the ideas about humanity. He works with these ideas in his practice through the

literature they study.

Classroom environments

Each teacher believes in students having ownership of the environment in the

classroom. Mike defines ownership as students having privileges to bring snacks, walk

around freely during the time they are working on projects and having access to an
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abundance of choices of materials. Mike supports his students to paint murals to express

original ideas reflecting the symbols they find important to their lives.

Matt invites his students to claim their classroom by creating self expressive

drawings of meaningful symbols which he arranges on the wall to become a collage that

remains for the school year.

Mike believes…“environment is really important because environment tells me

right off the bat whether you have a caring teacher… they’re going to clean the room and

not have a bunch of filth there and they’re going to be putting money into their classroom

thus investing in their students. (Interview, 2/01/05) In his first year of teaching, Mike’s

classroom was a drab ‘battle ship gray’ and lacked adequate supplies and materials to

teach industrial arts. Because Mike believes “appearance is everything” and that a

classroom reflects the esteem of the students, he works on weekends to colorfully

transform the dull classroom. Part of the transformation includes preparing the doors of

lockers for students so they may create ‘signature’ murals. In this classroom

environment, students freely speak Spanish and symbols of cultural diversity including a

Mexican flag can be seen in the murals they are painting.

There are however contradictions in Mike’s practices and beliefs about students

esteem and ownership of their classroom. Based on the beliefs and practices he holds

from his life history, Mike institutes an additional daily character education lesson to suit

his ideas about the content students should learn. He expects his students to listen to

readings from Bill O’Reilly’s book for kids to learn how to be moral American citizens.

Because his students lived experiences and multiethnic identities are not reflected in the
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book or lessons, it appears that Mike, not his students, has ownership of the classroom

environment.

The ownership Matt’s students have of their classroom environment is congruent

to Matt’s student centered focus on teaching. Following the advice of his mentor teacher,

who taught him that a thriving classroom community begins with “setting up a safe

environment by providing them with an opportunity at the very very beginning of the

year to connect with each other” (Interview, 11/04/04)

Matt designed an ‘ice breaker’ lesson for the first day of class. Students

introduced themselves the first day of class by sharing the meaning of a symbol they

designed to represent who they are. According to Matt, “by the end (of the activity) a lot

of kids were really….connected with people they might never have… at least that’s what

it was from my perspective.” (Interview, 11/04/04)

Matt hung the drawings of five classes of sophomore and senior students.

Covering an entire classroom wall, students find their personalities reflected in the

classroom environment. This is one way Matt values his students.

Instructional Approaches

There are similarities and differences in the ways life history influences the

instructional approaches chosen by Mike and Matt. Effective teaching practices occur

through direct instruction in Mike’s view. Matt, on the other hand, believes and practices

a variety of student centered instructional approaches.

Mike recalls the positive outcomes of direct instruction in his childhood education

history and as a method of instruction in the Marines. He vehemently rejects cooperate
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learning approaches that were taught as part of his teacher education curriculum. He

interprets this approach as lazy teaching. Direct instruction is effective because,

according to Mike, “why is it that you and I, and our generation can read and write and so

many of the students I have seen today can’t? If all of these cooperative learning groups

and touchy feely methods they talked about in education classes work then why can’t my

eighth graders multiply basic facts or write a basic grammatically correct sentence?

(Interview, 3/29/05)

Classroom observations of Mike’s teaching practices demonstrate his use of both

direct instruction and cooperative learning. Character education classes are taught

through direct instruction. Students listen while Mike teaches and there is little

opportunity for critical discussion. Although his students voice their dislike, look around,

doodle or communicate with peers nonverbally, Mike does not change his practice. Mike

interprets that the students’ dislike the lessons because their ‘misbehaviors’ are examples

of ‘poor character’.

“They came in right, and some of them want to paint right off the bat. I
said no, we’re going to do the Bill O’Reilly book for the first half hour,
like I always do, read a chapter because it’s what they’re used to. Some of
them don’t like it. And the one’s that don’t like it are the usual suspects
they’re the ones that Bill O’Reilly’s talking about, the ‘pinheads’ not the
smart operators (Interview, 03/29/05).

