Metadata, citation and similar papers at core.ac.uk

Provided by University of Missouri: MOspace

THE POWER OF TEACHER-STUDENT RELATIONSHIPS IN

DETERMINING STUDENT SUCCESS

A DISSERTATION IN
Education
Presented to the Faculty of the University

of Missouri-Kansas City in partial fulfilment of
the requirements for the degree

DOCTOR OF EDUCATION

by
MICHAEL DAVID CAMP
B.S.E., University of Kansas, 1993
M.A., University of Missouri-Kansas City, 1998

Ed.S., University of Missouri-Kansas City, 2000

Kansas City, Missouri
2011


https://core.ac.uk/display/62770657?utm_source=pdf&utm_medium=banner&utm_campaign=pdf-decoration-v1




THE POWER OF TEACHER-STUDENT RELATIONSHIPS IN

DETERMINING STUDENT SUCCESS
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ABSTRACT

The purpose of this ethnomethodological exploratory descriptive case stutly was
investigate and understand teacher perceptions of the relationships betgbenstand
students and how those teachers perceive relationships affect studentiaget®rmance
and behavior in a small town elementary school. The relationship between a seathe
student is defined as a formalized interpersonal association between aityafigjuoe and a
subordinate who interact on nearly a day to day basis. A cross-case andlysisnaividual
case studies of elementary grade classroom teachers teaching in a S@0psasddool
through fifth grade predominately Caucasian middle-income small town schoeldocat
approximately an hour from a large Midwestern metropolitan city was used shigate the
following research questions: (a) What teacher and student behaviors do teaateve p
contribute most directly to developing and maintaining positive and supportive teacher-
student relationships? (b) To what extent do teachers perceive their intesadth students
influence the academic and behavioral success of students in their clags(opH®w do
teachers perceive their interactions with students influence their stutigate’ academic
and behavioral success? (d) How do teachers perceive school culture affectshstinalent
and academic performance and achievement? Through analysis of teakievist

classroom observations, and participant journals, four predominate themes teerendel:



(a) relationships; (b) culture; (c) high quality instruction; and (d) behavioagesnent. The

data from this study showed that these teachers believe that there is\falneing and
maintaining positive and supportive relationships with their students in providing for thei
students’ academic achievement and behavioral success. The data also sabthedd

teachers feel the classroom and school culture influences academics and lagtthv&ieve

it is important to understand and respond to individual student cultures. These te&chers al
spoke of and wrote about the importance of planning high quality instruction in providing for
academic and behavioral success and high quality instruction was observeteaeher’s
classroom. These teachers felt a system-wide positive behavior managénmend

classroom management procedures that taught students how to behave and supported positive
behavior through student accountability also was important in providing for acaaieanic

behavioral success.
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PREFACE
Personal Reflection

As an elementary school principal, | spent nearly every lunch period every day in the
cafeteria. It was the one place where | could visit with and get to know each andreyerf
the approximately 500 students that came through the school doors each morning. With that
many students we celebrated a lot of birthdays. It rarely failed that wisemgva child a
happy birthday some curious youngster would ask me how old | was. It was quite
entertaining to get the kids to debate my age. “I think he is 28 because my dad’isr28...
“He is a principal so he is old, like my grandpa...my grandpa is 52.” Sometiwweadd tell
them the year | was born and we would figure it out together as a “group prbjgct.”
fundamental belief as a school leader was that students had the right to ergoy lif
learning and we as educators had the responsibility to preserve that right.

As a child of the sixties, ours was a typical working middle income family...sdrt of.
was the first born. My brother came along eleven and a half months laten: latgeany
sister was born, and the following year brought another brother. My parents stagpey re
and bought a house for their ever-growing family. My father worked full tmmetail and
my mother, while an x-ray technician by profession, stayed home to réigigsu$wo years
later, five days before my sixth birthday, siblings five and six were bormeytwin sisters
meant my parents had six children under the age of six years old.

Growing up the oldest of six kids who were so close in age | didn’t get a lot of
attention. My first brother needed glasses and couldn’t say his r's. My sisterchieg
braces to correct her stance. My youngest brother’s vision required ssiiayedigor him to

wear eye patches. With the twins there were two of them and they were the dmathey

Xiv



got a lot of attention. | was the normal one...except that | was constanthggeitrected
for wiggling around and | seemed not to learn as fast as my classmatesn tnwable quite
a bit and had to stay after school to catch up.

When | was in fifth grade my family moved to a new city. My fifth greebecher
changed my life. He was my first male teacher and was unlike any tedateknown
before. He was funny and he told stories and showed he cared. | still had a hard time
concentrating and learning the material but this was a different breed ofrtache/hat |
had experienced before. He worked with me and encouraged me to learn.

Junior High was still academically tough but | was developing my own coping
strategies and began to experience success. | still had some struggles duigeaghkans
academically. By the time | reached high school | had defeated the ebgteatl stood in my
way of learning and enjoyed much academic success. My most influentiat@ashmy
junior and senior English teacher. She was serious but used humor effectively and though she
demanded excellence she did so with care and support and | wanted to do well in her class. |
graduated fifth in my class of 165 with a 3.95 GPA and earned a college scholarstiye Posi
and supportive relationships with teachers made the difference. Thesed@aspieed me to
look to public education for my life’s calling.

In my various administrative roles | have been responsible for student discigdine a
teacher evaluations. It seemed apparent, even without conducting a formalrstuthe t
most highly rated teachers had the fewest discipline issues. Likewiseatherts who
seemed to have the most behavior concerns with students also seemed to streggiehmor

teaching pedagogy. These were also the teachers who generated the mosirstiupkamnt
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complaints regarding their treatment of children. The teachers | fourelfragending the
most developmental time with were the teachers who had the frequent discgle® is
Teaching in an elementary school is not a job. It is a life calling and escqustrong
commitment to kids. Teachers must be empowered to form and maintain positive and
supportive relationships with their students so that their students may grow arapdetee|
successful and contributing members of the adult society. It was the gbel study to
explore the characteristics of effective teachers and to investigatdésevteachers
perceive their relationships with their students positively affects tehaor and academic

Success.
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CHAPTER 1

INTRODUCTION TO THE STUDY

Purpose Statement

The purpose of this ethnomethodological exploratory descriptive case sasdg w
investigate and understand teacher perceptions of the relationships he@atens and
students and how teachers perceive those relationships affect studentiageformance
and behavior in a pre-school through fifth grade small town elementary sEbodthis
research, the relationship between a teacher and a student was geaénaityaks a
formalized interpersonal association between an authority figure and a sal®riho
interact on nearly a day to day basis (Larson, Wilson, Brown, Furstenberg, &\V2002;
Bartlett, 2005).

In the past two decades classroom management has gone from a recognition-and
punishment intervention based paradigm to a focus on prevention through the development
of classroom communities in which norms are established and academic routmetepr
constructive work (LaPage et al., 2005). Early classroom managementgs actiuded
Pavlov’s theories of behavior conditioning and reinforcement suggesting this waartherm
in which to elicit desirable behavior. Many new teachers find their endogiesed on
classroom management and discipline. According to Bransford, Darling-Bad)rand
LaPage (2005), research demonstrates that effective teaching bebiaswaaningful
curriculum and motivating and engaging instruction. In my various rolehgokc

administration | have observed some tremendously empowering and engagsngortss,



too many teachers still rely on the authority of their teaching positioret targugh the day
rather than putting effort into getting to know and serving the needs of theidunali
students.

According to Horace Mann (as cited in Mondale & Patton, 2001), the primary goal
for public education is to “serve all boys and girls” and “give each student anckguae in
life” (p. 29). Shapiro (2006) agrees declaring:

...the first job of the school is to help all young people become effective citizans

democracy. Democratic citizenship, in any era, is a complex task but & seem

especially difficult at this time when international conflict and growgéngnomic and

social inequality are the rule and not the exception. (p. 1)

Education must have moral purpose. Schools must teach core values and the
necessary pedagogy to prepare our children to become democratic citidendemd a
productive life. The current accountability pressure of No Child Left Behind has
unfortunately resulted in a greater focus on preparing students to take antest tharal
development (Storey & Beeman, 2006). Driven by high stakes testing regimesuadiakt@ol
curricula, if schools do not carefully and purposefully attend to moral and democratic
development, there is a real danger of regressing to scientificallygethfectory schools of
Taylor’s efficiency era (Callahan, 1962).

With increasing empirical attention, the teacher-student relationship has been
identified in the literature as a significant factor influencing acadamdcbehavioral success
in school. In their work with Love and Logic, Fay and Funk (1995) found that students who
do not feel they enjoy positive relationships with their teachers are mauptdis, are less

likely to be academic engaged, and are more likely to drop out. Other reseahabieesdl



significant behavioral and academic improvement (Eccles et al., 1998, Hakry, Bridger,
& Winsor, 1997) and motivation to learn (Steinberg, Brown, & Dornbusch, 1996) when
students enjoy caring and supportive relationships with teachers.
Problem Statement

As a middle school assistant principal for four years in the early 2000s in an urban
600 student middle school and as the principal of two 400-500 student elementary schools,
one urban setting for four years and one small town school for two years, in thwe$tern
states, one of my responsibilities was to observe, develop and evaluate probatmeiaast
and tenured teachers on the evaluation cycle. When these teachers werbeywaesd to
be observed most would prepare elaborate and wonderfully detailed lessonsJideas
from student response for some of these teachers that this was not the nornsofise les
would look wonderful on paper but the teaching would appear awkward and the teacher
nervous and students would often passively sabotage the lessons. It would become apparent
that students were not accustomed to these types of lessons and even those who wished to
support the teacher would not know how. It was also obvious the teachers who prepared and
delivered the same high quality lessons daily as they prepared and delivecethédr f
evaluations. Students were actively engaged, the lesson would progress smadtkigre
was a sense of comfort in the student and teacher interaction. More ingsivate the
teachers who did not seem to care that they were being evaluated. Some seem#teto s
observation as a nuisance with no real fear of consequence due to tenure. Thesawbacher
did not plan for maximum learning opportunities, but technically met the requitefoe

continued employment, certainly did not serve the best interests of students.



While serving as an assistant principal, | was responsible for studeplidesci
worked daily with adolescents who rebelled against the school system and who were wha
most educators would consider at risk for failure. | usually encountered thdsats as a
result of discipline referrals and a typical referral would involve a studentrsfpolgrespect
to a teacher. While not as prominently encountered in my elementary pringpalsstill
responded to many respect-based discipline issues and it was as clemethtary
students as it was with middle school students that many of these studerggwggieng in
their interactions with their teachers. As these students progressed threwgichool years,
their records typically demonstrated an increase in behavior issues asaaemic
achievement declined. In conversing with these young people a thread that ofemedppe
was a dislike or distrust for teachers. | began to question whether some détuobszs were
in fact disrespecting their students. A few of these students with who bleatoalevelop
trusting relationships shared that they felt their teachers had beergttbatimunfairly for
years. A review of several cumulative records of students showed earlyypraaeiner
reports with encouraging comments and positive marks for behavior. A common pattern
would be a negative change in such comments and a record of disciplinary incidents
increasing in the intermediate grades. Also typical would be a decline in gratles a
performance during these years.

These were the students that stood out. What about the students who were
underserved but less obvious in their reaction? Did they also fail to benefit framegpos
relationships with teachers? Knestrict (2007) reflects on his life in schaohg:

| am struck by the times teachers failed to connect with me on any reahhewel. |

am a professor of education now, and | am still struck by the lack of emphasis on this



human connection in education. We spend so much of our time as teachers worrying

about the standards, giving tests, and focusing entirely on content that thes hild a

person seems to disappear. (p. 786)

| do not pretend that all teachers treat all students fairly. | do not pretend that al
teachers are genuinely nice people. It is easy to understand why thesesteacounter
problems with students. Many teachers, however, do try to be fair and are kind awdigener
Still, they face resentment and disenfranchisement from many studentseghappeared to
be on the road to success. What makes these students whose early records show sach promis
rebel against such giving and compassionate adults?

| have observed a correlation that students who perceive they do not enjoy a positive
and supportive relationship with their teacher tend to struggle academicdilbehaviorally
in school. In my experiences as a teacher and as an administrator devatapagluating
teachers, positive and supportive relationships between teachers and stedesgsraial for
creating an effective learning environment. Jones (1987a) states thateveay poll of
parents and teachers lists discipline as the number one concern in most classrooms
According to Wickham, Britten, and McCart (2001), the single most common request f
assistance from teachers is related to behavior and classroom mamagersieyear
teachers frequently cite difficulties in classroom management asrtbst significant
problems (Polloway & Patton, 1993). In the mid 1990s, public schools were reporting all-
time highs in violence and vandalism, alcohol and drug problems, and problems of discipline
and disruption (Barr & Parrett, 1995). More recent data suggested that even thioegie ex
violence was stabilizing and historically low, the rate of disruptive problkemavior was

escalating and classrooms contained an increasing percentage of stlnbewesre at risk of



failing, dropping out of school, and disconnected from society. Besides affectirggiedat
performance and achievement, school behavior problems affect society.

No Child Left Behind. In the United States, The No Child Left Behind Act of 2001,
officially registered as Public Law 107-110, became law on January 8, 2002 (107th
Congress, 2002). This law, commonly referred to as NCLB, reauthorized a numbearaf fed
programs aimed at improving performance in United States public schools througiereas
of state, district, and school accountability. The stated purpose of the No ChiRehend
(NCLB) act is to address the diverse needs of public school students nationwide by
identifying achievement gaps between White middle income students andriowse
students of color and motivating schools to close those gaps through an accountalaiity syst
of graduated sanctions (Olbrys, 2004).

To make Adequate Yearly Progress (AYP), all students and all subgroupsoongst
at or above state determined levels of proficiency. Subgroups are composed of thet diffe
racial and ethnic groups, students with disabilities, economically disadedrstudents, and
English language learners. Schools that do not make AYP as a whole or in any subgroup for
two consecutive years are said to “need improvement” and are subject tsingsEmctions
(Owens & Sunderman, 2006). By disaggregating student performance by rat&sand c
NCLB effectively identifies long-standing inequalities between groupstlas
identification could ideally prompt efforts to serve the needs of these studentsligtor
neglected in many schools (Darling-Hammond, 2007). The result of this mandaterh&s bee
create a pressure cooker environment where teachers are feelingshécstnake Adequate

Yearly Progress. Adequate Yearly Progress is a level of proficielietgrmined by each



state, which a specified percentage of the state’s students must acldeterasned by state
assessment in a given year (“Adequate Yearly Progress,” n.d.).

NCLB requires every student to score at or above “proficiency” on standardiz
assessments of math, reading, writing and science by 2014. This has never beerodene bef
and is likely to never happen ever especially considering the fuzzy defirofions
“proficiency.” For many reasons, not every student experiences suiccsetool. NCLB
does not want excuses. NCLB demands results from all students in every subgrdwgyand t
are expected to all perform at their grade level, regardless of their damlites (Shannon,
2005). This pre-qualifies most schools for eventual failure. According to Street ,(2R07)
‘good-performing school,” by the dominant definition, is one with high and/or rising
standardized test scores” (p. 1). Street says this to make a point.

| once served on a district improvement committee where the directive frortatee S
was to develop a SMART (specific, measurable, attainable, research-akgtheabased)
goal to help our district’'s students make academic achievement as meastiredtaje
assessment test so we might make “Adequate Yearly Progress, @etioiprovement”
status, and avoid the graduated sanctions that were looming above us. In discussing the
SMART goal, our assistant superintendent said, “Our goal is to make AYP.” pdeple
laughed. She wasn't joking. | knew this district leader quite well and | did dhfeevas
what she believed in her heart but the pressure to perform well on this test basidesdrict
administrator to put her belief in a well rounded and personalized education fadahtst
on the back burner and concentrate future district professional developmentszortest
improvement strategies. For her, the pressure to improve test scores wasapable

reality. Educators must struggle with this conflict and determine for #leasswhat is right



for kids. Many teachers and schools that once strived to incorporate the chilé’s voic
democratically into the planning process have had to silence and dismiss theseguedatly
because their ideas might not fit the tested curriculum. As Knestrict (200B)arizes:

We know that human connection is crucial to child development, but our schools fail

to manifest this knowledge in practice. Classes get bigger and bigger, asubtest

matter more and more. Our cultural obsession with measurement and testing often

serves to sort students, not help them. (p. 786)

The Achievement Gap. The standardized testing occurring in today’s diverse
schools is clearly the antithesis of democratic accountability and patpethe achievement
gap. According to Beane (1998), test scores are the false idols of educateaudats
allege that a one-size-fits-all testing paradigm is the only reliabdsume of academic
proficiency (Johnson, 2007), and school systems, principals, and teachers are bethtpforc
adopt measures they know will not produce a fair or accurate analysis of stuftemgece
but will instead assign inaccurate and unfair performance data to undegadvstudents
who are underserved and assaulted by an antidemocratic system of accourithbién
and Johnson (2006) suggest these standardized tests are biased and serve to sortzand sociali
children to fit a racist and capitalistic culture.

Research shows children of poverty typically perform below middle and upper-
income students. Similarly, research indicates that African Anmresizadents perform
considerably behind their White counterparts (Kalmijin & Kraaykamp, 1996). Table 1 shows
the percentages of 4th and 8th grade students by achievement level as trayeperh

standardized reading achievement tests in 2009. These gaps are persistast and ex



throughout the country and correlate with increased dropout rates and a disproportionate

assignment of special education labels (Nieto, 1999; Barton, 2003).

Table 1
Reading Achievement Gaps: 2009

Grade 4 Grade 8
At or above At or above At At or above At or above At
Basic Proficient Advanced Basic Proficient Advanced

Total 67% 33% 8% 75% 32% 3%
Male 64 30 6 71 28 2
Female 70 36 9 79 37 4
White 78 42 10 84 41 4
Black 48 16 2 57 14 <1
Hispanic 49 17 3 61 17 1
Asian/Pac .Isl. 80 49 16 83 45 6
Am. Ind./AK Nat. 50 20 4 62 21 2
Free or reduced-

price lunch

0-25% 83 50 15 87 47 5
26-50 % 71 34 7 77 32 2
51-75 % 61 25 4 68 22 1
>75% 45 14 2 53 12 <1

Note Achievement levels define what students should know and be able to do: Basic
indicates partial mastery of fundamental skills; Proficient indicatewmdstrated ampetenc
over challenging subject matter; and Advanced indicates superior pancenil he
percentage of students at or above Proficient includes students at the Praiitidm a
Advanced achievement levels. Similarly, the percentage of students at or @alsave B
includes students at the Basic, Proficient, and Advanced achievement leveledAdapt
“2009 Reading Assessmenttl’S. Department of Education, National Center for Education
Statistics NAEP Data Explorer.

Frutcher (2007) suggests while purported to decrease the achievement gap between
majority students and those of minority sub-groups, this NCLB/AYP plan is defectd

dangerous and forces many schools and teachers to divert their efforts from ‘gctaxkpr
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and what they know is best for kids to meeting a state-determined number of praiicient-
above student scores on standardized imposed standard is humiliation assessments without
regard for the uncontrollable and many times invisible nuances that existyrsotaols.

Dropout Rates. Regardless of socioeconomic status, students who do not feel valued
and cared for or cared about must feel disenfranchised and deprived of educational
opportunities. It is likely that these students do not clearly recognize th@pthaving their
educational and personal needs met but they know they are uncomfortable in the school
setting and many seek escape. Likewise, students who do not experience acactais
school or struggle to fit the ideal mold behaviorally often have little motivatipersevere
through what can be years of negativity and feeling of poor self-efficacy.

According to Pytel (2006), “The traditional high school format does not meet the
needs of many students living in today’s society,” and they fail to see thanmedéebetween
“what they are learning and the need in the world for the information” (p. 1). Thedvdt
Reading Help authors (“The Importance of Teacher-Student Relationships,” 2046t
“Most students dropping out of high school have had problems throughout their entire
educational careers” (p. 1). The decision to drop out of school is not typically nthde at
spur of the moment but results from years of academic struggles, behavisy @slisocial
problems. Drop out prevention strategies do little good when targeted at high satbol ag
students for the damage has likely already been done. Attention instead needsuedzk foc
on students as they begin to experience struggles in school, often in the eadiest gr

According to the Alliance of Excellent Education Fact Sheet (“High school dropouts
in America,” 2009), approximately 71% of our nation’s children complete high school and

graduate with a standard diploma. Almost half of African American and Hisgadengs
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complete high school and graduate with their classmates. In some stajap thetween
White and minority graduation is as much as 40 to 50 percentage points. Table 2 displays the
status dropout rates comparing Whites to minority students in selectedrgeadod®0

through 2008.

Table 2
Status Dropout Rates

Year Total % White Black Hispanic Asian/Pac. Isl. Am. Ind./AK Nat.

1990 12.1 9.0 13.2 32.4 4.9 16.4
1995 12.0 8.6 12.1 30.0 3.9 13.4
2000 10.9 6.9 13.1 27.8 3.8 14.0
2001 10.7 7.3 10.9 27.0 3.6 13.1
2002 10.5 6.5 11.3 25.7 3.9 16.8
2003 9.9 6.3 10.9 23.5 3.9 15.0
2004 10.3 6.8 11.8 23.8 3.6 17.0
2005 9.4 6.0 10.4 22.4 2.9 14.0
2006 9.3 5.8 10.7 22.1 3.6 14.7
2007 8.7 5.3 8.4 21.4 6.1 19.3
2008 8.0 4.8 9.9 18.3 4.4 14.6

Note The status dropout rate is the percentage of 16-24 year-olds are not enrolled in school
and not earning a high school credential. Adapted from “Dropout rates in the Uaites]'St

by L. Laird, S. Lew, M. Debell, and C. D. Chapman, 200&.D.E, National Center for
Education Statistics.