When students are freely roaming the large industrial arts classroom, they are

engaged in their activities, some working in pairs, and smiling. During this class time

Mike is walking throughout the room, answering and asking questions, making

suggestions, offering encouragement and compliments. His teaching is student centered
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and appears to value the cooperative learning that is taking place the complete opposite of

the small classroom instruction.

Matt values students’ questioning and exploration of divergent perspectives and

thinks about all the instructional approaches he can use to invite these experiences into

his teaching. He is committed to these practices because of the conflict he between the

influences of childhood and the lived experiences of his first career.

The world I was being presented in the jail was so, so completely different
than the world I was taught it was by parents, my church, my school, and
my peers. Like literally, if you want to talk about cognitive dissonance, like
here's what I am seeing and that's not what I was lead to believe the way
things were (Interview, 10/29/05).

The instructional strategies Matt incorporates into his lessons include a variety of

opportunities for his students to examine their beliefs by inviting their ideas and opinions

into the center of their learning. He activates prior knowledge with writing prompts at

the beginning of each lesson. Discussions are inclusive and divergent views and life

experiences are welcomed. Tensions that arise in discussions are regarded as teachable

moments. Through cooperative learning activities, group projects, drama, and group

presentations Matt affirms and supports students’ construction of knowledge.

Curricular choices

State academic standards are followed in both second career teachers’ classrooms.

The difference lies in the choices they make to supplement their lessons. Mike selects a

book with content, meant as character education advice, to perpetuate his monocultural

agenda. Matt incorporates resources meant to directly link his students’ interests and

lived experiences to the literature he teaches.
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Mike selected, The O’Reilly Factor for Kids (O’Reilly & Flowers, 2004) because

he is in agreement with the character lessons described by O’Reilly in each chapter. A

review of the book highlights content and monocultural views, which reinforce the

themes outlined in “the speech.” America is the land of opportunity, adapt to the culture

by striving to make money, achieving in school, and doing what they are told by their

parents to name a few of the topics. Mike believes this a curriculum that can make a

difference in the lives of his students.

The curriculum for teaching industrial arts was outdated and the materials needed

were limited. Mike designed an innovative addition to the curriculum based on his

observations of young people’s interests in drawing. The added ‘module’ to design and

paint a mural is a student-centered project that is contradictory to the traditional

experiences of education in Mike’s life history.

Matt is mandated to use the district curriculum specified for all high school

English literature classes in the district. The texts assigned are part of a body of literature

typical of the traditional canon of English literature. The lens through which Matt views

teaching the curriculum includes integrating students’ life experiences, beliefs and

opinions. He explains

I said it’s not going to do us any good for us to read Kafka or Hussa or
Shakespeare or Conrad and talk about these deep ideas in a
vacuum...where if characters make mistakes there’s nothing at stake,
there’s no real consequences. There is just imaginary fiction of
consequences. Let’s see how all these ideas apply to real people
(Discussion, 11/17/04).

In order to expand the curriculum, Matt brings in films, contemporary music, and

designs activities to illuminate the meaning and applications of literature to students’
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experiences. They may do scenes from a play in a contemporary setting, create their own

version of hell while reading Dante’s Inferno, or bring in their music as examples of

genres they are learning. Matt sometimes brings a reading, article or raises a topic that is

in direct opposition to his students’ viewpoint to simulate discussions. These are all

examples of Matt’s use of curriculum to honor a fundamental belief gleaned from his life

history. His students can examine and question beliefs and ideas from a variety of

viewpoints.

Conclusion

Life history is a finding from the cross case analysis that more broadly

characterizes Mike and Matt’s teaching in their first year. Through an examination of the

ways life history impacts their beliefs and practices across cases, a broader understanding

of their teaching is provided.

Mike is influenced by traditional, conservative beliefs that inform most of his

teaching practices. While there appear to be contradictions between his beliefs and

practices, Mike believes he is teaching his students correct moral values in the small

classroom and cultivating their esteem in the large classroom. He does this through

direct instruction and cooperative learning. Curriculum both perpetuates a monocultural

identity and invites diversity. For Mike this is a balanced practice.

A balanced practice for Matt looks very different. He believes in providing his

students with a physical classroom space in which they are free to express their individual

identities and divergent viewpoints. In a student centered approach to teaching, the

curriculum includes lessons, activities and projects designed to foster interconnections
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between students’ real life experiences and literature. Many instructional approaches are

employed to create what Matt describes as ‘zones of proximal development’ in which he

and his students construct knowledge together.

To learn how the beliefs and practices of these two second career teachers teach to

make a difference are linked with the principles of teaching for democracy, I extended

the cross case analysis to include the model of the four dimensions of teaching for

democracy. An analysis across the cases of Mike and Matt’s beliefs and practices with

the four dimensions, an ethic of care (Noddings, 1994) and reflexive action (Grant &

Zeichner, 1996; Schon, 1987) learning communities (Brooks & Brooks, 1999; Nieto,

1999; Richardson, 1994) and managed chaos (Bruner, 1986; Banathy & Jenlink, 2004)

was conducted and the findings are presented in the following section of this chapter.

Cross Case Analysis and the Four Dimensions of Teaching for Democracy

An extension of the cross case analysis is conducted to compare Mike and Matt’s

beliefs and practices in light of a synthesis of the literature reviewed in Chapter 2, which

I identified as the “four dimensions of teaching for democracy.” The four dimensions of

democratic teaching are a model of the inner dimensions known privately to a teacher -

an ethic of care (Noddings, 1994) and reflexive action (Grant & Zeichner, 1996; Schon,

1987), and the more public outer dimensions - learning communities (Brooks & Brooks,

1999; Nieto, 1999; Richardson, 1997) and managed chaos (Bruner, 1986; Banathy &

Jenlink, 2004). An overview of the four dimensions of teaching for democracy as a

model for responsive teaching practices is provided. The findings of a cross case

analysis, extended to include the links of Mike and Matt’s beliefs and practices to the
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four dimensions of teaching for democracy and how they make a difference to teach all

students.

Four dimensions of teaching for democracy

Education is being charged with the responsibility of teaching young people to

participate in many cultures by instilling in them the cultural capital they will need to

fully participate as ethical, citizens in a global society. The realities of students’ cultural

and linguistic diversity, varied socioeconomic situations, and teachers’ compliance with

educational reform mandates are variables to consider preparing students as citizens in a

global society. I turn to the principles of Dewey’s (1916) philosophy of teaching for

democracy as a source for teachers to develop the beliefs and practices needed to

consciously respond to the broad range of sociocultural and educational responsibilities

while teaching young people to prepare to live in a democracy.

The theoretical possibilities for teaching found in the work of John Dewey (1916,

1948) inform a practices found in bodies of work in the teacher education literature

(Banks, 2005; Brooks & Brooks, 1999; Darling-Hammond, French, Garcia-Lopez, 2002;

Dewey, 1948; and Richardson, 1997; Grant & Zeichner, 1996; Milner, 2005; Nieto, 1999,

Noddings, 1994; Parker, 1999; Schon, 1987). Between Dewey’s principals and the body

of work informing educational theories and beliefs, four dimensions are identified as the

ideal combination to guide teachers to cultivate democratic teaching practices. These

four dimensions for democratic teaching practices are an ethic of caring (Collier, 2005;

Noddings, 1994), reflexive self-examination (Grant & Zeichner, 1996 & Schon, 1987),
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learning communities (Nieto, 1999; Richardson, 1997), and managed chaos (Bruner,

1986; Banathy & Jenlink, 2004).

Table 6.1

Cross case analysis

Dimensions of teaching Mike C. Matt S.

1. Ethic of Caring Mike is the monocultural
moral authority
unresponsive to the lived
realities of his students.

Matt views his practice as
a moral activity, transacted
with students, mutually
developed and guided
by ethical conduct.

2. Reflective Practice Has no interest in reflection
and justifies the racial status
quo and devalues cultural
diversity.

Thinks about and evaluates
the quality of social, racial,
economic, gender and
cultural sensitivity in his
practice.

3. Learning Communities Contradictory - rejects
multiculturalism and then
welcomes cultural diversity.

Diversity is welcomed into
classroom culture and the
center of learning.