Individuals who do not complete high school are more likely to receive government
assistance and to stay on government assistance longer than those with &idéastizool
diploma (Boisjoly, Harris, & Duncan, 1998). Female high school dropouts are more likely to
join the growing welfare dependent underclass, have children at younger ages, use more
illicit drugs, and become single mothers then female high school gradugéessi{& &

Crawford, 2003; Grant & Sleeter, 2005). LuPont (2010) suggests, “Pre-adolescence and
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adolescence are high-risk years for alcohol and drug abuse,” (p. 1) ancdudites g and
alcohol use as primary risk factors for dropping out of school. Numerous studies have
explored the relationship between dropping out of school and the use of illicit substahces a
noted a correlation of higher rates of substance use among dropouts than among adolescents
who stay in school or graduate. Bruno and Doscher (1979), for instance, documented the
higher levels of drug use in Hispanic dropouts. Fagan and Pabon (1985) conducted a study
where they found that 54% of dropouts reported using illicit drugs compared to 30%eof thos
still in school. Guagliardo, Huang, Hicks, and D’Angelo (1998) reported that earlywage dr
use was a predicting factor for dropping out of high school or being old for a gad® g
Further, high school dropouts are more likely to become involved in crime. High
school dropouts represent disproportionately high percentages of prison and death row
inmates. “Failure to graduate from high school,” according to Harlow (2083 sSociated
with a tripling of the likelihood of being imprisoned,” p. 10). In the twelve yearsdmiw
1983 and 1995, more jails were built in the United States than schools or hospitals (Zukin,
1995). This imprisonment has historically not been equitably distributed among thandces
ethnic groups. According to Chanse (2002), from 1977 to 1985, “when prison populations
almost tripled, 70% of new inmates were African American, Latino, or other nonwhite
minorities” (p. 3). Research shows that high school dropouts commit 82% of crimes in the
United States (Wickham et al., 2001) and over 80% of the inmates of America’s jaeons
high school dropouts (Barr & Parrett, 1995). The United States Department of Justic
estimates 50% of death row inmates dropped out of high school (Lochner & Moretti, 2004;
Laird, Lew, Debell, & Chapman, 2006). Between 2006 and 2007 time period, 1.4% of

American 16-24 year old men and women were institutionalized. Of these iatadcer
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young people, 0.1% held bachelor degrees, 0.7% had completed one to three yearsof colleg
1.0% were high school graduates, and 6.3% were high school dropouts without a GED
certificate. Sixty three times more high school drop outs were incarcenategrisoners
with bachelor degrees (Sum, Khatiwada, McLaughlin, & Palma, 2009).

High school dropouts are more likely then graduates to live in poverty and be
unemployed as they typically lack the minimum skills and qualifications to cempet
today’s technologically complex society (Caspi, Wright, Moffit, & Silva, 198&cording
to Sum et al. (2009), There was an average jobless rate of 54% for young (16-@d)year
high school dropouts during 2008 which was 22% higher than the jobless rate of high school

graduates. Table 3 compares the national jobless percentage byoedsteadtis for 2008.

Table 3

Jobless Rates, 2008

Education Status Jobless Percentage
High School Dropout 54
High School Graduate 32

1-3 years College 21
4 year College Degree 13

Note Adapted from “The consequences of dropping out of high school: Joblessness
and jailing for high school dropouts and the high cost for taxpayers,” by A. Sum, I.
Khatiwada, J. McLaughlin, and S. Palma, 2008nter for Labor Market Studies

Students of color are far more likely than White students not to finish high school.
According to Orfield (2004) approximately 75% of White students graduate stdndard
diploma in four years compared to only 50% of Black high school students. Thiepaiscy

also translates to the unemployment market. In 2008, Sum et al. (2009) point out, Black
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dropouts were unemployed at a rate of “69% followed by Asians at 57%, Whites ah84% a
Hispanics at 47%” with the * above average employment rates of Hispanic dropout
primarily reflect[ing] the sharply higher employment rates of yourgpéiic immigrants,
many of whom were undocumented immigrants” (p. 3).
Need for the Study

We are first and foremost economic creatures. America is not so much a asliure
is an economy, and our sense of worth and purpose is to be found in our capacity to secure
material benefits (Postman, 1996). This is dominant in society and can be seen in schools
through the focus and emphasis on standards, testing, and accountability. Schools are
bureaucratic and social institutions. No matter how democratic we mayawisthiools to
be, with few exceptions schools today look much like schools of a century past, resembling
mechanistic factory model assembly lines, in form and function (Darlingatterd, 1997).
As almost any school is a microcosm of the society in which it exists and scbomidiagly
represent the ideologies of the greater society, the purpose of school becoaipsatudt
produce contributing members to the greater society—cogs in the machine. Ttheseali
these kids will one day be running our society and they must be prepared to do so.
Accordingly, the function of school must be to combine both ideals and prepare our children
democratically to take their places in society. The haves, for the maswilacontinue to
have, and the have nots, will continue to have not, or at least to have far less than the haves.
Teachers may want to practice democratic learning but when the belll iolise teacher
who is called to defend the choices made and the lessons learned. The teachetad expe

keep the order and to make most of the decisions. Accordingly, the teacher nyggé str
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represent democratic practices in the classroom and take care not to imgmaralpe
ideological sentiments and the capitalist ideologies of the dominant society.

When teacher candidates are asked about their future classroom concerns, most
express anxiety about dealing with potential student disruptions and misbehalPagéLet
al., 2005). Bernard (2003) suggests when students are asked what they want and need in a
teacher, they unequivocally want “a caring teacher who accepts “no excadegha
refuses to let them fail” (pp. 115-116). According to Trumbull, Greenfield, and Quiroz
(2003), most teachers in the twentieth century were prepared using aitfiaggroach to
developmental psychology, which saw development primarily as an individual fedhex t
social matter” (p. 69). Today, we know much more about teaching and learning.cRgesea
according to Marzano (2003), has demonstrated that teacher actions have tinftechee
on student achievement as do school policies regarding curriculum, assessnfient, staf
collegiality, and community involvement. School is one of the first places wheagibeh
and future success is shaped. Teachers have the power to provide positive or negative
experiences for their students. Brendro, Brokenleg, and VanBocken (1990}tassehool
is the only institution that provides for the development of long-term relationstitpaiiof
our children.

There are many kinds of teachers and some are more effective thanTdihaugh
my life | had some teachers who were well prepared and others who did litdehaor
show up. | had some teachers who treated students fairly and others who seemed to enjoy
holding court over their students. Teachers can make or break a student’s abilibyto enj
academic success. This is an awesome power that must be taken seridaglyiswi mind,

the purpose of this case study was to investigate teacher perceptions abslatitreships
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between teachers and students and to determine the qualities of those regbatitiashi
teachers perceive contribute to student success. This study investigateactressful
teachers who had been determined through professional evaluations to cons$wstardiyd
maintain positive and support relationships with their students. In collectingtthefdhis
study, many of the nuances of these relationships were observed, discussed, aed.analyz
These observed teacher attributes indicate both academic and behaviosd suand

beyond these teachers’ classrooms. Accordingly, the resulting data fronmgttiebse

teacher behaviors should be used to inform teacher training programs, professional
development in schools, and professional teacher evaluations. If our students atgeur fut
then our teachers must understand how they either support or thwart their success.
Resear ch Questions

The specific questions this study intended to address were:

1. What teacher and student behaviors do teachers perceive contribute mogt directl
to developing and maintaining positive and supportive teacher-student
relationships?

2. To what extent do teachers perceive their interactions with students inflaence t
academic and behavioral success of students in their classrooms?

3. How do teachers perceive their interactions with students influencettiaznss’
future academic and behavioral success?

4. How do teachers perceive school culture affects student behavior and academic
performance and achievement?

To answer these questions, exploratory descriptive case studies of fival gelneation

elementary classroom teachers were designed and conducted.
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Theoretical Framework

The purpose of this ethnomethodological exploratory descriptivestasbg informed
through the lenses of narratology and portraiture was to investigate tpacotegtions of the
relationships between teachers and students and to determine the qualities of those
relationships that teachers perceive influence students behaviorally anchizedlgle A
theoretical framework is a collection of interrelated concepts that gindessearch. These
teacher-student relationships were examined by considering the afitezalteristics that
influence and can be influenced by public schooling. These characteristics@taced
here and are explored in detail in the literature review. As | have pesserpéirienced the
pressures of the No Child Left Behind (NCLB) initiatives, | began byoexm and
examining their affect, positive and negative, on school culture and student achievement.
While touted as an educational reform with its purpose to raise the math and reaelisgf
American students through school level accountability, NCLB has had a gretwaega
impact and has prompted the complete and detrimental restructuring of chany s
programs.

As a counterpoint to the negative pressures of NCLB, democratic schooling,
especially as an agent of social justice, was studied and the positivesmbtlament and
the obstacles that exist in its implementation were considered. In a @imechool, the
child is at the center and is much more a part of the decision making processallis¢ao
aid the child in developing the skills necessary to become a productive demotzaic Ci
My experience has been that democratic education faces resistanegebeoans counter to
what most people know. People are drawn to their comfort zones and too many people find

comfort in traditional schooling. Social justice is concerned with fairnesequal
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opportunities for all students. This considered, the literature was examinecd:éis tior
social justice and movements and methods to counter systematic inequality.

A prominent concern faced by the field of education during my leadership barseer
been the achievement gap between students of color and poverty and White students. |
endeavored to explore possible causes for this achievement discrepancy amgpassgch
solutions. | especially considered teacher perceptions and expectatiacis @i |
expectations for minority students. | also reviewed the literaturediegaihe possible
reasons for the achievement differences | have observed between genders.

Culture is a major component of this literature review. | considered cultgiciety
and in school and | also studied hegemony and how cultural forces work to maintain the
status quo. Counter to the status quo, | explored opportunities for school improvement and
obstacles against school reculturing. In consideration of how students learstibetes the
constructivist literature and also took a close look at individual student culture and how
unique cultures fit in the culture of school and society. For teachers to warkveffie with
students of diverse cultures, | felt it was important to examine what ibes ¢alturally
competent and how multicultural education serves to maximize learning and ogpEstuni
for all students.

The balance of the literature review examined the components of teacher-student
relationships and the specific elements of the teaching pedagogy thatrsezaninand do
influence and that research demonstrates affects academic and behawess.dtiour
students are our future then teachers must understand how they either support thithwar
success. In my career, | have observed that students who do not feel they have apdsitive

supportive relationship with their teachers often tend to struggle acadgraiual
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behaviorally in school. Some teachers form positive and supportive relationships with
students and listen to their needs and empower them to become successful while other
teachers intimidate students and keep them in their place and seek to fit the#s sitmle
conformist molds from which they have a difficult time ever breaking freeoingly, it

was my intent to examine critically the power and influence of teacheesst relationships
because to not properly prepare students to do more than serve a productive roleyirssociet
to perform a great disservice.

The specific elements of the teaching pedagogy that | reseavehnedelected
because, as a school administrator evaluating teachers, | believedimsments are critical
to student successes or struggles academically and behaviorally. Iehasyexperience
that teacher effectiveness and effective teaching strategies laradmcreasingly popular
topics of professional development since the work of Robert Marzano became broadly
known during the early 2000s. Accordingly, | included a review of teacherieéieess and
the components Marzano and other researchers find critical for teachingftechees | also
reviewed the literature about student motivation to evaluate the methodslamdues that
motivate students to perform well and behave appropriately.

Constructivism, democratic schooling, multiculturalism and just about any
educational design beyond lecture understands the important of student engagement.
Students who are actively involved in the learning process achieve at leigklsrdnd
behave in productive and appropriate manners. Considering this, | evaluated the student
engagement literature for connections between engagement and academiasiot be
success and for strategies for increasing active student engagie@aening is not complete

unless students receive feedback regarding their efforts. My experesmbedn that
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feedback that is swift, specific, and positively stated typically resuliggher achievement
than feedback that is general, negative, or delayed. | searched therétésaconnections
between feedback and student success and for strategies and practices ¢aaalss to
improve the feedback they provide for their students.

Children learn in different ways and at different rates and all studentshswvewn
interests and preferences. Accordingly, | included a review and discussienlivérature
related to differentiated instruction and how differentiation affects studbigv@ment.
Classroom management is critical to enjoying positive relationships widbrds. Students
know when a teacher is not organized or does not have control of the classroom. Some
students may respond in negative ways and disrupt the environment even further. Others ma
not react so obviously but may become frustrated and give up trying. Accordimgiyaded
a thorough analysis of classroom management in the literature review and s&waria
management or a lack of classroom management affects student succitsdy Sffective
discipline practices are necessary for student success. Students need tdh&htmewpect
and that they will be held accountable but treated fairly. | searchedettaduie for
connections between discipline procedures and student achievement and behavior and look
for methods and strategies to maximize the benefits of an effective dis@ptigram.
Overview of Methodology

This qualitative research consisted of an ethnomethodological explorasenptiee
case study supported through the lenses of narratology and portraiture desigiaacine e
teacher perceptions of the relationships between teachers and their studetesmine how
teachers perceive their relationships with their students affectracaplerformance and

behavior.
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Theoretical Traditions. As ethnomethodology is considered excellent for seeing
how individuals make sense of the social world for themselves (Gingrich, 2083), thi
tradition permitted me to explore fully the relationship dynamics of eleaneteachers and
their students. Similarly, using narratology to interpret stories and torexahd expose the
intricacies of teacher-student relationships further served to inforntukbig @atton, 2002).
Finally, since the goal of portraiture is to investigate fully and to illtestteose being
studied, using portraiture to create a portrait of an elementary schoarteablstantially
aided in telling the teacher’s stories (English, 2000).

Ethnomethodology investigates the norms, understandings and assumptions that are
taken for granted by people in a setting because they are so deeply understoagp kb akope
not even think about why they do what they do (Patton, 2002). Ethnomethodology is
purported in the literature to be a very good method for seeing how individuals makefsense o
the social world for themselves. In view of that, this tradition permittecuthexXploration
of the relationship dynamics of teachers and their students. According to Yin,(A22¢e
study often serves as the primary design for qualitative inquiry as it psdaida detailed
assessment of a person, group, or setting under study (Yin, 1994). Lincoln and Guba (1985)
and Patton (1990) offer two purposes for employing a case study approach:e@gimgr
understanding of the phenomena being studied; and (b) investigating the atthiattes t
permit themes to emerge. Stake (1995) suggests an “instrumentalchseis expected to
catch the complexity of a single case...coming to understand its actittynwnportant
circumstances” (p. xi). Stake (2000) further emphasizes the value of a sitgimergal
case study is what specifically can be examined to offer insight intoenasseinforce a

generalization. “In a single ethnographic case study,” Bernard (19%s)sasthere is
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exactly one unit of analysis—the community or village or tribe” (pp. 35\8&hin a single
case study, Patton (2002) suggests a researcher may study seveipaptstin this
gualitative study, case studies were conducted that explored and chrdmecteaiplexities
of five general education elementary school teachers as they iatevatt and related with
their students.

Narratology, according to Patton (2002), “strives to understand the lived experience
and perceptions of lived experience” (p. 115). Patton (2002) further suggests nayratolog
focuses specifically on the interpretation of “stories, life history haes historical
memoirs, and creative nonfiction to reveal cultural and social patterns throughgiod
individual experiences” (p. 478). Patton (2002) suggests “stories and narratives offer
especially translucent windows into cultural and social meanings” (p. 116).dkuglyy;, the
five teacher participants agreed to keep participant journals spliyificaund issues of
student relationships. Narrative analysis was used with the participardlgputmch served
as data to reveal information about teachers and students and their environmenta The da
from the participant journals was therefore analyzed to develop narratives toedlichgnthe
stories of these teachers and their relationships with the children theylteachews and
observations were analyzed using a generic coding process to identify themes.

Portraiture is a way of capturing the “essence” of people (English, 206@)aiSio
narratology, Lawrence-Lightfoot and Davis (1997), suggest portraitures“thlarboundaries
of aesthetics and empiricism in an effort to capture the complexity, dynamatsubtlety of
human experience and organizational life” (p. xv). As the purpose of portigitore
investigate and illustrate subjects being studied, this technique provedl irelefling the

stories of the five elementary classroom teachers in this case study
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Qualitative analysis commonly centers on specific cases and analyss eases
(Patton, 2002). Case study methodology, by investigating in real-life contexdhed
needed light on how students and teachers interact in the classroom. Five genat@reduc
classroom teachers were selected based on specific criterion of higdtievaratings
regarding teacher-student relationships and collected data from threesseuntegviews,
observations, and participant journals—to inform this study.

Setting. The research setting for this study was a 500 student middle-SES
predominantly Caucasian elementary school in a small town located apprdxiamatteur
from a large Midwestern metropolitan area.

Participants. These case studies began with an overview of teacher evaluations in
search of records that indicate superior rating in the areas relatedeatstelationships.
From this overview, five teachers were identified as the focus of thesstcalses.

Sampling Techniques. Selection of the participants was accomplished using
purposive criterion-based sampling. According to Maxwell (2005), purposétrian-
based sampling “is a strategy in which particular settings, persons,vitiexare selected
deliberately in order to provide information that can’t be gotten as well frber ohoices”

(p- 88). The reason for making purposeful criterion-based selections is toexsatdct
cases critical to the goals of the research study. These selewtionsmade based on
document analysis of teacher evaluations seeking teachers with sufergs iraareas
related to student interaction.

Data Collection. Data was collected through interviews, participant journals, and
observations. The purpose for conducting interviews was to capture teacher peregptions

lend validity to the research. Maxwell (2005) suggests interviews “can provideaddi
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information that was missed in observation, and can be used to check the accuracy of the
observation” (p. 94). Semi-structured, open-ended, in-depth interviews were usadeto m
certain specific questions were asked that were believed would inform theastlitty

provide for exploration in greater depth. Threats to validity and reliability addeessed by
following a standardized interview protocol including an interview guide witlt$dpr
exploration (Patton, 2002). The five teacher participants were alsotaskeep participant
journals around the issues involving their relationships with their students. Journptgprom
were provided that were designed to provide information and ideas related to-stadbat
relationships. Observations of the selected teachers were also condubgdlassroom
setting and in other areas while the teachers were interactingtwients. Observations,
according to Maxwell (2005), allow the researcher a direct and insightjuloAtearn about
behavior and the context in which the behavior occurs. Care was taken to recorteconcre
instances by capturing direct quotations and noting unembellished descriptibas as t
interactions between teachers and students were observed.

Data Analysis. In qualitative data analysis, researchers examine and interpret patterns
to generate meaning from the collected data. In this case study, wtevbgervation and
participant journal data was analyzed through the constant comparative metibdt¢CC
investigate the characteristics of five elementary teacheradtiteg in positive and
supportive manners with their students (Miles & Huberman, 1994; Strauss & Corbin, 1990).
Data from participant journals was analyzed through the narrative snaidgsess while
interviews and observations were analyzed using a generic coding processhTheoug

constant comparative method, the data was unitized into individual ideas and teamitges
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were sorted into categories (Lincoln & Guba, 1985). Data was arrangédianasoft Word
table and rearranged as themes were determined and refined.
Summary

Chapter 1 has provided an overview of this case study of five elementarpatass
teachers and the nuances of their positive and supportive relationships withuttentsand
how those relationships influence academic performance and behavior while in and bey
their classrooms. The current problems facing these and most other public sabbeis
were discussed including the No Child Left Behind initiative and the achievengent ga
between low-income minority students and students of affluence. The thadreticework
for this study was provided as well as an overview of the literature reviewftother
explored in chapter 2. The balance of this chapter provided an overview of the study
methodology.

Chapter 2 consists of a thorough overview of the professional literature that provide
a structural foundation for this study. Included in the literature reviewhisraugh
discussion of the No Child Left Behind laws and democratic schooling with a focusiain soc
justice. Examining the literature around the achievement gap, this reviecsigc
examined the minority achievement gap including teacher perceptions anthgaps@and
the gender achievement gap. Culture was a major component of this chapter and include
school culture, hegemony, reculturing school, constructivism, student culture,lcultura
knowledge and competence, and multiculturalism. The balance of the literatuve revie
examined teacher-student relationships including teacher effectiveleEsitsnotivation,
student engagement, teacher feedback, differentiated learning, classroorameriagnd

effective discipline.
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Chapter 3 presents the methodology for this study in depth. Included in this chapter is
the rationale for qualitative research, an exploration of case study, ethodwiegy,
narratology and portraiture, a description of the study setting, data producti@adyres, the
data collection process, and the steps followed for data analysis. Chapter hadybis af
the data collected through interviews, participant journals, and observations arsgigqute
by research question. This chapter concludes with a discussion of the trustwehithes
findings. Chapter 5 concludes this dissertation with a presentation and discussion of the
discoveries, implications, conclusions, and recommendations for educators and eesearch

for continuing research about the influence of teacher student relationships.
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CHAPTER 2

LITERATURE REVIEW

John Goodland (1976) said, “Winning becomes increasingly attractive and absorbing.
Frequently, purposes beyond winning are lost to view. Children invariably are tre [pse
70). He was addressing the eventual reality that often greets the voice of edinctiter
struggle to improve schooling. He could just as well make this assertion today. Winning
seems to be everything. In this era of No Child Left Behind, a paradigm shiftdwaseaicin
too many schools away from teaching and preparing kids for the future towardycuit
preparing kids for state assessments. We must win. We must reach thawneodrthat
page and we must win. Those mighty scores, after all, are how successful schools are
measured and reaching that magic line each year has become “irglyeaisiactive and
absorbing.” There is so much pressure to prepare for the state assessmarasythi@achers
get bogged down in attempting to address the stuff and “children invariably are tis€’ lose
Until the late 1970s, the majority of our political leaders were satisfidgtdoumit schools.
There was no pressure to fix what did not seem to be broken. Then, very suddenly,
politicians became aware that not nearly enough students were getting goodgradeglor
scoring well enough on achievement tests. This awareness led to the present nyiéoand c
improve our schools. The pressure to improve achievement so that no child will be left
behind and every school will make adequate yearly progress continues to fail imgpo ma
schools because, as Glasser (1993) asserts, most of the “suggested improvertiedt®a

the old teach, test, reward, and punish, boss-managed system” (p. 5).
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This literature review began by evaluating the empirical liteeadesscribing and
informing teacher-student relationships and the effect of these relationshspsdent
learning and behavior by perusing text books and professional journals in my home, office
and school district library for each topic and subtopic included this review. Keyword
searches in WilsonWeb’s Education Full Text, lllumina’s ERIC, and EBSG®hos
professional publication databases were also performed. The purpose for condacthgs
through three databases was the differing results each produced. Some ofdbdetteen
the databases were duplicates but most were unique. When a search of one datddase w
provide few or no relevant articles or other documents, another would offer amptdirec
for investigation. When a search produced an abundance of material, key wordddeere a
to narrow the focus to yield a more manageable selection. Many of the pab8ocaere of
direct benefit and often those that were of little or no direct relevance offere¢sogge
through in text citations or end of chapter or article reference lists oewéook to gather
more significant information. What follows is a brief overview of this search.