4. Managed Chaos Dominant discourse of
monoculturalism
discourages divergent
perspectives.

Cultivates practices and
possibilities for divergent
views and teachable
moments.
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An Ethic of Care

Cultivating an ethic of caring (Noddings, 1994) as a dimension of teaching is an

internal process of intentional self examination to sustain the development of a moral and

ethical teaching practice. When teachers consider the moral and ethical implications of

their beliefs and practices related to equity and social justice because they value and care

about their students, they are working to teach for democracy. (LaBoskey, 2002)

Related to an ethic of caring, Mike cares about his students and they care for him.

It is evident in the reciprocal light heartedness observed in their interactions and the

significant investment Mike made to create a beautiful classroom space for them.

Although he is concerned with their moral and ethical development, he imposes his

views. In ‘the speech’ and character education lessons, Mike positions himself as a moral

authority and is unresponsive to the divergent lived experiences of his students thereby

devaluing his students’ identities and diversity.

From a different position, Matt views his teaching practice as a moral activity

guided by an ethic of caring. Matt teaches to facilitate his students’ discovery and

development of their own ethical and moral thinking. To do this he invites their views

and experiences to relate to moral and social justice topics that emerge from their study

of literature. In discussions because he is aware his students see him as an authority he

refrains from sharing his views rather unearth theirs.
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Reflexivity in Practice

Because of the discrepancies between white teachers’ life experiences and the

lived experiences of their culturally and economically diverse students, reflexivity is

important to democratic teaching. Teachers need to take responsibility to deconstruct

their biases and dysconscious practices. To do this reflection is a necessary part of

democratic practice.

Mike has articulates having no interest in reflecting on his actions to become

more aware to appreciate and value diversity. He chooses to remain ‘dysconscious’ in

his practices and teach a view of American culture that “justifies the racial status quo and

devalues cultural diversity” (King, 1994, p. 337). Mike’s righteousness is about teaching

his way is an example of how a dominant cultural system, that sustains racism and

classicism, is perpetuated.

For Matt, thinking about what is he is teaching and whether or not his practice is

socially conscious and sensitive to race, class, gender, and culture is important. He wants

to discover areas of “dysconsciousness” in reflections (King, 1986). A representative

example of Matt's reflective process is revealed when he shared with me in a discussion,

“There’s still a part of being a white guy growing up conservatively that I’ve had to deal

with that I’m uncomfortable with homosexuality. The more I spend time with certain

kids, the more I examine my own discomfort, the sillier it all becomes for me. Interview,

03/08/05)
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Learning communities

A community created to teach for democracy is a social context for learning that

mediates the divergent backgrounds of students’ cultures, beliefs and funds of knowledge

(Moll, Amanti, Neff, & Gonzalez, 1992). Within these communities all students are

invited into the center of learning to construct knowledge and learn together.

The dimension of learning communities in Mike’s teaching is contradictory. He

believes in students having ownership of their classroom except when it would interfere

with his practices teaching character education lessons. Cultural expressions in the

industrial arts classroom are not invited but they are not discouraged. There is little

indication that Mike views his students as contributors to his learning or knowledge of his

teaching practice. The classroom culture that develops from these double standards is a

climate of duality that rejects members of a multicultural society and then welcomes

them (Nieto, 1999).

Matt consciously develops a learning community in which diversity is welcomed.

His purpose is to establish democratic social contexts to invite divergent experiences in

order for knowledge to be constructed. In his practices, Matt invites all students’ ideas

beliefs into the center of discussion to create an authentic social interaction of genuine

exchanges.
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Managed chaos

When democratic learning communities are developed, the dimensions of

managed chaos occur when teachers are “recognizing difference, including differences in

power relationships, and dealing with conflict in constructive ways” (Jenlink, 2004, p.8)

Teacher are willing to move into the teachable moments and may be facilitating

communication that can be heated and polarized. Their goal is to manage the chaos and

mediate the differences. A democratic teacher understands that this kind of

communication is necessary and a significant tool for cohesion and growth (Dewey,

1916; Freire, 1998; Nieto, 1999; Parker, 2003).