As the main topic of this study is “teacher-student relationships,” thisardagan
with a keyword search of that topic. WilsonWeb’s Education Full Text yielded 3,126sentri
compared to ERIC’s more manageable 372 sources, and EBSCOhosts’s overwhelming
15,946 unique publications. Narrowing the search to “teacher relationships” and “student
motivation” provided 193, 400, and 369 results concurrently. “Democratic schooling”
yielded 1,293, 38, and 15 results; “social justice” resulted in 2,947, 3,500, and 29,842 entries;
and “democratic schooling” and “social justice” together produced 52, 3, and 3 ddsume
Sufficient empirical research was found to inform this review on the broades tagitewer

resources were found for some of the subtopics. Searching “achievempgrbgaxample,
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produced 860, 1,628, and 1042 results and adding “minority,” or “Black,” or “African
American” produced hundreds of sources—sufficient for a saturated reviewe\&ohent

gap” and “teacher perception,” however, produced only 8 publications in the WigdnnW
Education Full Text data base and no results in the other two databases. In caseth®jch as
related terms such as “achievement gap” and “expectations” wechasgavhich produced

7, 68, and O results, and “achievement gap” and “expectations” yielded a more iv@rmat
57, 99, and 4 documents.

Some subtopics, while sufficient resources appeared available, failedrio inf
adequately this review and therefore seemed to be lacking in the litek&mgng to
review the literature on how teachers perceive their relationships witbrds affect their
academic achievement and behavior, a search of “teacher relationshipt&aaikf
perception” provided 483, 13, and 117 results. While this seems sufficient, many entrie
looked at parent relationships, student relationships with each other, percepteathefd
about student relations, and many other directions that did not inform this review. A few
relevant sources were found which lead to others. Still, the availabléuieesemed slight
and this further encouraged the need for this study.

The purpose of this ethnomethodological exploratory descriptive case stsidy wa
explore teacher perceptions of the relationships between teachers and studéots
consider the qualities of those relationships that teachers perceive ¢eflstedent success.
According to Leitdo and Waugh (2007), “Positive teacher-student relations@ips a
characterized by mutual acceptance, understanding, warmth, closenes®dpest, care
and cooperation” (p. 3). Teacher-student relationships provide an essential foufatati

effective classroom management and classroom management is a key to higth stude
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achievement. Teacher-student relationships must not be left to chance or begdonhié
dictated by the personalities of those involved. Instead, by using strat@gpested by
research, teachers can influence the dynamics of their classrooms and-togdesicher-
student relationships that will support student learning.

Whether democratic or authoritarian, everything that happens in school influences
school culture. Danielson (2002) suggests the culture of a school is defined by thentbrms a
values that prevail in the school setting. Often the culture of a school reprasdns
influenced by societal factors outside of the school and the school culture servegamma
the status quo and promote separation between more affluent and minority grotiosg) resul
in an achievement gap (Hale & Rollins, 2006). Teacher relationships with stadents
critical because teachers have the power to build students up or to tear them down (Jame
1994). Myers (2007) agrees that every teacher affects the attitudes oidénatsin the
classroom. Teachers can nurture or negate the innate curiosity these studgntsth them
into the classroom. Ultimately, it is up to the teacher whether the studenthseekas a
place in which to thrive or as a place to be feared. Effective teachers knostuldeints and
their unique needs and have a proactive plan to address those needs (Stronge, 2002).

Many students do not enjoy school or see it as a positive opportunity and expend little
positive energy toward academics. In order to develop positive relationshiggsite must
first understand their students before they can expect their students to unabanstéollow
them. Understanding the needs and the beliefs of students is crucial to finding ways
increase their motivation to learn (Jones & Jones, 1981). Danielson (2002) asserts that
students must be genuinely engaged and active participants for maximum leaognogr.

Such engagement typically refers to behavioral engagement and involvepa@ot in
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group activities, following rules and routines, and putting forth appropriate @ffedricks,
Blumenfeld, & Paris, 2004). For students to understand what they are doing well and what
needs revision the teacher must also provide specific and meaningful feedbaek (Hatt
1992). Classroom success and student engagement is increased when teactwers pla
accommodate the unique differences in students and differentiate instruabiotesitc
process, products, and the learning environment (Lezotte, 1992; Stronge, 2002). All of these
facets of schooling are supported through positive proactive classroom managedent
positive discipline. Behavior is a living and dynamic entity, which is learned, nthdele
observed and copied every minute of the day. Good and Brophy (2000) suggest the
relationship between the teacher and the student is the most significanirfactantaining
a positive classroom culture. Effective discipline is not punitive, and is a processloiig,
not of coercion. Effective discipline programs seek to involve students in social
responsibility and self control (Brendro et al., 1990).
No Child L eft Behind

In the United States, the No Child Left Behind Act of 2001 (NCLB) (107th Cesgre
2002) marked the beginning of an accountability era with an emphasis on increased stude
achievement and holding schools accountable for learning as never before (Andrews &
Ridenour, 2006). NCLB requires schools to disaggregate achievement datdéoyngeecial,
demographic, and socioeconomic subgroups and focuses attention on the achievement gaps
between minority and White students (Storey & Beeman, 2006). This has resulfedisn ef
to align the curriculum with national standards and meet the individual needs of students
while still increasing scores for all students on state-mandatedBeste(t & Aagaard,

2007).
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The resulting emphasis on business-style efficiency bears an urresenyblance to
the Frederick Taylor-inspired traditions that dominated the field from the 18&Qgh the
1940s (Brooks & Miles, 2006). This focus on standards, assessments, and adequate yearly
progress has certainly created challenges for the building principaleaisadixtimposed
definitions of academic excellence adds to traditional leadership and mamgem
responsibilities. The paradox, according to Shapiro (2006) who cites McNeil (2000) and
Kochan and Reed (2005), is that “the barrage of accountability measures agstieoiods
has caused educators to focus on varied and questionable purposes, such as teaching to the
tests and “dumbing down” the curriculum rather than preparing students to become useful
and productive citizens” (p. 4).

While NCLB has encouraged schools and districts to align more closelyrtgacid
learning with the state’s curricular standards, and while test scoreading and math are
improving, social studies, science, music, art, and many other subjects arebaimgs
viewed as intrusions on the tested curriculum. Accountability, at this extreme, gdnanl
students as there seems to be little room or desire for democratic Accor&ingrinon
(2005), many scholars and educators see NCLB as reactionary legislatisnothigt i
pretending to be concerned with closing achievement gaps, seeking instead to impose
bureaucratic control and maximize and spotlight the achievement deficits pfipoority,
immigrant, and physically and mentally disabled students who the elite vigenaass on
American prosperity” (p. 26). Owens and Sunderman (2006) suggest:

When NCLB was enacted, researchers and state education officials prthatte

high percentage of schools would fail to meet the law’s tough accountability
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provisions, creating a crisis in public education and overwhelming the capacity of
state education agencies to help low performing schools. (p. 1)

Amrein and Berliner (2002) point out:

Twenty-five states distribute financial rewards to successful or impravesls, and
25 states have the power to close, reconstitute, or take over low performing schools...
In 17 states low average class scores may warrant the displacemenb\al reim
teachers or administrators. (pp. 5-6).

Mullen and Johnson (2006) suggest the real intent of NCLB and the attached

sanctions is to eliminate or modify drastically public schooling throughrctraeism and

classism, sorting and socialization, and punitive ideologies leading to cogreatirses of

action” (p. 9). Owens and Sunderman (2006) found that highly segregated schools with

disproportionate enrollments serving disadvantaged and minority students aréehp$b li

be identified as needing improvement and to receive corrective sanctions.

According to Street (2007), standardized testing results are regularlgipgovi
...empirical justification for the closing and privatization of “failing” puldichools

and the related rollback of teachers’ collective bargaining rights aardmees. Low

test scores have become a marvelous vehicle for shaming public schools, teachers,
and teacher unions and advancing the corporate educational privatization agenda

partly encoded in the reactionary, bipartisan No Child Left Behind Act. (p. 4)

Echoing these thoughts, McKinzie (2003) offers that:

Lurking behind this NCLB program is an educational VIRUS or WORM much like
the Sobig.F virus that recently struck computers globally. The hidden agenda of

NCLB is to shut down urban public schools and send their clients into the brave new
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world of corporate schooling, even though there is no convincing evidence that these

free market alternatives will reverse the long established pattepa®o&chool

performance. (p. 1)

Mullen and Johnson (2006) suggest that accountability systems have always been used for
political gain but add that the NCLB accountability system goes blatantbntehistoric
practices by restrictively defining educational proficiency and uslisgggregated test

scores” as “the focal point for hiring, firing, rewarding, and punishing sdmdralinistrators

and staff” (p. 12).

By the time many students reach the intermediate elementary schoa guade
present system of teach-to-the-test skill-and-drill public educationfleasi\eely killed-the-
thrill of learning and rendered our once curious and excited youth into mechaniaed-sit
get-and-test-and-forget victims of the NCLB and AYP disease. Thetld¢ the only one
right answer is the answer to a test question is ludicrous and leaves a school system
vulnerable to authoritarian rule. If the only acceptable answer is the one on thendseere
is no purpose in thinking about options or debating the truth. Teaching that there is only one
right answer breeds compliance and complacency.

According to Stafford-Johnson and Dill (2007), “as of June 2006, seven thousand
children in our nation drop out of school every day” (p. 1). These are students that math and
reading dominant curriculums are failing to serve. How does such a curricefuentise
needs of the artist, the scientist, the social activist, or the musician? Hswt deen serve
the needs of the journalist or the mathematician? It does not and it cannot. ioes fa
limiting. Such a restrictive curriculum only serves the goals of those wimnotavimmpose

their will on our nation’s youth and perhaps to illuminate and exacerbate thiemigés of
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what has typically become a reactionary school system. While it is cgiitapbrtant to
study Language Arts and Mathematics, even more critical for mangrgtug the need to
develop competencies in social justice. Banks (2005b) stresses the importediceabing
for social justice in today’s society and world. A narrowly defined educaticedlmas
reading and math will do little to prepare today’s students to become contributial¢ysoc
just and democratic citizens.

The problems in society rarely relate to an inability to read and multiply eWhil
important skills, in order to truly succeed, students need to be well versed in cooperative
learning and problem solving skills. Democratic schooling serves the needstodatits as
it allows for all voices to be heard. The limits of the reading and math basexdiicum
threaten to choke the life out of the love of learning born into our youngest citizens. Too
often this love of learning is effectively amputated before many of our ahitdrgrow their
first sets of school clothes. Clearly, the No Child Left Behind initiatives pese@us threat
to democratic schooling and social justice.

Darling-Hammond (2007), argues, “we need...something much more than and much
different from what NCLB offers. We badly need a national policy that enalfieslsao
meet the intellectual demands of the twenty-first century” (p. 1). The Adeleatly
Progress system of evaluation should be replaced by a model of multiple esgatifooks
for continuous improvement, assesses higher order thinking, and assesses spatiaheduc
students and English language learners appropriately. Rather than imposimmsamct
schools that serve our neediest children, NCLB should concentrate its effonts towa
providing low performing schools with whatever supports are needed to maximize the

potential for all students to succeed (Owens & Sunderman, 2006). Darling-Hammond (2007)

35



suggests schools should have their improvement comprehensively measured bgiattor
as “student progress and continuation, graduation and classroom performance on tasks
beyond multiple-choice tests—and gains should be assessed by how individual students
improve over time” (p. 5). For students to learn at high levels they must benefit from
effective teaching, a quality curriculum that considers their interestsdagdate and
appropriate resources. Testing and punishing students and schools will not guilt enthreat
them into sustaining higher levels of achievement. Such tactics insteadsémit severely
the most vulnerable students and schools. It would be much more beneficial to schools and
school systems if NCLB would evaluate the instructional programs of schools anaidet
shortcomings and offer assistance in addressing identified deficiefbiess not the current
focus of NCLB and as schools have no control over its focus, schools and teachers must
instead focus on factors on which they do have considerable influence.
Democratic Schooling

The modern system of education began in the early 20th century and was influenced
by Frederick Taylor’'s (1923) theory of Scientific Management. Ellwood@rley’s (1929)
factory model schools were the norm and were not designed to be democraticrdg)@cco
to Darling-Hammond (1996), they were defined by “highly developed trackingnsgshat
stressed rote learning and unwavering compliance for the children of the por6).
Darling-Hammond (1996) further explains, “Like manufacturing industrse$idols] were
designed as highly specialized organizations-divided into grade levels anct-sudijeer
departments, separate tracks and programs-to facilitate the use of rantr@ecedures”
(p- 13). According to Lieberman, Wood and Falk (1994), teachers were perceived as

technicians to be trained to accept and adopt the “right ideas” (p. 30).
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America’s early focus was on corporate management and business styldhipaders
schools and this focus with the exception of a few largely unsuccessful attempts at
restructuring remains prevalent in education today. Shields (2004) warns tdegrchiho
do not enjoy a sense of belonging in schools are excluded and marginalized in gygtems
“perpetuate inequity and inequality rather than democracy and social’jptidé2).

Johnson (2007) contends:

Children are born positive, curious, confident, physical beings. They want to learn,

they want to succeed, they want to build independence and they want approval.

Children learn best when they are actively engaged and appropriatelygbdlle

They learn best when they are having fun. They need to feel safe and dpgrecia

They need to physically experience skills and knowledge. They are not machines.

They are not preprogrammed insects. Being forced to sit at a desk for hours on end,

completing a series of worksheets which may or may not be at their leyel onl

destroys their natural enthusiasm for learning. (p. 1)

Mundane instructional practices are nothing new. Wyett (1998) quotes Alberdikiast
recognizing the shortfalls of education in his time: “It is, in fact, nothing sharnafacle
that the modern methods of instruction have not yet entirely strangled the hokitguof
inquiry” (p. 151).

Education, according to Meighan (2002), is basically authoritarian, since one person,
or a very few people, determine “what to learn, when to learn, how to learn, howd®s asse
learning, and the nature of the learning environment” (p. 1). While society looksomisto
develop common values in its citizens, private and public goals are always ictcmdlias

long as private industry rules the marketplace, private interests will graat sway

37



(Dworkin, Saha, & Hill, 2003). Schools are too often held responsible for social and
economic disparities, and that can make teaching awfully hard to do. While schools are
certainly obligated as agents of social justice to strive to provide opportdartib®se who

are economically disadvantaged to gain the knowledge and skills to succeed, schools have
not been designed or enabled to be the great equalizer.

Winchester (2003) suggests “most schools, most times, nearly everywhed a
democratic places” (p. 2). We deny our students the freedom to choose by imposisig ritual
and structures and by mandating their curriculum and the design of their dayaagdple
Beane (1995) argue that healthy societies provide for freedoms that dexteomaitual
respect, and our society is in real danger of losing those freedoms. Whileneddithools
are bureaucratic institutions and assume a hierarchy of power with thertetationed
above the student, in democratic schools this hierarchy is deemphasized and vast
opportunities exist for negotiating all operations of the school. Traditionaleesagower is
in their authority over students while democratic educators have power in jheitisx
There is a fundamental difference between the concept of democratic sclaoolitige
school structures that dominate capitalistic markets.

According to Giroux (1998), “Growing up corporate has become a way of life for
youth in the United States” (p. 12). While it is clear the market plays an impater
shaping American identities, it is a sad commentary that when asked to proefiateon
for democracy, many of our youngest citizens, according to Wright (1997), réfee to
freedom to buy and consume whatever they wish, without government restriction” (p. 182)
Beane (2002) suggests “as free market economies are glorified and puvitiesse

privatized, the meaning of democracy is evolving almost exclusively astarrof personal
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choice and self-interest, and the complementary notion of a public or common good is
disappearing” (p. 25). Moffatt (2008) defines a free market economy as “an gconom
which the allocation for resources is determined only by their supply and the demand fo
them” (p. 1). Moffatt (2008) further suggests “this is mainly a theoreticaleparas every
country, even capitalist ones, places some restrictions on the ownership andyexatha
commodities” (p.1). According to Grace (1997), whether an unchecked free market or one
that is somewhat regulated, our capitalistic economy is certainly amti\effe eroding our
ideal vision of democracy in its shift from a “democracy of citizens [tddraocracy of
consumers” (p. 315). The corporate influence on educational practice promises to ferve we
those privileged enough to have the power and the ability to make their choices rhigter w
leaving those who lack the influence of power struggling to participate in onoey

driven society (Giroux, 1998).

Nearly a century ago John Dewey pondered how educators could claim to believe in
democracy if they did not practice it in schools as the practice of demogrsclydols is far
more than an intellectual expression of beliefs and requires the persittesttion of
people which is a much more complex task (Rusch, 1995). Dewey’s vision of education was
to prepare children for active citizenship in a participatory democracy€dfidn for
democracy,” n.d) because, as Miller (2007) argues, “all those who are affececidly
institutions must have a share in producing and managing them” (p. 1). Accordindgeto Mil
(2007), the term “participatory democracy” was used in the 1960s “as a wayaiiag
the essence of democratic idealism in a society some believed had grown oxeredrga
hierarchical and authoritarian” (p. 1). Dewey (as cited in Tyack, 1997)drie need not

only education in democracy, but also democracy in education...for the welfare otititg y
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thoughtful citizens must participate in the politics of public schooling” (p. 22). &iwil
according to Wilms (2007), Dewey claims “in order to promote a nation that wallyels]
democratic principles, all of its citizens must be empowered to engage in araigenoc
discourse in order to be advocates for themselves as well as to be able to advotatesd
(p- 1). It would seem to make sense then that a nation that prides itself of demnocrati
freedoms would embrace democratic systems of education. In realityaims fathest from
the truth.

Throughout the literature there are many descriptions and definitions of damocrat
education and democratic schools. According to Dewey (1916):

A democracy is more than a form of government; it is primarily a mode etias=d

living, a conjoint communicated experience... An undesirabéety is one which

internally and externally sets up barriers to free intercourse and conatiomniof

experience. (p. 87)

A democratic society, on the other hand, “makes provision for participation in its
good of all its members on equal terms” and “secures flexible readjustimeninstitutions
through the interaction of different forms of associated life” (p. 115). Devesyed schools
as places where students could and should learn how to change their societie286hyt
asserts that public schools in a democratic society were intended to prochstgpaort the
public good. . It was not critical that what happened in the school mimic greeitsyso
What was important was that the lessons learned would aid in active democtatiggten
outside of school. Horton (1990) suggests democracy is an ideal where “peopkdlgre r
free and empowered to make collectively the decisions that affect their (jp/e169).

Horton’s Highlander Folk School was built on principles of democracy. Horton wanted to
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create a public space where people could learn from each other and us@edscatmeans
to challenge the unjust social systems affecting their lives. Hdlfeitizens should live in a
flexible and adaptive society where their voices are heard and affect thiertt@eaking
process.

According to the 16th International Democratic Education Conferencer{L2€008),
democratic schools generally share most or all of the following characger(s) shared
decision-making among the students and staff; (b) a learner-cenp@redeh in which
students choose their daily activities; (c) equality among staff and studedt(d) the
community as an extension of the classroom (p. 4). For Patrick (1995) demodratils sc
share three common components: (a) core concepts that denote essential kn@wledge
intellectual and participatory skills that enable practical applicatimivaf knowledge; and
(c) virtues that dispose citizens to act for the good of their community (p. 1).diogdo
Shields (2004), “Democratic education requires empowering children to paticipand
take responsibility for, their own learning” (p. 124). Checkley (2003) assertsp6fcthat
are democratic are naturally caring places... When students have ancecgial the
governance of their school and its classrooms, they develop the ability to gegeinalgng
with others” (p. 1). Students take ownership of and responsibility for their ownrigar
Helping students become active citizens and preparing them for participaia@emocratic
society are two key purposes of democratic classrooms.

Democratically operated schools exchange traditional teacher autlooinydrmal
control driven by close teacher-student relationships and mutual leadership itekgyots
democratic schools and classrooms students actively engage in self goxug@atmann,

1995; Checkley, 2003). Neigel (2006) suggests involving students in school leadership
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provides opportunities for them to contribute beyond their classrooms as they “ékplore
interests, refine their talents, gain a better understanding of themseldes|laborate with
their peers” (p. 4). Such involvement also provides for the development of social skills and
opportunities for leadership, both of which are important components of the democratic
process. These opportunities give students a voice and a sense of belonging which helps to
build healthy relationships and connections with students, teachers, administratohe a
greater community. When students are provided opportunities to participateyaativel
school decision making rather than act passively within the bureaucraticsriny take
ownership of and responsibility for their own learning and develop a sense of social
intelligence that will serve them throughout their lives (Mosher, Kennga&od, 1994).
Democratic schools are environments where children can live in much the sgme wa
as they will live in society. As principal stakeholders, diverse studkatddsparticipate in
the democratic process by playing an active role in schools and in schodtgader
According to Schutz (2001), schools have an obligation to promote such active democratic
involvement among students, “initiating them into practices that will enabiettne
effectively engage with oppression and improve our society for everyone” (pR9894-
Schools need to teach children not to accept what is being thrust upon them by those who
would protect to status quo and the privilege of class and to demand access to opportunities
for themselves and for others. Democratic schools must follow the norms of,jagtidy,
inclusion, participation, and integrity (Calabrese, 1990). Lessons are developed trese
components. The RMC Research Corporation (“Quick guide,” 2004), similarly suggests
“Democratic classrooms are those in which the curriculum actively esgaggents in

collaborative inquiry, decision making is shared between students and staff, and students
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choose their daily activities” (p. 1). When children are bound by expectations asntheye
had no part in establishing they are not democratic participants. Accordrigipls
managed entirely by adults are not democratic and do not educate demog(&idali,
2007).