There is a dominant discourse pattern in the communication dynamics in Mike’s

teaching practice. He doesn’t invite divergent perspectives into the learning

environment. The opportunity for a rich discourse in the character education classes is

discouraged. Students centered communication and mediating divergent perspectives are

not observed in Mike’s practices.

Matt regards heated discussion and divergent views as teachable moments. As

mentioned earlier, chaos is welcomed. Matt’s pattern of classroom discourse is

reciprocal. He actively listens to his students by reflecting to them what he hears them

communicate. They can then disagree, clarify or agree with Matt’s interpretation.

The findings of an extended cross case analysis with the four dimensions of

teaching for democracy reveal the ways that Mike and Matt make a difference to teach all

students. Mike’s efforts are, for the most part, driven by beliefs and practices to impose

upon his students a monocultural view of democratic citizenship. The fact that he
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institutes his views by teaching a curriculum that is unrelated to industrial arts speaks to

how far he is willing to go in his teaching to enact the way he intends to make a

difference.

In an almost completely opposite scenario, Matt is consciously cultivating his

teaching practices to provide possibilities to enrich his students learning by inviting

divergent views into the center of the learning community. Matt cares about the ethical

and moral development involved in educating young people. He is committed to

reflection on his teaching to ensure he is recognizing the dysconsciousness in his

practices so that he may prepare his students as equitably as possible for citizenship in a

democracy while modeling for his student an outlook and world view to honor diversity.

Conclusion

The finding of the cross case analysis, ‘life history’ is influential in the beliefs and

practices of the two second career teachers participating in this dissertation research. The

first section of the chapter reports on the impact of Mike and Matt’s life histories on their

beliefs and practices to make a difference. The second section of the chapter examines

their beliefs and practices to teach to make a difference and links to a model of

democratic teaching known as the four dimensions of teaching for democracy. Specific

ways Mike and Matt beliefs and practices are congruent and incongruent to the four

dimensions of teaching for democracy was examined.
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CHAPTER 7

IMPLICATIONS AND DISCUSSION

I began this project by making the following claims: There is an increase of

alternative teacher education program choices offering accelerated programs and teaching

an abbreviated curriculum for state certification (Kardos, 2003; Peske, 2003; Roy, 2002;

Schumann, 2002). There is an increase in the number of mature individuals entering

teaching as a second career. Second career students express reasons about making a

difference in the lives of students that mirror the principles of teaching for democracy.

As noted in the teacher education literature and classroom discussions

explanations of teaching to make a difference mirrors the principles of Dewey’s (1913)

philosophy of education for democracy and democratic teaching practices found in a

body of work in the teacher education literature (Chambers, 2002; Darling-Hammond,

French, & Garcia-Lopez, 2002; Knefelkamp & Schneider, 1997; Parker, 1999;

Richardson, 1997).

The remaining claims ascribe to teaching for democracy as a framework for

cultivating socially responsive teaching practices to advance the progress of democracy.

A model for this kind of practice, known as the ‘four dimensions of teaching for

democracy’ relates teaching ‘to make a difference’ with democratic practices.

Summaries of these claims are provided and implications for teacher education and

further research are suggested.
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According to the American Federation of Teachers, 46 states currently have

alternative teacher education certification programs to prepare teachers and offset the

current shortage of teachers (http://www.aft.org/about/resolutions/2004). Alternative

teacher education programs are profitable, offer flexible schedules, abbreviated

curriculum and provide a direct route to the classroom – sometimes in within a year

(Birkeland, 2003; Chambers, 2002; Kardos & Liu, 2003; Peske, 2002; Roy, 2002).

Greater numbers of teachers entering the field as a second career are being

certified through this route. The long term impact of this kind of training, degree of

teacher competency and recidivism in the profession is not represented in teacher

education literature. What is known is that the beliefs and practices of second career

teachers, to make a difference, in the context of teaching for democracy are impacted by

their life histories.