Social Justice. According to Ayers and Quinn (2009), “Educators, citizens, and
activists committed to social justice face a recent history ctesized by the radical rise of
social injustice” (p. xiv). Individual and family poverty levels have dragdticatreased but
the money they are missing has not disappeared. Without coincidence, that we@timtias
its way to the upper echelons of the economy. Socioeconomic factors are histandally
now a clear and always present rating system in greater society seitbols. For Bruner
(1996), “the impact of poverty, racism, and alienation on the mental life and growth of
[children]” (p. xiii) means that “effective education is always in jedgaeither in the culture
at large or with constituencies more dedicated to maintaining a status quo thsteting
flexibility” (p. 15).

The United States prides itself as a democracy that fair and just wieeyecéizen
has the right to equality in society, economics, politics, and education. The Carstifuti
the United State advocates “liberty and justice for all.” According ttid&e©ne of the
Fourteenth Amendment of the U. S. Constitution:

No state shall make or enforce any law which shall abridge the privileges or

immunities of citizens of the United States; nor shall any state depsveeason of

life, liberty, or property, without due process of law; nor deny to any person wghin it

jurisdiction the equal protection of the laws. (“14th Amendment,” p. 1)
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Regardless of this advocacy ours is a nation of injustices. Even though the manthases i
amendment extend equal protections to education, inequities always have existed and
continue to exist. Lunenburg and Ornstein (2007) state frankly:
The U. S. educational system to this day is beset with inequities that exacackzte
and class-based challenges. Differential levels of success in schabltkstialong
racial and social class lines continues to be the most pernicious and ptewaihali
of school. (p. 21)
Wolk (2007) asks:
What can be more essential to the health of a democracy than caring ciYigéns?
explicitly teaching “caring” rarely goes beyond kindergarten. In schalzdsssed
with teaching “technical” knowledge and questions with single correct asistiver
idea of teaching children and young adults to care is seen as not beingrstlfici
“rigorous”. (p. 653)
Skrtic (1991a) stresses that education for social justice is predicatedlmlidh¢hat
schooling is not just and is not democratic “unless its practices are ekeekeequitable”
(p- 199), and clarifies that educational excellence “is a precondition for exa1@991b,
p. 181). Bruner (1996) acknowledges, “Education is risky, for it fuels the sense oflggssibi
But a failure to equip minds with the skills for understanding and feeling and actimg i
cultural world... risks creating alienation, defiance, and practical incompétgcet2-43).
Greenberg (2000) argues that children are entitled to the same human rights and
freedoms as adults and “should be full participants in the life of their commpity).
Shields (2004) concurs that socially just learning is deeply democratic, meddaational

orientation to social justice and democratic community requires pedagogy farth, not
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for, students to permit them to develop meaningful and socially constructed andergs”
(p- 115). MacKinnon (2000) stresses that educators who teach for social justiceEmust
concerned “with the quality of relationships among all those who constitutsctio®!’ and
the nature of the school circumstances in which children learn” (p. 7). Shields (8864) a
order for teachers “to promote deeper understanding and more meaningfhselas and
to enhance social justice for all students,” they must overcome “pathologilanges and
understand that learning is situated in relationships in which students need to bdfneg t
their own realities into the conversation to ‘make sense of things™ (p. 117).

In defining democratic instructional practices, the Rethinking School R€f&®8&R
book intro,” 2003) authors suggest the curriculum choices and classroom values needed for
democratic education should promote “a common social and pedagogical vision tivas. . st
toward what we call a social justice classroom” (p. 1). According to thel8ggiGuide
authors (“Social Justice,” 2006), “Social Justice derives its authority fieraddes of
morality prevailing in each culture... [and refers] to the overall fairneassotiety in its
divisions and distributions of rewards.(p. 1). Freire (1970) suggested teachers must follow
three steps to educate for social justice: (a) acknowledge students-vbinmrights and
feelings from their own perspectives and experiences; (b) use stud@nes and past
experiences to develop the curriculum; and (c) encourage and show students how to apply
their voices and past experiences towards making significant chanpesg icommunities.
For Freire, the rationale for educating for social justice was the emmp@nweto belong in
the classroom and in society.

For Lunenburg (2003), social justice in its simplest form is concerned with

“redressing institutionalized inequality and systemic racism” (p. 10). Aoogpto Rawls
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(1971), the four principles of social justice are: (a) equal treatment oéalbers of society
including equal rights and liberties; (b) all people are regarded asdudisj (c) every
person is gives a fair chance or equal opportunity; and (d) the greatest socirandie
benefits go to those who are least advantaged. Regarding equal treatmentsl 393)le (
suggests:
The “same treatment” by sex, race and ethnicity, or class is not theasatheA
democratic curriculum and pedagogy must begin with a recognition of “theediffe
social positionings and cultural repertoire in the classrooms, and the powenselati
between them.” Thus, if we are concerned with “really equal treatmeng must
base a curriculum on recognition of those differences that empower and depower our
students in identifiable ways. (p. 1)
Accordingly, additional resources would be provided for the disadvantaged. Theseagsour
would have to come from somewhere and the privileged have not traditionally been very
willing to give up the advantages they enjoy.
Ayers and Quinn (2009) suggest three principles or pillars of social justice:
(a) Equity, the principle of fairness, equal access to the most challenging and
nourishing educational experiences, the demand that what the most privileged and
enlightened are able to offer their children must be the standard for whatablava
to all children. This must also account for equitable outcomes, and somehow for
redressing and repairing historical and imbedded injusticeAc{lyism the principle
of agency, full participation, preparing youngsters to see and understand and, when
necessary, to change all that is before them. This is a move away from passivity

cynicism and despair. (§ocial literacy the principle of relevance, resisting the
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flattening effects of materialism and consumerism and the power of the almdialy s
evils of white supremacy, patriarchy, homophobia—nourishing awareness of our own
identities and our connection with others, reminding us of the powerful commitment,
persistence, bravery, and triumphs of our justice-seeking forebears, remiadiag
well of the link between ideas and the concentric circles of context—economic
condition, historical flow, cultural surround—within which our lives are negotiated.
(p. 1)
Teachers, Connell (1994) points out, are in the best position to provide socially just
opportunities for students as “the workers most strategically placed ¢ob thiie
relationship,” and adds that schools must “bring teachers’ work to the centerussitisns
of disadvantage” (p. 143). Freebody, Ludwig, and Gunn, (1995) stresses that teashers mu
be alert for “interactive trouble” and identify and rectify gaps in legraind the crucial cues
underprivileged students miss in school because of the “privileging of pedalgogitnes”
to which they are unfamiliar (p. 296). Freebody, et al (1995) suggest teaghe&cunter
social injustice by recognizing and addressing inconsistencies and indohtigatbetween
the cultures and lived experiences of disadvantaged students and the culture of the school.
For Quinn (2003), educating for social justice is requires three transformakiens:
transformation of self; the transformation of people; and the transformatioitwiec In
transformation of self, students examine personal and professional positions akibat spec
situations. During the transformation of people, learners strives affect otipe plerough
their own beliefs. Transformation of culture requires the learners to begin to engibess

to affect social change in their communities.

a7



The Achievement Gap

The gap in wealth in the United States is greater now than in any time since 1929.
Educators, legislators, the media and the general public are becomingingtyemasare that
increasing numbers of minority and economically disadvantaged children achissirag
school success (Shields, 2004).

Minority Achievement Gap. Research indicates that many low-income children do
not perform as well in school as middle and upper-income students, and that African
American student achievement lags considerably behind that of White chiademjin &
Kraaykamp, 1996). These student achievement gaps are large and persisteist antbes
the nation (Barton, 2003). These gaps are accompanied by high rates of fajludrppiout
rates, over-identification of special education and behavior problems, and @tadertne
lowest academic programs (Nieto, 1999). There are many reasons wyeaodmt gaps
exist between students of color and White students. According to Gordon (2000), in most
American societies, schooling seems to benefit those of privilege whileclasestudents
typically do not fare as well. As school populations become more diverse, the edlicationa
opportunities in our schools are proving greatly inadequate. One suggested conttdouti
the student achievement gap is the distinct gap that has been identified between the
preparation and experience of teachers who teach in culturally isolated sobth®se
who teach in more affluent areas. Research indicates teachers in detngs sre more
likely to be “unqualified” in their content areas, inadequately prepared, ekiddasufficient
professional development to teach effectively (White-Clark, 2005).

Teacher Perceptions and ExpectatioAsother significant contributing issue

suggested in the literature is the lower expectations teachers and psiheapalfor low
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income students and students of color. Noddings (2007) refers to the lowered expectations
for minority students as the “soft bigotry of low expectations” and suggests, “Whaol
honestly at the history of education in the United States, we must admit—much to our
shame—that we have badly served our poor and minority students” (p. 201). Numerous
studies suggest a correlation between teacher perceptions of minority staddmbsvahey
educate or fail to educate these children (White-Clark, 2005). Delpit (2006), suggests, a
result of living “in a society that nurtures and maintains stereotypesty teachers naturally
make assumptions about students assigned to their classrooms (p. xxiii). Accordiddlg
and upper class students tend to succeed more from what school has to offer because the
culture of the school is based on the culture of the greater society—of those in power.
Gay (1993) suggests many teachers do not share similar backgrounds and
perspectives as their culturally and ethnically diverse students and areta@ligugensitive
to the needs of these students. Often high poverty and high minority schools are gtaffed b
teachers with middle class values and attitudes who demonstrate low egpsdtatipoor
minority students thus perpetuating the achievement gap between minority aad Whi
students (Hale & Rollins, 2006). Delpit (2006) offers that this is because mahgrzat
minority students have their own roots in other cultures and “do not often have the
opportunity to hear the full range of their student’s voices” (p. 17). Shields (2004) dsscrib
these “pathologies of silence” as “misguided attempts to act jusiysplay empathy, and to
create democratic and optimistic educational communities” (p. 117) and stf@ssensure
that we create schools that are socially just, educators must overcamessdéout such
aspects as ethnicity and social class” (p. 110). This is not easy and even wwholgwshear

their students struggle to relate to them and understand their thoughts and ideals.
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Valencia (1997) suggests that “deficit thinking” and “blaming the victimhésrhost
feasible explanation for the lower achievement of these children (p. 3). Ferguson (1998
suggests “teachers underestimate the latent potential of Blacks moWwhiias” p. 281).
Lower teacher expectations can lead to a “self-fulfilling prophecy”’ a= tlosver
expectations result in a lower self-image and less effort from thesteaffgudents (Farkas,
Grobe, Sheehan & Shaun, 1990). James (1994) observed that teachers have the power to
make children “feel invisible and insignificant and that their differenceg@levant”
through the choice of educational materials and teaching style, p. 27). Good (1981) found
low-achieving students receive less attention, are seated further froeather, are
assigned less demanding work, get less help from the teacher when styueyuli get less
time to answer questions.

According to Ferguson (1998), there are three types of teacher “deviatioadnoen
benchmark of neutrality” (p. 275). Teachers tend to practice unconditional racdityeutra
conditional race neutrality, or unobserved potential. In unconditional race rgugathers
are unbiased and expect the same of students regardless of race and class. Coschtiona
neutrality is where the expectations teachers have for students jaed $twan past
experiences. Unobserved potential is based not on past performance but on what students
might accomplish in the future. Regardless of whether teachers are bésseaacih suggests
many teachers treat White and Black students differently. In Marylderss 1979
experiment (Ferguson, 1998) comparing teacher responses to Black and White ssh@ent
found that Black students get “briefer feedback after mistakes, ...lesyv@dsadback after
correct responses, ...and fewer helpful slips of the tongue” (p. 294). While education has

been historically purported to be the great equalizer and a vehicle to provide &br soci
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mobility (Muller & Schiller, 2000), it is all too clear that while perhaps uninteratily, many
of our schools in effect reproducing social inequality.

Banks and Lynch (1986) contended that teachers must understand how “race and
culture interact to cause educational problems for many ethnic minowtgrgs” (p. 16). To
make gains toward closing the achievement gap McKinley (2006) agréeslticators must
attend carefully to the social context for learning to increase culturgdetence. If we are to
transform educational experiences and maximize academic achiefemadhof our
students, we must overcome the silence about class difference and guideloenstéo
recognize openly that learning is relationship situated and that students veuitha
cultural and individual styles recognized so they may flourish (Shields, 2004 y.diogto
McKinley (2006), researchers have found that strategies that address hiatatica
contemporary sociocultural causes of achievement gaps focus on “effextiealtaurally
congruent instruction, constructive teacher attitudes and beliefs, posititvensigps that
nurture student motivation, equitable opportunities to learn, and activism that addresses
racism, injustices, and disparate expectations and conditions” (p. 44).

Teachers are undoubtedly an important factor and the influence of the lived
experiences of predominantly White teachers and administrators wavriingn
increasingly racially diverse student body needs to be understood (CarsgeK]d.997).
Noddings (2005) said effective pedagogy is grounded in reciprocally caratigmships
based on trust and respect between students and their teachers. Accordingnd Raléres
(2006), “data-driven professional development and explanations of the basics of staddardi
tests and student movement up and down the achievement scale help teachers understand

where and on whom their energies are best spent” (p. 7).
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Research shows that when children feel they belong and their interestsogrezed
as important they become more engaged in the learning and they experiatee gre
academic achievement (Brokenleg, 1999; Glasser, 1996). Specifically, Bipked89)
states, “...in cultures and communities where adults are securely bonded tenciddrning
flourishes” (p. 196). Glasser’s (1996) work with “choice theory” demonstrateg¢oate
have five sources of internal motivation: (a) survival or physical needs; (b) belo(m)
power or attainment; (d) freedom; and (e) fun. When teachers recogrdeatst strengths
and connect to their needs, their challenges are met with hard work and effostdidents.

In schools where student deficits are emphasized, challenges are ssftactsger of their

innate ability and students are treated as if they have a limited potentedriuing. This

kind of deficit thinking must be changed and all students must be viewed as having potential,
and teacher actions must aggressively push students to tap into this potentialoilile s

and economic disadvantages, cultural differences, covert and overt racism, ptonnut

and negative attitudes toward academics certainly effect the achigvgape schools must

not underestimate the very important influence they have on academic asméetenall

students, regardless of status.

Fruchter (2007) suggests “that the nation’s urban public schools can be transformed
to effectively educate their poor students of color, and that the nation’s urban sctrmd$ dis
are the key agents of this transformation” (p. 44). Knestrict (2005)sadgters not
unreasonable to assume that we can teach a solid curriculum and at the samattime tre
students with dignity and care” (786). This suggestion can be broadened to include all poor
urban students regardless of color. Schools and teachers, if afforded the respect and

autonomy to do what they know through best practice works for kids, can transform schools

52



into powerfully successful learning institutions. Fruchter (2007) rejectsnyidious myth”
that public education is so ineffective that it must be transformed by markebssluti
Market solutions have a long history of not serving the greater needs of schooling which
must be to prepare all students to succeed in the society and not to fulfill shas in t
capitalistic machine. Systematic and continual professional developmenteteggaise
cultural awareness and prepare teachers to differentiate instructedif@rse population of
students is critical in closing the achievement gap (White-Clark, 2005). Tiigs sfecourse,
with a strong commitment to improve teaching and learning and an unwaverafghm! all
students can reach high expectations. Good schools and good teachers hold the key for
student success.

Gender Achievement Gap. With all of the attention to the achievement gap between
White students and minority students, Sadker and Zitterman (2005) suggestetoo litt
attention has been recently given to the achievement gaps and biases between genders
Certainly, most teachers want to treat and teach all children equitablyedlie is boys and
girls are often treated differently. Teachers call more on boys, wagddoganswers, and
provide more precise feedback. Boys also receive more punishment even when misbehavior
is similar. According to Altermatt, Jovanovic and Perry (1998), one reason &oyse
attention than girls is they demand more attention. Boys are more likely toosh@utswers
and they dominate classroom interactions. Sadker and Sadker (2005) in considengrg teac
student interaction studies suggests teachers give more attention to hajisgnattention
that is positive, negative and neutral. Babad (1998) recognizes a correlatverréow
achieving boys getting more negative attention and high achieving boiys getire positive

attention. Low achieving girls are more often ignored by teachers¢6&dgadker, 2005).
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Sadker and Zitterman (2005) suggest boys are expected to “act out and retheblat s
work,” while the girls are expected to be “docile, conforming, and willingddkvaard” (p.
19). Both views reflect gender stereotyping. Boys often credit their own acasieccesses
to intelligence and blame their failures on bad luck. Conversely, girls typataibute their
successes to good luck and their failures to a lack of ability creatingraialbyedamaging
self-fulfilling prophecy. As when working with economically disadvantaged stsdend
students of color, school teachers and school leaders must work diligently to chahkgedthi
of detrimental thinking.
Culture

“Culture,” according to Thernstrom and Thernstrom (2003), “is a loose and slippery
term” (p. 4). Although no single, universally accepted definition of culture leas be
established, much of the literature defines culture as the context in whigthexgelse
takes place. There is general agreement that culture involves, in the word$ aridDea
Peterson (1990), “deep patterns of values, beliefs, and traditions that have fornibe ove
course of history” (p. 7). O’'Neil (2006) agrees and suggests for behavierdists, “culture
is the full range of learned human behavior patterns” (p. 1). According kethieam-
Webster Online Dictionarg‘Culture,” 2010), culture is defined as:

...the integrated pattern of human behavior that includes thought, speech, action, and

artifacts and depends upon man’s capacity for learning and transmitting lgevite

succeeding generations [and] the customary beliefs, social forms, amchhticties

of a racial, religious, or social group. (p. 1)

Thernstrom and Thernstrom (2003), suggest “culture” is not “ a fixed set of group

traits, but rather values, attitudes, and skills that are shaped and reshapedooyremit (p.
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4). Perhaps the original definition was provided by Tylor (1871), who defined cultttreatis
complex whole which includes knowledge, belief, art, morals, law, custom, and any othe
capabilities and habits acquired by man [or woman] as a member of society” (perbapd
the simplest and most direct definition is from Strahan (1994) who suggests uéure
shared sense of “who we are and how we do things around here” (p. 7).

Schein (1985) describes culture as the pattern of shared basic assumptions that are
invented, discovered, or developed by a group as it learns to cope with internal and external
and has worked successfully enough to be considered valid and to be passed on to new
members as the correct way to perceive, think, and feel in relation to those grdbddi®in
(1992) defines organizational culture as:

A pattern of shared basic assumptions that the group learned as it solved itagroble

of external adaptation and internal integration, that has worked well enough to be

considered valid and, therefore, to be taught to new members as the correct way to

perceive, think, and feel in relation to those problems. (p. 12)

School Culture. The teacher and students are part of a learning system within the
classroom, and are part of a larger system within the school. Writing in 1932, Waller
suggested, “Schools have a culture that is definitely their own. There arehocd, s
complex rituals of personal relationships, a set of folkways, mores, and irrahootabss, a
moral code based upon them” (p. 103). Goodwyn and Findlay (2002) agree that every school
has a culture and describe cultures as a set of norms and ways of working, tHahkimmgj,
valuing, and behaving. Goodlad (1976) suggests school culture is characterized, by rules
regulations, functions and activities of a system, and is defined by the norms andhatlues

prevail in the school setting. The interactions of the people, the language théyeyse, t
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traditions they uphold, and the beliefs to which they subscribe, also contribute to make up the
culture of a school. According to Rooney (2005), a school with a good culture knows what it
believes in and where it is going. In the culture of a school, caring connectionsgeposit
behavioral supports, and social and emotional learning are essential (Oslkeeciribn,
2005). What is taught and how it is taught exert tremendous influence on student
performance and learning. There is abundant research stressing the inepdahers
caring for their students and believing that these students can learn and to hold high
expectations for them as learners (Barr & Parrett, 1995). Many studie$duend that
student performance and achievement are enhanced when teachers hold studgnts to hi
expectation and communicate these expectations for learning and the besaidkats are
capable of success (Borba, 1989; Nieto, 2000; Danielson, 2002). A 1979 study of effective
schools conducted by Rutter and colleagues found that the underlying norms, values and
traditions of schools contributed to their academic success. Other studies daimongtere
the culture was not supportive, academic improvement did not occur (Deal & Peterson,
1999).

An effective school culture consists of a caring, supportive and helping atm®spher
conducive to learning and support (Barr & Parrett, 1995). Schools are cultutatimssi
with norms and values and formal and informal rules that affect how people azd apdt
how they treat each other. The teacher and students are part of a learnmgnsistethe
classroom and are part of a larger system within the school. The school is parsafabl
district, the state, the nation, and the world (Bonstingl, 1992). Every school has a eulture;
set of norms and ways of working, thinking, talking, valuing, and behaving. Hanson (2001)

suggests school culture is vital to the group interaction because culture is “stuajmetiea
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particular combination of values, beliefs, and feelings that emphasize vahg@aisamount
importance” (p. 641).

Hegemony. Fruchter (2007) defines the culture of schooling as “what results from
how a society structures, organizes, and implements its educational syst@ay’ §nd
suggests “it reflects and embodies the dominant values of each society’©hegelass and
race” (p. 27). These observations are certainly relevant as written and emwriés,
expectations, norms and traditions permeate every aspect of schooling.ttiralguliverse
have always been and perhaps always will be in conflict with the upper and maddiescas
the well-to-do strive to protect their ability to have and to get more and th@1idss-t
struggle to have and to get enough. According to Breault (2003), because the concept implies
equality, common goals, and cooperation, democracy presents a particulagehallen
diversity as “diversity pushes a democracy to its limits of trust andsfarée honor its
rhetoric by demanding an equal political and economic voice while supportingteepara
cultural identities” (p. 2). Breault (2003) further suggests oppression aasthbilizing
societal force but warns such “stability is illusive and stifling” (p. 2¢irer(1970) defined
an oppressive situation as any “in which ‘A’ objectively exploits ‘B’ or hiades pursuit of
self-affirmation as a responsible person” (p. 40). If democracy is to suseiveols must do
more than make kids smarter. For schools to have the potential for continuous improvement
they must create opportunities for engagement and secure commitmenadl frtembers
through democratic practices and active meaningful participation. Schoolstnuesto
break the grip of oppression and must make concerted efforts to instill the virtuesliarchil

that they need to participate as democratic citizens.
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In 1949, DuBois (DuBois, 1970) originally wrote:

...we should fight to the last ditch to keep open the right to learn, the right to have

examined in our schools not only what we believe, but what we do not believe... We

must insist upon this to give our children the fairness of a start which will equip the
with such an array of facts and such an attitude toward truth that they can hdve a rea
chance to judge what the world is and what its greater minds have thought it might

be. (pp. 230-231)

Felluga (2003b) defines hegemony as:

The processes by which dominant culture maintains its dominant position: for

example, the use of institutions to formalize power; the employment of a breaucr

to make power seem abstract (and, therefore, not attached to any one individual); the

inculcation of the populace in the ideals of the hegemonic group through education,

advertising, publication, etc. (p. 1)

According to Erickson (2005), “hegemony refers to the established view o$+thing
commonsense view of what is and why things happen that serves the interests ofgjhlese pe
already privileged in a society” (p. 48). Hegemony, according to Burke (20€4)37ithe
permeation throughout society of an entire system of values, attitudes, halief®eality
that has the effect of supporting the status quo in power relations” (p. 1). Burke (2005)
asserts that hegemony refers not only to ideological control but more byiticabnsent.

This suggests the public is content in existing roles. School systems are not inonune f
hegemonic forces and schools proves ideal for socializing individuals into maintatattise

quo.
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According to Darling-Hammond (1996), DuBois knew America’s best hope for
survival rested upon democracy and the “kind of education that arms people with an
intelligence capable of free and independent thought” (p. 5).This would be a kind of
education that takes into consideration the desires and interests of childrelowadhem a
voice and refrains from imparting a predetermined, restrictive, and hegemnantaining
curriculum upon them. In too many schools, the dominant hegemonic school culture has
served and continues to serve to keep students in their place. School cultures are key to
school achievement and student learning. We must work to re-culture schools in a
multicultural and democratic ideal so that student voices are heard and thepatartici
actively in the design and implementation of their education.

Reculturing School. Schlechty (1997) warns that “structural change that is not
supported by cultural change will eventually be overwhelmed by the cultureistan the
culture that any organization finds meaning and stability” (p. 136). According tinSche
(1992), culture is the most difficult organizational aspect to change as it r@prédke
enduring assumptions, values and beliefs that are shared by members of an argathaati
operate unconsciously, and that define in a basic ‘taken-for-granted’ fashion a
organization’s views of itself and its environment” (p. 12). Critical classroawtipe is
centrally important to all effective and lasting reform efforts andha&ethinking School
Reform (“RSR book intro,” 2003) authors assert, “unless our schools and classreoms ar
animated by broad visions of equity, democracy, and social justice, they will neatelielie
realize the widely proclaimed goal of raising educational achievemeall tdrildren” (p. 1).
Accordingly, while schools with positive and supportive cultures have an opportunity to

provide strong democratic and academic opportunities for students, schools that do not have
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positive supportive cultures face an uphill battle in making the necessary chapgegade
such democratic and academic opportunities.

The human organism becomes a human being through participation in culture.
Human culture is made up of conscious and nonconscious ways of being. Culture is learned
behavior that is shared with other people. Culture influences how we behave and how we
expect others to behave. Schools have a unique culture that is both part of and separate from
the surrounding society (Berelson & Steiner, 1964). School cultures are vital to school
achievement and student learning. Climate and the learning environment seg¢hfers
teaching and learning. A positive interpersonal environment can exist ohly @ihighly
respectful school culture that treats all students with dignity in a buskeessinner where
teachers and students share the sense that work is relevant and importantofiD&aeR).

Both the overall climate of the school and the specific learning environment of thiel usadli
classroom have enormous influence on student achievement. Much of school climate is a
reflection of perceptions and feeling. Teachers have the ability to influeese perceptions

and feelings through the relationships they establish with students. For s{ddersichool’s
culture is what is valued and considered important to become a successful [2ames(n,
2002). Positive relationships do not happen without a substantial and continued investment
(Deal & Peterson, 1999; Heim, 2007).

Constructivism. Glickman, Gordon, and Ross-Gordon (2005) state, “In a democratic
society, it is vital that students learn to think reflectively, function at higjestaf moral
reasoning, and be autonomous decision makers” (p. 156). Meier (2003) adds, “We have lost
sight of the traditional public function of schools: to pass on the skills, aptitudes, arsd habit

needed for a democratic way of life” (p. 15). These skills are difficult tololeead are not
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natural but they are necessary if our students are to participate fully andedrirsociety.
Participation is critical and all must be involved. School is the ideal place tor suc
opportunities to occur. Durr (2005) admits, if the school is to carry out critical funétions
society by preparing students for roles as “informed, responsible, dero@eréti
participative citizens” (p. 28), then it must be strengthened and empowereddiee Rt
role. Education must regain and retain its position as a foundation of democracy. @gmocra
requires citizens who are academically prepared and preparedigtnchmorally with
drive for self-actualization.
According to Hein (1991) “constructivism...refers to the idea that learnergecins
knowledge for themselves—each learner individually (and socially) construatsngreaas
he or she learns” (p. 1). For Cohen, Cohen, and Kondo (2008):
Constructivism is a philosophy of learning founded on the premise that, byingflect
on our experiences, we construct our own understanding of the world we live in. Each
of us generates our own “rules” and “mental models,” which we use to make sense of
our experiences. Learning, therefore, is simply the process of adjusting mat me
models to accommodate new experiences. (p. 1)
Fosnot (1993) states, “Constructivism is not a theory about teaching. It is adabeaty
knowledge and learning” (p. vii). Fosnot (1996) identifies five principles of conistsict
pedagogy:
(a) posing problems of emerging relevance to learners; (b) stngctaarning around
“big ideas” or primary concepts; (c) seeking and valuing students’ pointsvaf (dg
adapting curriculum to address students’ suppositions; and (e) assessing student

learning in the context of teaching. (pp. 29-30)
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These principles represent practices that have validity for all studegasdless or ethnic,
language, race, class, religion, gender, disability, or other culaatairf
For constructivist educators, each student is seen as a complex and mult@halensi
individual with unique needs (Wertsch, 1997). The focus is on the learner rather than the
subject or lesson being taught. Is the student learning? The constructivist @also vie
knowledge as irrelevant if it is not constructed by the learner. Students ararnotdef
they simply regurgitate what they hear or read. “Learning,” fon{E991), is the “personal
and social construction of meaning out of the bewildering array of sensatiorshakie no
order or structure besides the explanations...which we fabricate for tped): A teacher
who delivers a thorough lecture has not provided knowledge unless the student connects with
the material and constructs his or her own meaning. For students to construmttheir
meaning, VonGlasersfeld (1989) argues that the learner must be actiadyedhin the
learning and must take responsibility for the learning.
Constructivist educators favor a loosely structured learning environmentySave
Duffy, 1995). Rigid learning environments make it difficult for students to consheict t
own meaning. Jonassen (1994) proposed eight principles that represent the constructivist
learning environment:
(a) provide multiple representations of reality; (b) represent the naturgdlexity of
the real world; (c) focus on knowledge construction, not reproduction; (d) present
authentic tasks (contextualizing rather than abstracting instructi@py,ofade real-
world, case-based learning environments, rather than pre-determined ios&iucti

sequences; (f) foster reflective practice; (g) enable context-andhtdefgendent
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knowledge construction; and (h) support collaborative construction of knowledge

through social negotiation. (p. 35)

While the goal of constructivism is for learners to arrive at their ownoreddithe truth, it is
critical that learners interact with those who can help them learn (Ner®97). According
to Bauersfeld (1995), teachers have to step out of their traditional roles anchadai¢ f
facilitator to help the learner create his or her own meaning. Without eééatilitation

and social interaction, students would not be able to connect the learning to thesp@ater
structure and know how to use any newly acquired learning (Wertsch 1997). Acagrdingl
the constructivist educator should provide direction and guidance but not so much as to
influence unnecessarily the learner’s understanding of the truth.

According to Cohen et al. (2008), constructive curriculum, instruction, and
assessment look for different from traditional schooling. The constructivistidum
emphasizes a hands-on learning and problem solving approach and is constructed according
to the prior knowledge of the students. Regarding instruction, teachers concentrdpengn he
students connect facts and develop new understandings and “tailor their teaelhegiest to
student responses and encourage students to analyze, interpret, and predidtanfqima
1). Much of the instruction is represented by open-ended questioning and extensive dialogue
among the learners. Grades and standardized testing are not important in casstruct
learning and students are directly involved in assessing their own prdg¢oédssnd Willard-
Holt (2000) suggest the true potential of learners can only be accessed througlt dynami
formative assessment which is significantly different from tradititests. Assessment is a
two-way process that involves both the instructor and the learner through dialbgue. T

permits the instructor to determine the student’s performance level opexificstask and
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discuss with the learner how the task might be improved in the future. Accordimgly, t
learning and the assessment are continually connected and the learnemeekies
through the assessment as well as the learning.
Student Culture. The characteristics of most cultures are based on accepted myths or
beliefs. While one’s culture can clearly influence how adults perceive ancied in
society, such perceptions and actions can also have a profound influence on children.
Students have unique cultures and cultural awareness. A student’s culture iscgdynami
situational, and historic and directly influences how that student learns and gericam
diverse setting. A student’s culture is shaped by many influences includingtdumited to
ethnicity, gender, religion, location, generation, age, group memberships, andoagducati
(Gutierrez & Rogoff, 2003). For Vygotsky (1978):
Every function in the child’s cultural development appears twice: first, on tied soc
level, and later, on the individual level; first, between people (interpsycholpgiul
then inside the child (intrapsychological). This applies equally to voluntanytiaih,
to logical memory, and to the formation of concepts. All the higher functions
originate as actual relationships between individuals. (p. 57)
Similarly, Cardwell and Flanagan (2004) cite Vygotsky’s ideas that cuttakes two
critical contributions to a child’s intellectual development:
First, through culture children acquire much of the content of their thinking, that is,
their knowledge. Second, the surrounding culture provides a child with the processes
or means of their thinking, what Vygotskians call the tools of intellectual aitamt
In short, according to the social cognition learning model, culture teacheohildr

both what to think and how to think. (p. 118)
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For Giroux (1996):

Children’s culture is a sphere where entertainment, advocacy, and pleastite me

construct conceptions of what it means to be a child occupying a combination of

gender, racial, and class positions in society, positions through which one defines

oneself in relation to a myriad of others. (p. 89)

Research suggests cultural values and beliefs affect motivation toward sctdds
(Unrau & Schlackman, 2006). Thernstrom and Thernstrom (2003) assert cultute affec
academic performance and contributes to the academic discrepancies betisaeama
Caucasian students and African American and Hispanic students. Shields (2064) ‘afg
strong relationships with all children are at the heart of educational equity, thessential
to acknowledge differences in children’s lived experiences” (p. 110). Every chila ha
culture and cultural awareness that is uniquely his or her own and no child can sugcessful
be forced to fit into any “ideal” mold. Children tend to be drawn to the familiar ardrehil
as young as three demonstrate an awareness of racial and ethnic itleulity€ and
children,” 2010). In addition to ethnicity, a child’s culture is affected by, genger, a
religion, group membership, and family history (Gutierrez & Rogoff, 2003).Cultural
development is also influenced by education, community, friends, and the media. Each
exposure to different group characteristics serves to form and modifyda ahlque
culture.

Every cultural factor contributes to a student’s success or failure in @isettsngs.
When differences exist between a school system’s culture and a studdnts, ¢ssues and
problems can quickly manifest. According to Delpit (2006), “teachers can easikach

students’ aptitudes, intent, or abilities as a result of the differencesean sfiylanguage use
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and interaction patterns” (p. 167). Grant and Sleeter (2005) warn teachgmss$ential for
you to understand how the dynamics of race, class, language, gender, anitiydiaabil
influence your understanding of your students” (p. 64). Further, as each studerindarm
of multiple groups, it is critical to consider these dynamics communallyndividually, as
each student’s unique culture influences thoughts and actions. Shields (2004) suggests,
“When children feel they belong and find their realities reflected in thecalum and
conversations of schooling, ...they are more engaged in learning and that theynerperie
greater school success” (p. 122). The goal must not be to create a perfedigdeattural
experience for each individual child. Instead, school systems and individual seaxtstr
strive to be culturally competent and recognize when certain situations providenpsdbt
individual or groups of children and address those issues at their roots (Delpit, 2006).
Cultural Knowledge and Competence. The demographic makeup of the United
States is constantly changing and is symbolized by multiple diverse edbiak, religious,
language, and cultural groups. Ethnic and racial diversity continues to growy csiefl
result of immigration. The population growth between 1990 and 2000 was the largest in
American history with a marked increase in people of color from 20% to 25% &erry
Mackum, 2001). In 2000, according to Grant and Sleeter (2005), the U. S. population
distribution was “75% White, 12% African American, 4% Asian and Pacifiadglg 1%
Native American, 2% more than one race, and 6% some other race” (p. 61). About 12% of
the United States population considers itself Hispanic. In many cities, Watesno longer
the majority ethnic group. Approximately 50% of those immigrating to theedi8tates in
the 1990s were from Central and South America and the Caribbean. Of these menigea

largest population came from Mexico. In 2000, 14% of the U.S. population did not speak
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English in the home. According to Martin and Midgley (1999), by 2050 racial minoriges ar
expected to represent 48% of the U. S. population. Such demographic changes eedainly
profoundly affect the diversity of children in our nation’s schools and perp¢hgate
achievement gap between minority students and middle and upper class White students.
According to the National Association of Social Workers (“NASW standards,” 2001)

In the United States, cultural diversity... has primarily been assdaiath race and

ethnicity, but diversity is taking on a broader meaning to include the sociocultural

experiences of people of different genders, social classes, religiousidiuis

beliefs, sexual orientations, ages, and physical and mental abilities. (p. 8)
Culturally competent educators who recognize and value diversity are Kegimgahis
achievement gap maximizing learning opportunities for all students.

In order to define “cultural competence”, it is necessary to look at the words
“cultural” and “competency” independently. Similar to other definitions pralatsove, for
Chamberlain (2005), culture embodies “the values, norms, and traditions that affect how
individuals of a particular group perceive, think, interact, behave, and make judgments about
their world” (p. 197). For Walker, Reavis, Rhode, and Jenson (1985) and Osher and Osher
(1995), competence implies having the capacity to function within the context of these
culturally integrated patterns of a group. According to the University of CabfoBarkeley
Glossary of Terms (“Diversity, equity, and inclusion”, 2009), “Cultural caempey is a set
of academic and interpersonal skills that allow individuals to increasautiggrstanding,
sensitivity, appreciation, and responsiveness to cultural differences and thetiowes
resulting from them” (p. 1). King, Sims and Osher (2007), cite Davis’ 1997 operational

definition of cultural competence as “the integration and transformation of kehgevidbout
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individuals and groups of people into specific standards, policies, practices, amtbattit
used in appropriate cultural settings to increase the quality of serviaefgytipeoducing
better outcomes” (p. 1).

Martin and Vaughn (2007) suggest cultural competence is comprised of four
components: (a) awareness of one’s own cultural worldview, (b) attitude towardslcult
differences, (c) knowledge of different cultural practices and worldyiamad (d) cross-
cultural skills. Martin and Vaughn (2007) further suggest a limited number of indisidua
seem to possess cultural competence innately. Many others have to put forthrableside
effort to develop cultural competence by identifying biases, associaitingulturally
competent role models, and continuously developing culturally competent skills. Albultura
knowledgeable and competent educator is able to function effectively with otheesalha
has the capacity to understand successfully and communicate effectittepeaple of
diverse cultures (Walker et al., 1985; Osher & Osher 1995).

To value diversity, one must recognize, accept and respect cultural difference
Children come from a variety of backgrounds and their values, traditions, customs, and
thoughts differ as well. It is vital that teachers and school leaders umdeastd respond
accordingly to these cultural variances because by being responsiveite,@ducators can
maximize the affect of their relationships with students and famiedker et al., 1985;
Osher & Osher 1995). While it is important to recognize diversity betweanesilit is also
importance but sometimes more difficult to recognize diversity within @dtundividuals
may be similar in appearance, religion and language but diverse in many ofkeKing et
al. (2007), assert, “Assimilation and acculturation can create kaleidoswiopdscultures

within racial groups” (p. 1). For Osher and Osher (1995), gender, geograghy, a
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socioeconomic status can more powerfully impact culture than race. In renggmd

responding to intra-cultural diversity educators must avoid stereotyping argeogealizing

as not to offend or upset or offend a student by choosing an inappropriate tone, word, or body

language (Walker et al., 1985; Osher & Osher 1995). According to King et al. (2007)

culturally competent institutions experience less cultural relatecdmiscinication and

misbehavior and enjoy stronger and more supportive relationships with students and their

families and therefore a higher likelihood of academic and behavioral success.
Multiculturalism. According to the University of California, Berkeley Glossary of

Terms (“Diversity, equity, and inclusion”, 2009), multiculturalism recagsithat we as a

nation are culturally diverse and provides an avenue for “the sharing and trangfof

cultural experiences [which] allow us to re-articulate and redefine newspaassibilities,

and positions for ourselves and others” (p. 1). “Multicultural education,” accordingnisB

(2005b), “incorporates the idea that all students—regardless of their gadd=ycial class

and their ethnic, racial, or cultural characteristics—should have an equal opgddue#rn

in school” (p. 3). The goal is to help students develop social action and decision making

skills (Banks, 2003). Many schools are structured in such a way that they deny equal

educational opportunities to certain students. Sadker and Sadker (1994) assert et boys

more likely to receive discipline for the same infractions that are coathbit girls while

the girls typically escape consequences. Donovan and Cross (2002) point out that boys are

also more likely to be referred for special education services than ginigrit males

traditionally receive an even higher rate discipline and suspension for Sffélases than

do White males (Gibbs, 1988).
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Banks (2005b) suggests multiculturalism was born as a result of the ciwal right
movement of the 1960s. A primary goal of the civil rights movement was to esadicat
discriminatory practices in public accommodations, housing, employment, andi@cucat
According to Banks (2005a), “A curriculum that focuses on the experiences otnemins
Americans and largely ignores the experiences, cultures, and histories adtbtherracial,
cultural, language, and religious groups has negative consequences for both nrainstrea
students and students of color” (p. 242). Such a mainstream curriculum reinforces and
perpetuates the racism and ethnocentrism of the mainstream culturerliBdaks
(2005a) suggests a mainstream curriculum provides the mainstream studalses sehse of
superiority” and denies them the “knowledge, perspectives, and frames of reférancan
be gained” from other groups and cultures (p. 242).

As a result of the civil rights movement, minority groups demanded that carricul
reflect their cultures, histories, experiences, and perspectives. Scpwise was
reactionary. Programs and policies were developed without sufficient destassl forward
planning. Dominant were holidays, celebrations, and courses that recognized individual
ethnic groups. Attempts to integrate the mainstream curriculum with multeluttmtent
proved difficult for several reasons (Banks, 2005a). First, it is difficult to counter the
assimilation ideology and change the way many educators view the devetayrtie
country’s culture related to British heritage and consider the contributiatbro€ and
cultural groups as significant. Second, multicultural education can face resistuause for
many the mainstream curriculum reinforces and justifies the maimsseeal, political, and
economic power structure. Even though faced with these difficulties, today’s idea of

multiculturalism rose from these early interventions.
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Grant and Sleeter (2005) point out that multicultural education is not a single course
or program. Instead, multicultural education is a wide variety of programs anidgsdhat
serve to provide for educational equality for women, language minorities, gtouigs, low
socioeconomic groups, and people with disabilities. Nieto (2003) and Sleeter and Grant
(2003) also suggest multicultural education can extend to total school reform &¥fbeis
extended to broad based educational reform, Nieto (2005) attests that multicdiicedian
can have a profound effect on how and to what level students learn. Nieto (2004) defines
multicultural educations as:

...a process of comprehensive school reform and basic education for all students. It

challenges and rejects racism and other forms of discrimination in schoolscaetg s

and accepts and affirms the pluralism (ethnic, racial, linguistic, religioaapenic,

and gender) that students, their communities, and teachers reflect. Multicultural

education permeates the school’s curriculum and instructional strategies| as w

the interactions among teachers, students, and families, and the very walgdbkst sc

conceptualize the nature of teaching and learning. Because it usespeiiagogy

as its underlying philosophy and focuses on knowledge, reflection, and action

(praxis) as the basis of social change, multicultural education promotes democratic

principles of social justice. (p. 346)

According to Grant and Sleeter (2005), teachers work with multiculturalism
according to five approaches: (a) teaching the exceptional and cultufdhewli; (b) human
relations; (c) single-group studies; (d) multicultural education; aneldi@ation that is
multicultural and social reconstructionist. The goals of the “teaching tepeanal and

culturally different” approach “are to equip students with the cognitive s&dlscepts,
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information, language, and values traditionally valued by U. S. society, and dletatua
enable them to hold a job and function within society’s institutions and culture” (p. 65).
Teachers begin by determining a student’s current achievement levdiganadrking with
that student to attain the ascribed grade level norms. The goals of the” huatiansel
approach are to “engender positive feelings among all students, promote groty &hehti
pride for students of color, reduce stereotypes, and work to eliminate prejudicasex! bi
(p. 67). This approach uses cooperative learning and role playing to examingtssdad
differences and to include contributions of student groups to provide accurate irdarmati
about ethnic, racial, gender, disability, or social class to address ghe®ot

The goals of the “single-group studies” approach are to “raise the statis of the
target group by helping young people examine how the group has been oppressed historically
and what its capabilities and achievements have been” (p. 67). The approacs docose
group at a time so the knowledge of that group is cohesive rather than gradual Withehe
that students will develop respect and work to improve the group’s status. The gbals of
“multicultural education” approach are to “reduce prejudice and discrimmatjainst
oppressed groups, to work toward equal opportunity and social justice for all groups, and to
effect an equitable distribution of power among members of the different cgitacgds” (p.
70). This approach looks to reform the educational process for all students regartiiess of
cultural makeup. This approach assumes all students are capable of learningg comple
material and performing at a high level. Multiple languages are tandtdllstudents are
expected to become at least bilingual.