John Dewey’s philosophy of education continues to have a presence in the field of

education. His principles resonate with social justice, social change, multiculturalism

(Darling-Hammond, 2002; Nieto, 1999; Banks, 2005; Parker, 2003) and other work

illuminating teacher preparation and practices to equitably teach all students (Dilg, 1999;

Grant and Zeichner, 1996; King, 1994; Milner, 2005; Moll, Amanti, Neff, & Gonzalez,

1992; Noddings, 1994). In an effort to capture specific principles and dimensions of

teaching of democratic teaching practices, a model of practice was created. Known as the

four dimensions of teaching for democracy, the model addresses two private internal and

two public external aspects of a teacher’s process for enacting democratic practices. The

four dimensions are an ethic of caring (Collier, 2005; Noddings, 1994), reflexive self-



145

examination (Grant & Zeichner, 1996 & Schon, 1987), learning communities (Nieto,

1999; Richardson, 1994), and managed chaos (Banathy & Jenlink, 2004; Bruner, 1986).

These claims are interrelated and frame the project described in the preceding

chapters. The implications for teacher education and further research are discussed in the

following sections.

Implications for teacher education

Education reform mandates and high stakes testing impact the ways teachers are

being prepared for certification and classroom teaching. One outgrowth of the education

reform policies is the sanction of alternative teacher education programs as an action to

solve the teacher shortage problem. The differences of these programs from traditional

teacher preparation are the accelerated pace and abbreviated curriculum instituted.

Coursework and institutional requirements differ but students from each program must

pass a state exam(s), complete coursework in an accredited institution, and intern in a

supervised classroom setting. The increase in teacher certification via alternative teacher

education programs may become normative practice in the culture of teacher education.

In other words abbreviated curriculum and acceleration preparation may become the way

all teachers are going to be inducted into the profession.

There is a caution and concern asserted by teacher educators about the use of

accelerated abbreviated approaches for teacher preparation. The concern is that the focus

of preparation becomes more about ‘teachers as technicians’ and a reliance on

prescriptive ways of considering instruction when teacher knowledge lacks broader

theoretical frameworks informing their practice. The long term consequences of teacher
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preparation in alternative routes are not known. This is an area of study that needs to be

explored given the increasing numbers of alternative preparation programs.

Current research about short and long term course formats however, is available.

Seamon (2004) reports on short and long term differences between intensive and

semester length course formats. He found that Schoefield (1967) reported intensive

course formats having roots dating back to Harvard in 1869 summer sessions. These

formats were effective in teaching reading, writing and foreign languages to soldiers in

World War II (Scott & Conrad, 1991 in Seamon, 2004). The differences between

intensive formats and semester length courses in higher education have been “heavily

researched” (Seamon, 2004, p.3, http://www.tcrecord.org).

A summary of research findings concludes: 1. Results of research often fail to

find significant differences between formats. 2. Studies that do find differences suggest

that intensive courses are superior. 3. Follow up research with participants of intensive

course formats failed to find significant differences suggesting “that the initial superiority

of the intensive format will fade if not maintained” (Seamon, 2004, p.1,

http://www.tcrecord.org).

The concerns of teacher educators about the short changing of knowledge

imparted in alternative teacher preparation programs with accelerated curriculum,

coupled with the findings presented by Seamon (2004), suggest ways to enhance the

effectiveness of alternative teacher education programs. Short term course formats,

successful in the short term preparation of teachers, may not be sustained and will fade

unless long term support is provided. The question then becomes what is the best
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practice for providing the long term support needed to sustain or advance the knowledge

and development of teachers?

Given the research described in this project, it follows that additional long term

support is needed to sustain the practices needed for teachers to teach for democracy

beyond alternative teacher education programs. This is critical for new teachers entering

the field. When learning and achievement are defined by the performance scores on high

stakes testing how can the principles of democratic teaching to make a difference in the

lives of students be cultivated and advanced? This question leads to bigger issues about

how to do conduct this support. What is the role of a school of education beyond

certification in the professional development of teachers to teach for democracy? What is

the potential, for second career teachers to advance education for democracy to make a

difference?

There is a risk that new teachers will lack a background knowledge for

consciously knowing why they are doing what they are doing what they are doing.

Knowledge of educational theory empowers teachers to critically evaluate curriculum,

teaching methods, policies, and reform mandates to teach all students. Therein lays the

opportunity to prepare teachers as agents of change and social transformation.