The goals of the “education that is multicultural and social reconstructionist”

approach are “to prepare future citizens to reconstruct society solibtieitserves the
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interests of all groups of people, especially those who are of color, poor, famdfier with
disabilities” (p. 71). There are four practices unique to the education that isuttwiicand
social reconstructionist approach: (a) democracy is actively practicathool—students
practice politics, debate, social action, and the use of power—teacherstgdatgsso they
develop prudent decision making skills; (b) students learn to analyze institutiegality
according to their own lives—students prepare to change unjust social pradc)istsdents
learn to use social actions skills—social action skills are describedrine®€1990) as “the
knowledge, attitudes, and skills that are necessary for active citizerigaitin” (p. 307);
and (d) bridges are built across various oppressed groups so they can work togethe
advance their common interests—this can strengthen and energize strggugist a
oppression but can be difficult because members often believe they will have to give up
something to the goals of the other group. Pine and Hilliard (1990) assert, “Ifcamedre
to embrace diversity, the conscious and unconscious expressions of racism)(aaxis
our society must be identified and done away with” (p. 7). Multicultural educati@tsassi
greatly in the goal of recognizing, respecting, and celebrating diverseesudtnd living
together in harmony.
Teacher-Student Relationships

What is taught and how it is taught exert tremendous influence on student
performance and learning. “Children,” Ashworth (1990) asserts, “are kaemalye of where
they stand in the school community and of how they are perceived by other students and
teachers” (p. 3). “By nature,” Ashworth (1990) adds, “human beings are social
creatures...biologically intended to live, work, play and succeed togethesmply influenced

by others and how they treat us” (p. 6). For Perry (2001), the “capacity to form andimaint
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relationships is the most important trait of humankind—without it, none of us would survive,
learn, work, or procreate” (p. 32). In positive teacher-student relationships, 2a@s¢ (
states “emotional deposits are made to the student, emotional withdravaalsidezl, and
students are respected” (p.111). Moos (1979) and Goodenow (1993) suggest teachers who
show personal involvement with students show those students that they are respested. T
feelings of respect motivate and engage students toward increased positivé\prpdnd
academic achievement (Wentzel, 1997).
There is abundant research stressing the importance of teachersaattegy f
students and believing that these students can learn and holding high expectationsder them
learners (Barr & Parrett, 1995). Numerous studies suggest a connection betveben t
beliefs and how they teach or fail to teach children (White-Clark, 2005).
According to Payne (2001):
Relationships always begin as one individual to another. First and foremost in all
relationships with students is the relationship between each teacher and student, the
between each student and each administrator, and finally, among all ciyteespl
including student-to-student relationships. (p. 111)
The relationship between a teacher and a student, therefore, is the foundation upon whic
learning rests. For many students, their successes or failuresgely dependent upon the
relationships they enjoy or fail to enjoy with their teachers. Kohl (2006) stgygmst
children do not fail due to their cognitive abilities but because they feel unwelcome
detached, or alienated from significant others in the educational environmewtiVeff
teachers care about their students and demonstrate that they care in suthaa thiay

students are aware of it. According to Thayer-Bacon and Bacon (1996), “Teatloerare
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about their students are remembered, effect change, stimulate growdine anare likely to
be successful at teaching their students” (p. 255). Senge (1990) states:
When people genuinely care, they are actively committed. They are dointhesat
truly want to do. They are full of energy and enthusiasm. They persevere, even in the
face of frustration and setbacks, because what they are doing is what they rttust do.
is their work. (p. 148)
Research indicates that children who are securely attached to sigraficgist
become more curious, self-directed and empathetic. Such relationships fosteement,
autonomy and altruism (Brendro et al., 1990). Students need to feel affirmed and to be
assured they are valued. They need to be challenged and they need to know theyedn succ
at a high level of expectation. Teacher expectations can be very powerful and caicendiue
student’s attitudes and actions and lead to success or failure (Tomlinson & Eidson, 2003;
Shalaway, 1989).
As Pianta (1999) suggests “No amount of focus on academics, no matter how strong
or exclusive, will substantially change the fact that the substrate ofadaséfe is social
and emotional” (p. 170). Brophy and Good (1970), assert that many teachers treat students
differently toward based on preliminary perceptions and expectations. Studdnip in
these perceptions and this can affect student self-image, motivation towandgear
behavior, and relationships with the teachers and other students and adults. Thessaresul
then reinforce the teacher’s initial perception and result in perpetuatingauhyement.
Accordingly, teachers demand better performance from those children for thbgrmave
higher expectations and less from those they perceive as less capableisTaachmore

likely to praise the performance of high-expectation students and to accept poonaec®
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from low-expectation students. Holding high expectations “raises the bar” amdigs a
“culture of achievement” (Shouse, 1996). According to Smey-Richman (1989), studénts wit
teachers who expect them to put forth their best effort are more highly motivatedand m
likely to work hard than are students who have teachers who expect less. ShmagRic
(1989) also suggests students for whom teachers have low expectations have fewer
opportunities to interact and participate in classroom activities.

The teacher-student relationship is recognized to be a formalized inbergers
association between an authority figure and a subordinate who interact on nedgshbasis
(Larson et al., 2002; Bartlett, 2005). Positive individual relationships betweenr addlt
youth are the foundations of successful programs of education. According to Ba8B3, (

“The importance of interpersonal relationships in our lives cannot be overstatell né&da

to feel a sense of connectedness to another human being—particularly to those whom we
consider to be important and significant” (p. 163). If students are to learn, theferlust
comfortable in their instructional environment. One method of enhancing student
performance is to cultivate a culture of achievement in the classroom whttetion is
challenging, students feel comfortable asking questions, and students ateceipdo their
best. When students feel challenged, they are less likely to be bored and dd€éBgayjey,
1987b). Several studies exploring what makes a good teacher show the importanog of cari
in the eyes of teachers and students. One study defines caring as an agirgg brit the

best in students through affirmation and encouragement. The characteristiasgpfoawell
beyond knowing the students to include qualities such as patience, trust, honesty, and
courage. Specific teacher attributes that show caring include listenimbgngss,

understanding, knowledge of students as individuals, warmth and encouragement, and an
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overall love for children (Stronge, 2002). Creating a culture in the classroom leieriag

is “cool,” and asking questions is not only okay but expected takes time to develop and is
accomplished by setting clear, high, consistent yet attainable expestatr all students.

High quality instruction that is rigorous, aligned with content standards, and uses
instructional strategies to meet the academic needs of all studentsnspkeynoting a

culture of engagement and achievement in the classroom (Weiss & Pasley, 2004).

It was once commonly held that it is not important for students to like their teache
but they must respect them. Fay and Funk (1995) point to a convention of psychology that
states:

Human beings will perform for the person they love. If a person loves himself [of

herself], he [or she] will do it for himself [or herself]. If he [or she] does not tieate

high self-esteem or belief in self, he [or she] will have to do it for someone @it

the time comes that he [or she] does love himself [or herself]. (p. 20)

According to Jones (1987a), “If the students like you, they will go along with almost
anything” (p. 191). Effective teachers understand that they can create amaimaipositive
learning environment by developing positive relationships with their students.openel
such relationships takes time but this investment of time can set the stageafongful
learning because students want to work hard for teachers that care fordhdackSon and
Davis (2000):

The quality of relationships between school staff members and [children], and among

all the adults within the school community, makes an enormous difference in the

ability of a school to mount an effective instructional program. Positive relationships

based on trust and respect, nurtured over time by supportive organizational structures
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and norms of interaction, are the human infrastructure within a school that enables

effective teaching and learning to occur. (p. 222)

A fundamental assumption of quality education is that children have a safe place to
learn (Heim, 2007). Students generally feel secure in classrooms if théyefgean trust
and depend on the teacher (Borba, 1989). The learning environment must be safe to make
errors in learning and it must be safe to make errors in behaving (Jones, 1987a). Safe
classrooms where students feel cared for and respected are requiksatiftgagning
opportunities. Enjoying positive supportive relationships with teachers anetias$o
classroom success (Sornson, 2001). Students come to school with common human needs.
They need to feel safe and secure, both physically and emotionally. They nestdheyfe
belong to the group and are important to it and that they share common ground with their
peers (Tomlinson & Eidson, 2003; Shalaway, 1989). Building on early relationshipsdcenjoye
with their parents, students’ sense of belonging and acceptance at schooltitence
ability and opportunity to learn and perform well in school (Jackson & Davis, 2000). This
need is recognized and addressed in Ernest Boyer’s Basic School (Boyer, 1@98)each
classroom is a community where teachers become listeners and lesongraith their
students. What matters most is not the amount of talk but the quality of the comrouanicati
The same can be stated for relationships. What matters is having a positiveiygoduct
relationship. Any other kind is counterproductive. A tenet of the Basic Schocd(BI895)
is that it must be a “caring place, where the principal, teachers, and stadergspectfully
attentive to each other” (p. 26). Stronge (2002) suggests praising students, regnforci
positive behaviors, and establishing trust helps to build caring and respectful-s&adeet

relationships.
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The research supports that relationships between teachers and studerttsar®cri
academic achievement and school success. According to itsS20@& Succesgport, the
Ewing Marion Kauffman Foundation (Blankstein, 2004) asserts, “positivearesiips are
essential to a child’s ability to grow up healthy and achieve lated sesiational, and
academic success” (p. 59). McLaughlin’s twelve-year study (Lewis, 208®¢ahcluded
that fostering relationships between children and adults provides opportunitiesridothe
“see each other in new ways” (p. 643). According to Glasser (1993), “The betteaowe
someone and the more we like about what we know, the harder we will work for that person”
(p- 30). Similarly, Ryan and Patrick (2001) found that students who believe that their
teachers care about them perform better on tests.

In Payne’s (2001) work on poverty, she offers, “The key to achievement for students
from poverty is in creating relationships with them. Because poverty is abatidmehips as
well as entertainment, the most significant motivator for these studeniastisnghips” (p.
142). Nine out of ten students from poverty who make it to middle class credit the safccess
their journey to the power of relationships with specific teachers, counselorcbeseeho
took an interest in them as individuals. Honoring students as human beings worthydaif respe
and care establishes relationships that enhance learning. Jackson and Davis (208@)dlso f
that when successful adults are asked what factor of their education mogsedtpao
success they often credit a special relationship with a teacher. Studeetnpogvered” or
“disabled” as a direct result of their interactions with educators in thelsétaationships
are also key to academic success for minority students and the influehedioéd
experiences of predominantly White teachers working with an increpsangélly and

ethnically diverse student body needs to be understood (Carr & Klassen, 1997)clResear
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indicates teachers in diverse settings are more likely to be “unqualifidteir content
areas, inadequately prepared, and lacking sufficient professional developreaait
effectively (White-Clark, 2005). Banks and Lynch (1986) contended that teachstrs m
understand how “race and culture interact to cause educational problems fortinmany e
minority students” (p. 16).

Students who are empowered by their school experiences develop the ability,
confidence, and motivation to succeed academically. They participate cathpete
instruction as a result of having developed appropriate school-based knowledge and
interactional structures. Students who are disempowered or “disabled” bydheol
experiences do not develop this type of cognitive-academic and sociateahddundation
(Cummins, 1986). Relationships matter and positive relationships with caring adudtsenc
opportunities for children to succeed. It takes time to build positive relationshig. Jone
(1987a) suggests, “From the giving and receiving of caring, helping, conceresaedt; a
bond is built between two individuals that can be trusted. This bond is the basis of most
cooperation and spontaneous helping” (p. 65).

Teachers have great influence in the classroom and school corridors. leisdaf
and relationship building and maintaining are directly related in the pedago@ginig.
Teachers not only influence students by how they treat them. They also influete@s by
how they teach them and how the communicate with them during this teaching. Bositive
influential teachers teach with effective strategies, plan for motiy&ssons and motivate
students during these lessons, provide specific and appropriate feedback, @iféerent
learning to promote the interests and skills of all students, manage the clasectinely

and efficiently, and practice effective and positive discipline procedures.
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Teacher Effectiveness. Every August millions of children walk through the doors of
our schools capable of engaging in meaningful learning and of experiencagugeess.
These students bring differing levels of preparedness and a variety of attduaed
schooling. Many of these students with these varying backgrounds want to do well but do not
know how. Development of a positive and supportive relationship with the students is
imperative, but to fully affect positive academic outcomes, the teacher nmushskeate
effective pedagogy. Effective teachers who know their students foraralynformally not
only know their learning styles and needs but also their personalities, lidsgiand
personal situations that might affect performance in school (Stronge, 2002).rihe ter
“teacher effectiveness” is broadly used to identify attributes of wiretitutes a good
teacher (Marzano, Pickering, & Pollock, 2001). Effective teachers are not oaipglshed
instructors but also work to understand their students’ personalities and needs and to develop
and maintain positive supportive teacher-student relationships (Good & Brophy, 2000;
Larrivee, 2005). Effective teachers are aware of the important differanceng students
and identifying these differences helps the teacher better understand incBidieats and
permits students to understand that the teacher has a personal interest in ttzamoMa
2003). The research is clear in demonstrating that effective teachers pafeund
influence on student achievement and ineffective teachers do not (Stronge, 2002).

Marzano’s research (2003) demonstrates the affect of teacheiveffiess on student
achievement. Researchers estimate that students typically gain agiebxidd percentile
points measuring academic achievement points each year. Accordistigeat who begins
a year at the 50th percentile will end the year at the 84th percentileaasreckby the same

assessment. While students of effective teachers will enjoy higher gfaidents unfortunate

81



enough to have teachers who do not possess the attitude or aptitude to maximize their
learning will achieve at a far lesser rate. Table 4 compares theeddtss in achievement

level that can be anticipated dependant on the effectiveness of the teacher.

Table 4

Student Achievement Differences Affected by Teachers

Teacher Student Achievement Gain in 1 Year
Least Effective 14 percentage points
Average 34 percentage points
Most Effective 53 percentage points

Note Adapted fromWhat works in schools: Translating research into
action By R. J. Marzano, 2003, Alexandria, VA: Association for
Supervision and Curriculum Development.

According to Marzano (2003), schooling accounts for about 20% of the variance in
student achievement. About 67% of this effect, or 13% of the total variance in achmtyem
is due to the efforts of individual teachers. The remaining 7% is dependent on ttsecéffor
the school. Sanders and Rivers (1998) have shown the enormous difference that teachers ca
make in the achievement of their students. One study in Dallas in the mid-1990d #hatwe
children assigned to effective teachers for three years in a row scoagdrage of 49
percentile points higher on a standardized reading assessment than chéiggeedas® three
ineffective teachers in a row. Teacher effectiveness is a set ofemqes, traits, behaviors,
and dispositions that are typically evident in effective teachers. Althtwegkffiect the
classroom teacher can have on student achievement is clear, the dynamics eéacher
produces such an effect are not simple. The effective teacher perforpéumetions that

can be organized into three major roles: making wise choices about the most effective
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instructional strategies to employ, designing classroom curriculum tefecstudent
learning, and making effective use of classroom management techniquear{™at al.,
2001). Marzano has shown that students in effective schools as opposed to ineffective
schools have a 44% difference in their expected passing rate on a test thigpiead a
passing rate of 50%. When comparing the top 1% with the bottom 1% of schools, the
difference in the passing rate on a test with a typical passing rate aflid8s to 70%
(Marzano, Waters, & McNulty, 2005).

Words such as ideal, analytical, dutiful, competent, expert, reflective, sagisfy
diversity-responsible, and respectful have been used to describe good teacheksh{&nk
& Haefele, 2001). Effective teachers have been further described as eatmggiastic,
motivated, fair, respectful, reflective, and dedicated individuals with a séhsenor who
interact well with students. Stronge (2002) suggests interviews with studeststently
reveal that they want teachers who hold them in mutual respect. Stronge andrH{2da&)
add that effective teachers cultivate a positive classroom environment fattlugints by
working with students to ensure that routines, procedures, and expectationsrare clea
Marzano (2003) warns that ineffective teachers might actually impedeathenig of their
students.

Student M otivation. Many students enter school excited to learn but after a few short
years this excitement too often falls victim to apathy (Glasser, 1993) bésnome skeptical
of the value of school. School is not nearly as much fun as it was in Kindergarten and there is
increasingly less satisfaction connected to learning. Research deatestat motivation
decreases as students progress from elementary through the secortiaryHmater, 1981;

Gottfried, Fleming, & Gottfried, 2001; Lepper, Corpus, & lyengar, 2005; Otis, Grofize
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Pelletier; 2005). Kohn (1993) suggests this drop in motivation might be caused by changes in
or elimination of various extrinsic reward systems which undermine intnmsiivation.
Jones (1987b) suggests a reason for this lack of joy and motivation toward |eaming
attributed to the classroom learning environment. Motivation is too often considdrech
innate quality that students bring with them to school. Jackson and Davis (2000) suggest,
however, that student motivation and engagement is relative to the quality of the
relationships they have in school. Stronge and Hindman (2006) add that a high level of
motivation and enthusiasm for learning in teachers leads to high levels of matead
achievement in children. The link between student motivation and achievement is
straightforward. Covey (1989) said we must “Seek first to understand, then to be understood
(p. 237). While a teacher cannot understand every problem for every child, through good
communication the teacher should be able to acquire enough information to assist and
motivate students who are struggling. Effective teachers must accorsglirgé/to motivate
students to want to learn and achieve.

A significant body of research indicates that “academic achievementumieht
behavior are influenced by the quality of the teacher and student relatio@kings &
Jones, 1981). Students respond well and are motivated by teachers who like and respect
them. Accordingly, students who are motivated to learn will typically emongased
academic success (Marzano, 2003; Shalaway, 1989). Learning is an actigs praceich
students must be engaged as genuine participants (Danielson, 2002). When teachers make the
classroom experience engaging and students are meaningfully engagalieinging
learning opportunities and are experiencing success, learning incaedstbere is little time

or inclination for misbehavior (Stronge, 2002; Danielson, 2002). Teachers must hefgsstude
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perceive themselves as capable and responsible. When the child’s leaedisgreemet,
motivation for further achievement is enhanced (Marzano, 2003; Shalaway, 1989).
Conversely, students deprived of educational success typically expresaigigation
through inappropriate behavior or withdrawal (Brendro et al., 1990).

Most authorities agree that motivation is an abstract concept that is nod elafye
operationally. According to Berelson and Steiner (1964), motivation refers to all those
strivings that are designated by such terms as “wishes,” “desinegtl$,” and “drives.”
Accordingly, Berelson and Steiner assert that a motive is an inner statsotres people
toward goals resulting in purposeful behavior. Wlodkowski (1986) defines motivation as
“those processes that can (a) arouse and instigate behavior; (b) gitierdoepurpose to
behavior; (c) continue to allow behavior to persist; and (d) lead to choosing oripgeéerr
particular behavior” (p. 12). Brophy (1988) suggests the motivation to €@ sigdent
tendency to find academic activities meaningful and worthwhile and to try to deeive
intended academic benefits from them” (pp. 205-206). For Borba (1989), “motiva#ion is
internal impetus that induces us to perform a chosen exercise” (p. 230). Glynnai\wuima
Owens (2005) define motivation as “an internal state that arouses, directs,tambsus
human behavior” (p. 150). Marzano et al. (2005) referred to motivation as the extentho whi
students are motivated to be engaged in academic tasks from both external aad inter
sources.

Motivation can be either intrinsic, extrinsic, or a combination of the two. According
to Unrau and Schlackman (2006), “Intrinsic motivation arises from an individual's personal
interest in a topic or activity and is satisfied through pursuit of that topic gitgétwhile

“extrinsic motivation arises from participation in an activity, not for its @ake, but for
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rewards or the release from some external social demand” (p. 81). Dednéf¢pand Ryan
(2001) argue that extrinsic motivation can undermine intrinsic motivation. Unrau and
Schlackman (2006) suggest not all extrinsic motivation undermines intrinsic rostigad
asserts that some extrinsic motivation may be internalized and owned by tim. stude
According to the self determination theory (Unrau & Schlackman, 2006), extrinsic
motivation takes four forms:

(a) external regulation (least autonomous), (b) introjected regulation (motive a

associated behavior not fully embraced as one’s own), (c) identified regulation

(valuing of a goal or regulation and associated behavior as personallyantpaahd

(d) integrated regulation (most autonomous extrinsic motivation that is fully

assimilated into the self and one’s own values but not inherently enjoyed). (p. 82)
For many students, getting good grades is “identified and integratedtreguhs it is
meaningful and valuable to them.

Motivating students consists of making students receptive to and excited about
learning and aware of the importance of learning itself (Stronge, 2002). Studerdtiooti
can be stimulated by teachers’ instruction and engaging school curriculoph{B4987b).
Teachers can elicit motivation by selecting academic activiti¢stindents will want to
engage in because they are interested in the content or because they engy(8radg-
Richman, 1988). Stronge (2002) asserts that, “Teachers can effectively motrgate m
students by encouraging them to be responsible for their own learning, maingining
organized classroom environment, setting high standards, assigning approplietgeba

and providing reinforcement and encouragement during tasks” (p. 18). According to den
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Brok, Levy, Brekelmans, and Wubbles (2005), researchers have determined foatesepar
though interrelated elements of motivation:

(a) thepleasure(or enjoyment) students experience in lessons of a subject; (b) the

relevanceof the subject (for future work or other subjects and domains); (c) the

confidencestudents have in learning and achieving for the subject; and (elfftine

they put in or interest they have for the subject. (p. 21)

Research shows that students may not realize the influence effort has sndbess
in school, but they can learn that effort helps them succeed. Simply teaching stumtents t
effort pays off in terms of enhanced achievement actually increaseststicieevement.
One study by VanOverwalle and DeMetsenaere (1990) found that students whaugkete ta
about the relationship between effort and achievement achieved more than studen¢sevho w
taught techniques for time management and comprehension of new material. Rginforc
effort can help teach students one of the most valuable lessons they can learndethe har
you try, the more successful you are. Similarly, providing recognition foniatat of
specific goals not only enhances achievement, it stimulates motivationafheaet al.,
2001).When students feel they are emotionally supported they are better able ndratence
on and generate interest for the learning objective. Highly motivated studeietgcamore,
are better behaved and are positive about themselves and others. They are cueatige
and confident. Providing for this feeling of support is the responsibility of thbdeac
(Shalaway, 1989; Sornson, 2001).

Student Engagement. It was not that long ago that school was viewed as one of the
most important aspects of a young person’s life. Few questioned the value oélk form

education and most wanted to perform well in school. Many students today do not share the
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positive view of schooling that once was the norm. These disengaged students do the
minimum to get by and to avoid getting into trouble. They expend little energy on schooling
and do not see focusing on education as important to their future success. According to
Osterman (2000), the best indicator for effort and productive engagement in s¢heol is
quality of relationship students have with their teachers. Students who enjoyi\se@osit
supportive relationship with their teacher attend better to instruction, put feetegeffort,
work through difficult situations, are better able to cope with stress, and azeant@pting

of teacher redirects and criticism then students who do not enjoy supportive and positive
teacher-student relationships (Midgley, Feldlauffer, & Eccles, 1989; SkinBed&ont,

1993). Pianta (1999) asserts students who have close relationships with carinmg @athe
share with them personal feelings and information are more engaged and adtieve hi
academic levels than students who do not enjoy such relationships. Stipek (2006) agrees
suggesting, “When students have a secure relationship with their tedobe@;e more
comfortable taking risks that enhance learning--tackling challerigsks, persisting when
they run into difficulty, or asking questions when they are confused” (p. 46).

Stronge (2002) contends that the time students spend engaged in the instruction
contributes greatly to classroom success. A 1993 study by Anderson discovered that only
about 83% of allocated time is actually devoted to instruction in the typicadJ8tates
school. Anderson also found that only about 62% of the allocated time for instruction was
actually spent with the kids engaged in leaning which translates to only 37 minatehof
school hour with students actively engaged in the learning process. Too many stindents
are not engaged become bored and complacent and typically spend this extra tinméaounte

educational purposes and soon find themselves in trouble or lacking the motivation to invest
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themselves in learning. Learning seems to be most successful whenrbkeikeactively
involved in the teaching and learning process. Students who are excited abotewlaaé t
doing in school are usually active participants in their own learning (Lezotte, 1992).
According to Newmann (1986), students are engaged when they “devote substam@aldim
effort to a task, when they care about the quality of their work, and when theytcommi
themselves because the work seems to have significance beyond its persomadinat
value” (p. 242). Steinberg et al. (1996) define “engagement” as “the degréetostudents
are psychologically ‘connected’ to what is going on in their clasged¥).

According to Graden, Thurlow, and Ysseldyke (1982), researchers have found a
strong relationship between the amount of time students are actively engagedingland
their achievement. In their analysis of studies of influences on achieve®oaEd and
Brophy (2000) also noted a strong association with achievement and engaged learning. Good
performance in school is perhaps the best indicator of later success vihatlseiccess is
measured by eventual level of education, occupation or income. More recentréssarc
also concluded that positive student engagement in the classroom is a criticaih@etliog
factor in enhancing student achievement (Garcia-Reid, Reid, & Peterson, 2086).avid
Midgley (1992) identified several strategies for increasing studengengant and
motivation: (a) emphasize goal setting and self-regulation; (b) dffeces in instructional
settings; (c) reward students for attaining “personal-best” gaBlfpgter teamwork through
group-learning and problem solving experiences; (e) replace social coonganfs
achievement with self-assessment and evaluation techniques; (f) teachairagement

skills; and (g) offer self-paced instruction when possible.
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Teachers are vital in fostering student engagement as they workydivehtthe
students and typically are the most influential in a student’s educationalemqeerBlack
(2004) contends, “Teachers who are most successful in drawing students into deep and
thoughtful learning develop activities that keep students’ psychological anddhiel needs
in mind” (p. 42). Effective teachers are thoroughly prepared and keep their stadively
involved in the teaching and learning process. When actively and positively dngdlge
classroom dynamics, there is little opportunity or desire to misbehave (St20GP;
Danielson, 2002). Creating a culture of achievement in their classroom, developing
interactive and relevant lessons and activities, and being encouraging andigeipport
students are all ways in which teachers can foster student engagementassteooh
(Garcia-Reid et al., 2005).

Student disengagement is often a result of lacking a positive school reéiatioiih
a caring adult (Steinberg et al., 1996). Teachers have an obligation not only to inform
students but also to engage them. According to Adler (1982, “All genuine le&@otyve,
not passive. It involves the use of the mind, not just the memory. It is the process of
discovery in which the student is the main agent” (p. 23). When students are highly engaged
they are involved emotionally as well as physically. They are coeuhtitt the learning
activity. Well-managed classrooms are task-oriented and predictable ghtlelels of
student involvement and little wasted time, confusion or disruption (Wong & Wong, 1998).

Teacher Feedback. Lezotte and Pepperl (1999) assert, “There’s nobody more
important in a school than the teachers in terms of meeting the learning gibekiofs” (p.
29). One of the most effective strategies a teacher can use to maxudizat stchievement

is to provide useful feedback relative to how well students are doing (Hattie, 1992). As
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Brookhart (2008) suggests, “Feedback says to a student, ‘Somebody cared enough about my
work to read it and think about it! ...It's just-in time, just-for-me information\d=ked
when and where it can do the most good” (p. 1). The purpose of giving feedback in the
classroom is to improve student performance. Lee (2006) asserts, “EffeetiNemack helps
pupils to know how to move forward with their learning” (p. 56) by focusing “on what needs
to be done to improve and specific details about how to improve” (p. 59). For Stronge
(2002), feedback is one of the most powerful modification techniques for increaasinmg
outcomes. Danielson (2002) describes feedback as information provided about teefesult
performance intended to reinforce positive behavior and encourage needed changgefEmbe
(2002) defines feedback as information that learners receive from tlatietedout their
performance that may cause them to take self-corrective action and gundi thigaining
their goals Effective teachergell students what they are doing right and why and what needs
improvement and how to improve.

Children develop a self-image based on their experiences and on the feedback they
receive from significant adults. If this feedback is positive, children becoore confident
and successful. If it is frequently negative, a child can develop feelings ofjuseand
inferiority (Barakat & Clark, 1998). Rosenshine (1971) found evidence that high rates of
achievement were associated with high rates of approval while lowepfaelsievement
were associated with higher rates of disapproval. Formative feedbadical twoi student
learning as it gives information to the learner about what is going welvhatineeds to be
done for improvement. Brookhart (2008) explains that effective feedback is a “double-
barreled approach” (p. 2) as it addresses both motivational and cognitive factors. The

cognitive benefit is the information students need to understand the level ofdha@indeand
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what to do to increase that learning. The motivation comes from developing thg theatin
they have control over their own learning. Kluger and DeNisi (1996) found that students
receive feedback on average outperform students who do not receive feedback by .41
standard deviations which would represent an improvement of 16 percentile points on a
standardized test. They also learned that while on average student performaaeesmpr
with feedback, ineffective feedback can actually cause student perforroatedine.

Hattie and Timperley (2007) suggest four levels of student feedback: (a) task
performance feedback such as if work is correct and how to get more intornpgh)itask
processing feedback such as strategies the student used or could usetggiseion
feedback such as information about student self-confidence or self-evaluatiqd) a
personal feedback such as value statements about the student being “smarttar a “ha
worker.” Feedback about the quality of work and the strategies and processes used produce
the most improvement gain. Task performance feedback is of the greategtvideseft
corrects a student’s misconceptions rather than when it points out a need for more
information. The more specific the task feedback, the stronger the coredsitn
improvement. Task process feedback benefits some students is they are ablectoacmhne
scaffold the process with the results. Feedback that causes students to seifsider
regulation can produce gain if students hear it and believe that additional efffortprove
the results. With self-regulation feedback, students will accept, act on, and seek fut
information, or they will not. Students with high self confidence usually findreglftation
feedback helpful. Even though such statements might boost a student’s self-este@mal pe
value feedback do not show to improves results as they are not formative and do not focus

the student’s attention on the learning. Such feedback can also backfire andstadsetao
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view intelligence as fixed and achievement as something beyond his or hel beo&use
he or she is either “smart” or not.

Lee (2006) suggests there are three criteria the learner must knowdfoaidkedo be
effective:

(a) the learning objectives and success criteria for the task; (exténet to which

they have achieved the learning objectives/success criteria; and (c) hawego m

closer to achieving the learning objectives or how to close the gap between what they

have done and what they could do. (p. 57)

Immediate student awareness of progress usually serves as an incemtgesfmed effort
(Smey-Richman, 1988). Schweinle, Meyer, and Turner (2006) suggest, “Providing
substantive feedback about competence and goal progress increasesaeif;effihances
interest and persistence, and increases intrinsic motivation” (pp. 272-273). $&&tywer
nonconstructive performance feedback can decrease motivation. Similarly, peatitera
than process feedback and criticism can decrease motivation. Studentsei® pesitive
feedback are more likely to engage in learning activities and inptiestiéive with the teacher
interactions than those who receive negative feedback (Newman & Sahwag3).

A teacher behavior often cited in the literature addressing feedbtekuse of
praise and criticism. Brophy (1981) defines praise as a positive respohsgeints good
work or conduct that goes beyond mere affirmation or positive feedback. SmeyaRichm
(1989) adds that, “Teacher praise involves expressing surprise, delight,temextiand/or
placing the students’ behavior in context by giving information about its value and its
implications for students’ status” (p. 12). Emmer (1998) warns that overenthwasigastic

praising students for correct answers loses its effectiveness ovenptaffedive feedback
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must always be diagnostic and should always be constructive. Smey-Richman (&989) re
to criticism as a negative teacher response that connotes expressiongprbdaadisgust,
or rejection. While in the past, teachers seemed to believe that students weageohbly
the fear of failure, research now supports that using fear of failure onlgneaafpoor self-
concept (Danielson, 2002). Feedback that is corrective in nature must provide stuithents w
an explanation of what they are doing that is correct and what they are doiisgnibtat
correct (Marzano et al., 2001). When corrective feedback is done properly akways be
supportive. One of the major by-products of effective corrective feedback idatienship
building that comes from frequent and supportive helping (Jones, 1987a).

Butler (1988) found that assigning grades or judging student work as a part of the
feedback process can discourage the learner from using such feedbaostasiing factor
or from seeking additional feedback to improve future learning. Judgment cefetedbdack
creates a focus on ego or performance rather than the learning task(E88 learned that
student performance on task improved with value free feedback describinthevsaidents
did well and offering suggestions on what they could do to improve. When grades were
provided as feedback, performance declined. If descriptive feedback was provided with a
grade attached, student task performance declined further. Table 5 descrthisrdreces

in achievement gain different types of feedback can be expected to generate.

94



Table 5

Feedback Comments and Grading

Feedback Gain in Student
Method Achievement
Descriptive feedback: teacher 30% gain
provides only comments (no
grades) on student work
Evaluative feedback: teacher No gain
provides only grades (no
comments) on student work
Descriptive and evaluative No gain

feedback: Teacher provides
both comments and grades on
student work

Impact on Student
Learning

All positive

Positive for the top students
only and negative for the
lower achieving students

Positive for the top students
only and negative for the
lower achieving students

Note Adapted from “Enhancing and undermining intrinsic motivation,” by. R.
Butler, 1988British Journal of Educational Psychology, (33 1-14.

Differentiated L earning. Schools as cultural organizations have a reputation of

sameness in their day-to-day operations. Many teachers tend to fall imandtpgtterns of

instruction (Lezotte, 1992). While all would certainly agree that all students bectreated

equitably, equity is rarely equality. In determining a proper educatibriaf Etudents, one

size does not fit all. Heim (2007) warns, “A lock-step learning environment radytde

students falling out of step and not regaining their footing” (p. 6). Children of the agen

differ widely in their readiness to learn; they move forward at differees @it speed; and

they acquire quite different patterns of learning and thinking (Goodlad, 1976). We know that

students learn best in very different ways and in very different educateitiags (Barr &

Parrett, 1995). While most would agree it is impractical to try to individualize ésgson

for every child, research has shown that teaching to the middle is also inefféei@ching
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to the middle ignores the needs of advanced students while it intimidates and caveses |
functioning learners (Tomlinson, 2000).

Best practice recommends differentiating instruction so learneriseceeached
through a variety of methods and activities. Research has shown that studentgare mor
successful when they are taught based on their own readiness levels, jrarcearning
profiles (Tomlinson, 2000). Alexander and Murphy (1998) and Keller (2002) suggest when
students are disinterested in something this can often result in lower actmneemr
students with interest. Students with high interest often see their ackieviewels improve.
According to Pintrich and Schunk (1996), interest is “elicited by actiuitia@spresent
students with information or ideas that are discrepant from their present know|dudiefsr
and that appear surprising or incongruous” (p. 277). For teachers to be effegtiveutitdoe
aware of difference between children and must take a personal interedt stueent
(Marzano, 2003). Teachers must determine what students are ready for and tavd®at de
Learning activities that are too hard or too easy can hinder student learning tfdtosre
too hard require excessive time and do not increase achievement while thosettitaéasy
are a waste of time (Sornson, 2001). Since students learn at differentffattivedeachers
recognize differences among their students and plan academic enrichmesrhadition
opportunities to accommodate those differences in their instruction (Stronge, 20fE)eén
students are clearly more likely to perform better academically thelargs who are not
actively engaged. Therefore, teachers need a large inventory of instrustrategies to
engage a variety of students (Garcia-Reid et al., 2005). There is angdaca/that students
are more successful in school and find it more satisfying if they are taughis that are

responsive to their readiness levels (Tomlinson, 2000).
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Effective teachers differentiate instruction according to student needdi{ifon,
2000). How best to differentiate and individualize for the range of student needs aresabiliti
in a common classroom is an ongoing challenge (Stronge, 2002). Differentiatectios is
a teaching philosophy based on the premise that teachers should adapt instruction to mee
students’ varying readiness levels, learning preferences, and interdsss&\Mann, 2000).
As defined by Tomlinson and Eidson (2003):

Differentiated instruction refers to a systematic approach to planningutum and

instruction for academically diverse learners. It is a way of thinking @heut

classroom with the dual goals of honoring each student’s learning needs and

maximizing each student’s learning capacity. (p. 3)

Differentiated instruction is a way of thinking about teaching and learnihgadhsges the
individual and can be translated into classroom practice in many ways. At itbasst
level, differentiation consists of the efforts of teachers to respond to vaaaragy learners
in the classroom. Whenever a teacher varies teaching in order to create tharbesy
experience possible, that teacher is differentiating instruction. AogptdiTomlinson
(2000), teachers can typically differentiate four classroom elements$ bastudent
readiness, interest, or learning profile: (a) content--what the student adedstor how the
student will get access to the information; (b) process--activitiefichwhe student engages
in order to make sense of or master the content; (c) products--culminatinggptiogectsk
the student to rehearse, apply, and extend what he or she has learned in a unit; and (d)
learning environment--the way the classroom works and feels. If schoolsirgegteach

children successfully, teachers must become more flexible and dyrianatte, 1992).
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Classroom Management. According to Wong and Wong (1998), “The number one
problem in the classroom is not discipline; it is the lack of procedures and ropn&s7).
Classroom management addresses many teaching areas including but@mdtdimi
developing relationships, structuring respectful classrooms, organizing work around a
meaningful curriculum, teaching and modeling morality and citizenship, motisitidgnts,
and other instructional aspects to maximize effective teaching and stuatemdg LaPage
et al., 2005). Marzano (2003) suggests that a classroom that is chaotic as a result of poor
management not only does not enhance achievement, it might even inhibit it. According to
Allen (1996), about 50% of instructional time in poorly managed class rooms dsiosh
student misbehavior and being off task. Of the time lost, 80% is attributed to talknogitw
permission. Nineteen percent is lost to daydreaming, students being out of tisesnsea
student making noises. Only 1% is lost to more serious misbehavior. Classroom mamtageme
clearly plays a role in maximizing learning opportunities. Establishigly $tandards and
behavior expectations has proven to be successful (Barr & Parrett, 1995).

The intent of effective classroom management is to enhance student involvement and
cooperation and to establish a positive working environment (Wong & Wong, 1998). Doyle
(1986) defines classroom management as “the actions and strategiestaseliersolve the
problems of order in classrooms” (p. 397). For Duke (1979), classroom management is “the
provisions and procedures necessary to establish and maintain an environment in which
instruction and learning can occur” (p. xii). Brophy (1988) defines classroongeraeat as
“the actions taken to create and maintain a learning environment conducive toetashm
the goals of instruction-arranging the physical environment of theatamss establishing

rules and procedures, maintaining attention to lessons and engagement in academic
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activities” (p. 2). For Marzano (2003), classroom management is “the conflaktezecher
actions in four distinct areas: (a) establishing and enforcing rules arebpres, (b) carrying
out disciplinary actions, (c) maintaining effective teacher and studetonslaips, and (d)
maintaining an appropriate mental set for management” (p. 88).

Every interaction we have with children is a learning opportunity (Catterénole
Thompson, n.d.). The key to minimizing behavior problems is good classroom management.
Proactive classroom management is the most effective deterrent to inagaprefudent
behavior (Stronge, 2002). Effective classroom management is more a functioadfer'se
ability to prevent problems than skill in responding to problems (Brophy & Good, 1986).
Research in classroom management, according to Shalaway (1989), detemiisita
“effective teachers spend very little time dealing with student miscoh@ud9). Effective
teachers do not ignore problem behaviors; rather they have developed manageregiasstrat
for preventing such problems before they erupt. Effective teachers must deweksaeh
procedures and routines so that students know how things are done in their classrooms.

According to Wong and Wong (1998), research has shown a clear link between
effectively managed classrooms and high student achievement. In a magor oéthe
literature, Wang, Haertel, and Walberg (1993) identified classroom managasreefdctor
that has the greatest impact on student achievement out of 228 variables. An effective
relationship may be the keystone that allows the other aspects of classroagemant to
work well. As teachers invest themselves in building relationships with studestduild a
willingness in students to cooperate with directives and classroom rules. Wherbaddlés
positive relationship with a young person, they place themselves in a position tnaafthe

behavior of that young person. When an adult is in the role of a teacher to a young person, a
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willingness by the young person to please the adult produces both cooperation and mutual
appreciation (Jones, 1987a). According to Marzano (2003) in order to establish an optimal
relationship with students, a teacher must exhibit appropriate levels of domthahc
convey the teacher is in control and can be trusted to provide behavioral and academic
guidance and must communicate appropriate levels of cooperation that demoostrate c
for the individual needs and opinions of students and a willingness for the class to function as
a team.

Effective Discipline. Classroom management, behavior management and classroom
discipline are interrelated. Danielson (2002) defines discipline policié® dautes
regarding student conduct, both within classroom and in the school as a whole” (p. 53).
Classroom discipline is the business of enforcing classroom standards aintylpatterns
of cooperation in order to maximize learning and minimize disruptions (Jones, 1987a).
Studies investigating antisocial behavior have regularly illustratedotvaadademic
performance is related to behavioral problems (Maguin & Loeber, 1996). Teacher
interactions with students who demonstrate aggression and resistance tend iabarutit
punishing (Coie & Koeppl, 1990; Walker & Buckley, 1973), and are often characterized by
high conflict and low warmth (Itskowitz, Navon, & Strauss, 1988). When children perform
poorly or resist school work or act inappropriately, frustrated teachers coynrasatt to
coercion or use punishment or threaten students with low grades and failure to make them
comply. This clearly does not work and typically results in alienating studewntsere they
do not believe putting forth any real effort is worth it (Glasser, 1993). More thaa thr
decades ago Walker and Buckley (1973) found that students perceived as amtisddal

be less likely to receive encouragement for appropriate behaviors and arngromar¢o
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punishment for negative behavior than students perceived as well behaved. Research
continues to suggest that repeated punishment likely serves to bring about a sense of
estrangement from teachers, and that this feeling of alienation may le@tdeased anger
and defiant behavior (VanAcker, Grant, & Henry, 1996).

Negative reinforcement almost never positively influences behavior. To improve
undesirable behavior, the environment must be changed to reinforce the desired behavior.
Behavior that is observed, attended to, and rewarded will certainly increas®d\ glimate
relying on punishment can provoke problem behaviors resulting in an increase in dntisocia
behavior, a breakdown of student-teacher relations, degradation of school and saatel cli
and decreases in academic achievement (Sulzer-Azaroff & Mayer, 1994)ideéhefpr
“laying down the law” means upset and burnout for the adult and rejection and alieoation f
the child. Punishment can lead to feelings of hatred, revenge, defianceglmnktion,
unworthiness, and self-pity (Faber & Mazlish, 1980). If the relationship betwesretesnd
student is allowed to degenerate into an adversary relationship between the punitive adul
authority and the revengeful child, the child inevitably is the loser (Jones, 1987a).

Thomas’ (2000) essay, “The Mind of Man [and Woman]” states, “children who are
yelled at feel rejected and frightened because a teacher shouts atgh#&a®)( These
feelings lead to inhibiting the child from learning. Anxious or alienated stsdeatless
likely to be motivated to learn than students who feel welcomed and cared for (Brophy,
1987a). Alienation destroys relationships as it drives a wedge between the teactie
student that will ultimately destroy the child’s motivation to cooperatees) 1987a).

Alienated children are commonly described as aggressive or anxiousnésraitésordered

or affectionless, and as unmotivated or unteachable, and struggling to find belbnguragnt
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attention seeking and other undesirable behaviors (Brendro et al., 1990). Matedreje
students learn to resist positive or negative interpersonal involvement, and atikehpte
develop psychological problems, use drugs and alcohol, engage in early sex, and commi
criminal acts (Steinberg et al., 1996).