Teacher education is in transition. Education reform policies impact teacher

preparation by shifting the emphasis in content to assessment and standardized testing.

An increasing number of alternative teacher education programs and the enrollment of

mature individuals becoming teachers as a second career are challenging the stereotypical

‘fresh out of college’ teachers trained in traditional settings. Teacher education course
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content now includes instructional strategies for teaching English language learners, a

growing population in classroom settings. Rapidly changing technology and access of

information necessitates preparing K-12 students for citizenship in a global society.

To prepare teachers to manage these efforts and teach for democracy, teacher

educators need to mediate the divergent views for teacher preparation in their schools of

education. In larger contexts, these efforts need to be linked among all schools of

education to expand the work of teacher education organizations with a mission for social

justice and equitable change.

Implications for further research

As a teacher educator, during a time of transitions imposed by education reform,

the increasing complexities posed by multi-lingual and cultural diversity, and preparing

teachers to teach future citizens of a global society, tensions are present in the field of

teacher education. These tensions are reflected in teacher education literature.

Education policy makers have mandated research with quantitative proof as the

indicators of academic achievement and effective teaching. Their agenda designates

‘scientific’ research as the only methodology that is valid in education. Their position

has moved academic performance measured by standardized assessment to the front and

center of education policies, teaching and learning. Holistic approaches are negated and

devalued in this agenda.

Teacher educators however value the scholarship and growing body of work that

is advancing a deeper understanding of social justice and democratic practices to teach all

students. Research continues to shed light on the sociocultural realities of teaching,
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curriculum and achievement beyond ‘standardized’ views of learning and teaching. An

important focus for teacher education research is to continue to provide verifiable and

systematic curriculum ideas, teaching strategies, and ways to cultivate teaching practices

to integrate the insights gained about teaching for democracy into teacher education

preparation and professional development.

Very specifically, this project is a pilot for continued research about second career

teachers. There is little found in the literature about the contributions of second career

teachers to social change and teaching in K-12 settings. How are second career teachers

teaching for democracy, advancing democracy and/or making a difference in the lives of

their students?

The finding of the analysis between cases indicates ‘life history’ impacts the

beliefs and practices of second career teachers to teach all students and can be linked to

dimensions of teaching for democracy. This finding concurs with innovative approaches

described by LaBoskey (2006) and Lyons (2006) in their work in teacher education

graduate courses. Their students write and examine their life histories and narratives in

sociocultural contexts. Students’ personal stories therefore become sources for

understanding and enhancing an awareness of racial, cultural, and economic diversity as

an essential component for being socially conscious teachers in multicultural classrooms

(LaBoskey, 2006).

The principles of teaching for democracy continue to be a viable framework for

socially responsive practices in our schools. The integration of these principles in the

preparation of teachers is vital to the advancement of democracy, particularly given the
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task of the education of students for global citizenship. Further research investigating the

links between beliefs, practices and the four dimensions of teaching for democracy has

implications for informing approaches to prepare and develop professional educators to

teach to advance justice and the principles of democracy. At the heart of the democratic

ideal “is the fundamental belief that those who directly benefit from civil society must be

directly responsible for ...creating and sustaining processes of conscious, self-guided

evolution...the design of a future society” (Jenlink, 2002, p. 395).
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APPENDIX A: FORMAL INTERVIEW PROTOCOL QUESTIONS

Purpose of education:

Describe your views about the purpose of education?

In what ways does your life experience inform your ideas about the purpose of
education?

How did you come to form this view of education?

How do you see your teaching being a part of the purpose you describe?

In what ways do you/or don’t you conduct your teaching to be part of that
purpose?

On a daily basis what might that look like?

What might someone observe you doing in class that demonstrates your views?

What choices for curriculum might someone observe you teaching?

Describe the instructional approaches someone might observe when you are
teaching?

Teaching practice:

How would you describe the kind of teaching you envision for your classroom?

What do you hope to achieve with your students?

What role do your life experiences play in the way you hope to conduct your
practice?

All students in participants’ classrooms

Describe the diversity of learners, cultures, and economic backgrounds of the
students you teach.

What cultural and social resources are available among students?

What are the varieties of ways your students learn when planning your lessons?
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