A quote from Bronfenbrenner (1986) clearly illustrates the effect of almn&To
be alienated is to lack a sense of belonging, to feel cut off from familyd§ijechool or
work—the four worlds of childhood” (p. 430). Methods commonly used to attack dignity
generally consist of put-downs, sarcasm, criticism, scolds, and threatspfhvalmigh are
delivered publicly (Mendler, 1992). Elementary school students may be young but they are
every bit as deserving as the adults in the school to be treated well. Danielson@032)
that some adults in schools seem to forget the imperative to treat everyoukgwity and
respect and “talk down to students, dismiss their accounts of situations, and caffthem
when they are speaking” (p. 17). Teachers who show respect for their students are more
likely to have active learners in their classroom. Arrogant or offensaoiees typically
meet passive or active resistance and have little meaningful control ohiltren.
Authoritarian control often squashes the inquisitive nature of student in the priradegg
and upper grades teachers usually experience difficulty managing and mgtoiaidren
who were subjected to an earlier authoritarian teacher (Jones & Jones, 1981).

Many teachers get stuck in a rut and find it difficult to shift from punishing steident
who do not do as they are told to creating learning environments where students are
motivated to do what is desired of them (Glasser, 1993). Danielson (2002) assertsrtbere
place in a school committed to learning for policies and procedures that “arggyuniin

students away, or undermine their confidence” (p. 51). Actions that insult or ektle
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likely to cause children to view their teachers negatively, which can inhibiigsaind can
teach the child to be unkind to others (Barakat & Clark, 1998). Discipline is a broad concept
designed to provide for good behavior or to correct poor behavior. An effective discipline
program operates in concert with an effective classroom management. Systaan
discipline programs prevent most problems by attending to student physicadctntall
social and emotional needs. Effective discipline techniques focus on improving a student’
self-image and sense of responsibility through encouragement and kind wordthiathe
rebukes and reprimands. Teachers can send messages that students aramdlaapbble
even when students make inappropriate choices (Shalaway, 1989; Purkey & Strahan, 2002).
Behavior management refers to teacher activities designed to promoteepositi
behaviors in students. Self-discipline is the goal of all behavior managemerdtiAtles
should be individualized to each child’s behavioral needs with the objective of degreasin
antisocial and disruptive behaviors and increasing appropriate social behadorade 6
to about 12, children begin to act with increasing self-control (Barakat & Clark,.1088%
been often found that children’s confidence and their beliefs about their alaliéidetter
indicators of how they will do in school than their actual intelligence quotient (IQ) or
achievement test scores (Bempechat, 1998). Recent research backs the undgtistandin
self discipline in students is a better predictor for future success than IQwa@rtit and
Selligman (2005) found that the failure to exercise self discipline was a reagan for
students falling short of their intellectual potential. Discipline is crumahuse it promotes
children’s self-control, teaches children responsibility and helps childrke thaughtful
choices. Teaching children self-discipline requires patience, thoughtfufiattecooperation

and a good understanding of the child (Barakat & Clark, 1998).
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Discipline techniques must be compatible with helping students maintain or enhance
their self-esteem (Mendler, 1992). Children feel confident when they experienuasttiee
consequences of doing a job well. When children “mess up”, they need to have a learning
experience from that event as well; a child who “owns” the problem will siigepain of
the consequence and will learn from it. For Fay and Funk (1995):

The difference between consequences and punishment is where we interpret the pain

emanating from. Consequences result in pain from coming from the inside;

punishment results in pain coming from the outside. Children will respond positively
to a penalty when they see a logical connection between their behavior and what

happens to them as a result of their behavior. (pp. 164-165).

Studies of successful teachers show that they consistently monitor perferamahexpect
good results. They do so in ways that are positive and prescriptive rather than punitive
Conseqguences are intended to help students reflect on the infraction and determae how t

make more acceptable choices in the future (Purkey & Strahan, 2002).
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CHAPTER 3

METHODOLOGY

The identified problem this study considered was that students who perceive they do
not enjoy a positive and supportive relationship with their teacher tend to struggle
academically and behaviorally in school. It was the intent through #eaneh to explore
and understand how teachers perceive the relationships between teachers atdagtade
student behavior and academic performance in a 400-500 student small town elementar
school serving preschool through fifth grades.

Preliminary Resear ch Questions

The purpose of this study was to explore the power of teacher-student relationships
and teacher perceptions of how these relationships influence student learnafigeind
behavior. Accordingly, the specific questions posed were:

1. What teacher and student behaviors do teachers perceive contribute most directly
to developing and maintaining positive and supportive teacher-student
relationships?

2. To what extent do teachers perceive their interactions with students infthence
academic and behavioral success of students in their classrooms?

3. How do teachers perceive their interactions with students influence traenss’
future academic and behavioral success?

4. How do teachers perceive school culture affects student behavior and academic

performance and achievement?
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Rationale for Qualitative Research

An ethnomethodological exploratory descriptive case study supported through the
lenses of narratology and portraiture was conducted to examine the relatidreshipsn
students and teachers and the affect of those relationships on academicateessl
behavior. These qualitative procedures served to address the complexities amadkeassoci
methodological issues that arose in this study of human experiences and outcomes

Substantial documentation supported several methods associated with qualitative
research investigations as useful in studying complex systems and humaenegsdn the
context of natural environments (Lincoln & Guba, 1985). According to McEnery and Wilson
(1996), quantitative researchers “classify features, count them, and exsdrucomore
complex statistical models in an attempt to explain what is observed” (p.Mé@yaABrown,
and Mangione (2002) suggest qualitative methodology makes data analysesphoite ex
and promotes “openness on the grounds of refutability and freedom from bias” (p. 28).
Findings can be generalized to larger populations and comparisons can be made betwee
similar settings as long as valid and reliable techniques have been used. Atgording
guantitative analysis permits the distinction between what happens as afrastdriable
acting on something and what occurs merely out of chance. A quantitative styshpciale
the researcher precise information regarding the frequency and rgvayticllar
occurrence, and the relative normality or abnormality (McEnery & Wilson, 1996).

Qualitative data analysis permits researchers to discern, exaonmgai@ and
contrast, and interpret meaningful patterns or themes. According to Frgemt Sharp-
Westat (1997), meaningfulness is determined by the purpose of the research asehtich re

guestions. The main disadvantage of the qualitative approach is that findings cannot be
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extended to wider populations with the same degree of certainty that quantitatjgesinal
provides. This is because the findings of the research are not tested to discovartivbgthe
are statistically significant or due to chance. Yin (1994) argues thalttee size of the
sample is not of concern. The purpose of the research should establish the paeanrieters
should then be applied to the research. Yin (1989) asserts that the results plaaestud
generally applicable depending on the methodology employed and the rigor cutiege
case study. If a case study meets the three tenets of qualitativg:idgsiribing,
understanding, and explaining, the results are generally applicable.

This study was not concerned about the generalizabilty of complexissadistoss
settings, and was only concerned with the deep analysis of a limited nohfivergeneral
education elementary teachers and how they perceive the relationships thejtlndveiw
students affects their students’ academics and behavior. According to 2802 the
benefit of qualitative research is to “facilitate study of issues in depthietail” (p. 14).
McEnery and Wilson (1996) suggest, “Qualitative analysis allows for fineclisns to be
drawn because it is not necessary to shoehorn the data into a finite numberfafatiaasi’
(p. 76). For Patton (2002) “Thick, rich description provides the foundation for qualitative
analysis and reporting. Good description takes the reader into the setting Isergedé (p.
437). Thick descriptions provide the information needed to make informed judgments
regarding the degree and extent of fit in particular cases (Eisnesl&iRe1990), and
captures the thoughts and feelings of participants as well as the often caraplek
relationships among them (Ponterotto, 2006). According to Schwandt (2001), “to thickly
describe social action is actually to begin to interpret it by recordingrtherstances,

meanings, intentions, strategies, motivations, and so on that characterizeutap@pisode”
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(p. 255). Using thickly described analysis of interviews, observations, andzantici
journals to reveal the intricacies of teacher-student relationships serléd irm this
study because, just as Patton suggests, “stories and narratives offellggp@nslucent
windows into cultural and social meanings” (p. 116). While it would certainly bemice
discover the magic cure that will allow all students to enjoy successful, sippand
positive relationships with their teachers, the goal was to investigateiainces of five
select successful teachers and learn how these teachers facilitatetaredthase
relationships. As a rich, in-depth, intensive description is required to begin to speculat
the multiple dimensions of teacher-student relationships, a qualitative desgserved that
need.

According to Patton (2002)|riductive analysisnvolvesdiscoveringpatterns,
themes, and categories in one’s data. Findings emerge out of the data, thrargiytstés
interactions with the data, in contrast watbductive analysighere the data are analyzed
according to an existing framework” (p. 453). Quantitative research is dexlant
gualitative research is inductive. Deductive reasoning works from geaespecific.
Sometimes this is referred to as a “top-down” approach. A researclhies bggleveloping a
theory about a topic of interest that is then narrowed down into specific hypotiestsessnt
be tested. The researcher is ultimately able to test the hypoth#sepedific data to
confirm or disconfirm the original theory. Inductive reasoning moves thandss from
specific observations to broader generalizations and theories. This is sommetenesl to as
a “bottom up” approach. In qualitative inductive reasoning, the researches betp
specific observations and measures, and works to detect patterns and iegtheotigh

coding (Trochim, 2006).
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Quantitative research can be very cold and quantitative researchersstray d
valuable data while imposing their worlds on those being studied. A questionnaire, for
instance, can influence the findings and become itself an artifact of tlaected@articipants
can suppose they know what the research is about and try to respond accordingly in either a
positive or negative fashion, in either a thoughtful or haphazard way, or in complete or
sketchy responses. In quantitative research, the researcher is ideddjgeive observer
that neither participates in nor influences what is being studied. According tbdWansd
Rossman (1980), a researcher cannot understand human behavior without first understanding
the setting in which the participants interact. Participants may not sikveoyv or understand
their feelings, interactions, and behaviors, so they cannot respond fully and infelyrta a
guestionnaire. This is where a qualitative researcher can assist tbpgatrthrough
dialogue in providing a constructive reply. In qualitative research it isvieelismuch more
can be learned about a case under study when the researcher participatesnimersed in
the setting to discover categories, dimensions and interrelationships ifJfsrsupporting
gualitative research,” n.d.). A qualitative design best served the @fdhis study as | was a
fully immersed participant in the environment before, during, and after thg stud
Theoretical Traditions

Specific theoretical traditions were selected to inform this studyatsasted in
investigating and analyzing the intricacies that exist in the dysaohiieacher-student
relationships. According to Lincoln and Guba (1985), the qualitative researchatespar
the unique position of a “human-as-instrument,” whose function is to recognize tHe socia
constructs discovered through data collection processes that are unobtrusive, rapimgontr

and non-manipulative. The only research instrument with the flexibility to captere t
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subtleties, complexities, and fluidity of the human experience is a person—a-asma
instrument. This human being possesses skills, knowledge, experiences, background, and
certain biases and this person is the primary collector and analyzer of dateolléduation of
data is generally accomplished through observations, interviews, and analysisroédtsc
and archival forms of data (Lincoln & Guba, 1985; Patton, 1990; Taylor & Bogdan, 1984).
As a responsive, adaptive, and holistic researcher with the immediate tatslitgnmarize
and clarify, the human instrument can investigate unique observations with degggér ins
then any quantitative instrument designed for a similar study. These nsukambvide the
basis for a holistic, inductive analysis that involves unitizing and categorizinggses from
which patterns and themes are discovered during the process of invastigag theoretical
traditions employed in this research are case study, ethnomethodology, ogyratal
portraiture.

Case Study. According to Patton (2002):

The case study approach to qualitative analysis constitutes a spegifi¢ wa

collecting, organizing, and analyzing data; in that sense it represemalgsia

process The purpose is to gather comprehensive, systematic, and in-depth

information about each case of interest. (p. 447)
For Stake (1995), “A case study is expected to catch the complexity of acasglfand] is
the study of the particularity and complexity of a single case, comingirstand its
activity within important circumstances” (p. xi). Stake (2000) emphasizethth&trmcase
study“draws attention to the question of what specifically can be learned frommtiie si
case” (p. 43h A case study, sometimes called a “monograjgthe exploration of an event,

process, person, organization unit or object (Routio, 2007). According to Benbasat,
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Goldstein, and Mead (1987), “A case study examines a phenomenon in its natural setting
employing multiple methods of data collection to gather information from one or a fe
entities (people, groups, or organizations)” (p. 370). Yin (1994), suggests auchse st
approach is often the primary design of a qualitative investigation and providesiedden
depth examination of a person, group, or settings and holds explanatory evidenddaelate
the “how,” “why,” and “what” aspects of the questions that served as the intpahes
study. The case study design was appropriate for several reasons. Institathting to
explain teacher-student relationships by controlling variables, this sisigad strove to
understand the diverse characteristics and beliefs of five teachery asldhe with students
in natural settings.

According to Feagin, Orum, and Sjoberg (1991), “The quintessential chatactdris
case studies is that they strive towards a holistic understanding of cujgiesths of action”
(p. 152). Feagin, Orum, and Sjoberg (1991) further define “cultural systems of astion
“sets of interrelated activities and routines engaged in by one of more netWadtsrs
within a social context that is bounded by time and space” (p. 152). As case stdiesk
for understanding the intricacies of a single unit of analysis within a boundeds&take,
1995; Yin 1994), in this case the teachers were the units of analysis and tleooiassnd
school constructed the bounded system. The case study provides for flexibihtitipgrthe
researcher to investigate the empirical events of the case under studyinwhal to no
impact on the holistic characteristics of the setting (Yin, 1984). Zonabend (19@@s
that case studies should be done in a way that incorporates the views of the fat¢h@s”
case under study. This was the intent of seeking the teachers’ views eeyptipes in this

study.
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Two purposes for using a case study approach identified by both Lincoln and Guba
(1985) and Patton (1990) include: (a) increasing the reader’s understanding of the
phenomena being studied, and (b) revealing the aspects and characteaisposnote a
construction of themes. Another benefit of case study research is its peswiala. Case
study results can lend to natural generalizations, or “conclusions arritredwdh personal
engagement in life’s affairs or by vicarious experiments so well condrtidethe person
feels as if it happened to themselves” (Stake, 1995, p. 85). Where quantitativehresear
permits statistical generalizations, the specificity and in-depth nafteaese studies provide
intimate and immediate results. A reader can connect personally andyidbati&cteristics
of others known to the reader compared to the individual featured in the case study.

Yin (1994) suggests case studies can be exploratory, explanatory, and descriptive.
There is no exclusivity between the three case study types and whileeeaeh a specific
purpose the types can be combined. An exploratory case study is prelimiearzhdbat
looks for patterns in the data and is often conducted prior to other social research.
Exploratory case studies typically attempt to define the researchajuast form
hypotheses. Data collection occurs before theories or specific lesgestions are
formulated. Descriptive research design is more rigid and goes beyond explora&arch
and attempts to describe characteristics of a phenomenon. While exploss®istudy data
collection is conducted prior to the formulation of theory and research questiongtoescr
case studies depend on a theory and specific questions to guide data collectiororyhe the
must cover the scope of the case under study. Explanatory case studies areasgproen
a field of research has matured. Explanatory case studies attempt to exytaés©f events

and how those events occurred. While the field of research around teacher-students
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relationships is fairly established, it is far from mature and there @ng gaps. Because
existing literature about teacher perceptions regarding how theionslaips with students
affect their learning and behavior was scarce, | chose to conduct an expldestoniptive
case study and chronicle the complexities of five general education edeynseitool
teachers as they interacted with and related with their students in aneetfoderstand the
perceptions of those teachers and how those teachers see the relationshgpgetihgthh
their students affecting student learning and behavior.

Ethnomethodology. According to Patton (2002), ethnomethodology is a study of the
ordinary methods of how people do thinglae Oxford Dictionary of PhilosophBlackburn,
1994) defines ethnomethodology as “the study of common social knowledge, in pastscula
it concerns the understanding of others and the varieties of circumstance intwhitkake
place” (p. 126). For Giddens (2006), “Ethnomethodology is the study of how people make
sense of what others say and do in the course of day-to-day social intergxtibn”
Ethnomethodology gets at the norms, understandings and assumptions that are taken for
granted by people in a setting because they are so deeply understood that peoplerdon’t eve
think about why they do what they do (Patton, 2002). Silverman (1993) suggests,
“Ethnomethodology attempts to understand ‘fokthhg ‘methods’ (methodologyfor
organizing the world. It locates these methods and the skills (‘artful prsiticeough
which people come to develop an understanding of each other and of social situations” (p.
60).

The goal of ethnomethodology is to observe naturally occurring events through the
exploration of the inner dynamics in order to comprehend the routines of a culture under

study. To accomplish this goal, ethnomethodologists conduct deep interviews anggrrtici
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observations (Patton, 2002). Ethnomethodologists look on everyday interactions, and the
practices involved in them, as having a regularity or stability so they formseb@logists
refer to as institutions and structures. These are always actively produmeghthnteraction
among social actors, but not necessarily in a conscious or meaningful manner. The
ethnomethodological perspective emphasizes a social interaction that hasaityaof its
own (Gingrich, 2003). Ethnomethodology is purported in the literature to be a very good
method for seeing how individuals make sense of the social world for themselves.
Accordingly, this tradition permitted me to explore fully the relationskyipadics of
teachers and their students.

As a school principal, | am a frequent formal and informal visitor to all cass
and have unique access to conduct a case study that will permit me to observénénis teac
natural classroom setting with little interruption. Accordingly, | enjidwat Levine (1981)
defines as “privileged access” of “sufficient intensity and duratioréress to a descriptive
case study (pp. 173-174). As principal | am intimately familiar with moktied context of
the school which nearly eliminates the possibility that | will be an ‘outsidey would
misinterpret observed events and my contextual attendance would not be contriged. As
result, prior to beginning this study | had already informally conducted wiraaf® (1980)
defines as a “prior ethnography” and considers a required step for caseeseatgh. As |
interacted with each teacher multiple times weekly in my role asipaint had numerous
opportunities to record detailed single case study type observations. Whileitronpasa
principal is one of authority and separated me from these teachers, my regtila pos
relationship with each of them permitted unique opportunities for me to writeediedait

personal case studies of each teacher’s relationships with his or her students.
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For Lincoln and Guba (1985), reality is complex and uncertain, is relational rather
than of linear cause, and is more perspective than objective. Concerningsaipjecti
Schwartz and Ogilvy (1979) suggest “perspective” is a more relevant concept:

Perspective connotes a view at a distance from a particular focus. Wheekwe |

from affects what we see. This means that any one focus of observation gives only a

partial result; no single discipline ever gives us a complete picture. A wiotleepis

an image created morphogenetically from multiple perspectives. (p. 15)

Rather than seeking an objective truth, the intent was to examine the jpaicept beliefs
of five teachers’ relational experiences with their students and how thoseesmces affect
student achievement and behavior.

Narratology. According to Patton (2002), narratology strives to “understanding lived
experience and perceptions of experience” (p. 115), focusing specifically on the
interpretation of “stories, life history narratives, historical memoird,@eative nonfiction
to reveal cultural and social patterns through the lens of individual experiences”)(p. 478
Stories are at the heart of narratology. Determining how best to integglestories is the
challenge for the narratologist (Patton, 2002). Narrative is a form for iniipatzan contain
both the environment and the relations within that environment and those relationships
become the focus of attention (Eisner & Peshkin, 1990). Narratology is the theloey of t
structures of narrative and accordingly examines the ways that vesrstiucture our
perception of both cultural artifacts and the surrounding world. The study of vaigati
particularly important since our ordering of time and space in narratives fmonstitutes one

of the primary ways we construct meaning in general (Felluga, 2003a). Th®logish
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dissects the narrative into component parts and then attempts to determine functions and
relationships (Manfred, 2005).

A major benefit of narratology is that narratives are rich in detail deriogd fiuman
relationships and a rich, in-depth, intensive description is required to begin to speculate
the multiple dimensions of teacher-student relationships (Benham, 1997)d&ortsthis
richness, narratology provides an opportunity to really get into “thick descriptétisg
cases under study (Geertz, 1973). According to Holloway (1997):

Thick description builds up a clear picture of the individuals and groups in the context

of their culture and the setting in which they live... Thick description can be

contrasted with thin description, which is a superficial account and does not explore

the underlying meanings of cultural members. (p. 154)

Rosembaum and Silber (2001) assert a thick description of human events and behavior
faithfully retains the meanings which that behavior has for the people involved aifgla@nta
detailed, perhaps narrative, account of a case under study.

Portraiture. Similar to narratology, Lawrence-Lightfoot and Davis (1997) propose
that portraiture “blurs the boundaries of aesthetics and empiricism in anteftapture the
complexity, dynamics, and subtlety of human experience and organizationg like/)
Portraiture is a way of recording people. Their personality, characeters sthe place and
time they lived, the environment in which they live, are all under study (“Parggi2007).
Portraiture is a creative qualitative approach to engaging in reseayabupt in action and
in telling the stories of individuals in life and the intent is to capture thefiess$ of the
subject (English, 2000). According to Lawrence-Lightfoot and Davis, (1997) &itts

seek to record and interpret the perspectives and experience of the people thelyiaug s
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documenting their voices and their visions—their authority, knowledge, and wisdom” (p.
xv). Portraiture narrative analysis is loaded with visual elements tte @ehick description.
The portraiture composition uses stories and knowledge to create a clear Wrsibe (*
company of others,” n.d.). As the goal of portraiture is to investigate fully laistrate those
being studied, this technique was useful in creating portraits of five elemelassroom
teachers and in telling their stories. As part of the data collection plpotioe five teacher
participants were asked to journal around the issues connected with theinseigs with
their students. The data from these journals helped develop rich and detailets@ortrai
narratives to tell these teachers’ stories.
Design of the Study

Setting. The site for this research was a middle-SES predominantly Caucasian
preschool through fifth grade elementary school consisting of 498 students in a small tow
approximately 45 miles from a large Midwestern metropolitan area. The sshochted on
a district campus and is self standing but sharing a property with a disticetafid a joined
middle school/high school building. The original building was opened in the late 1950s and
followed with additions in 1990, 2000 and the recent addition of a preschool center which
replaced existing modular classrooms in 2010. In the 2009-2010 school term, there were 24
general classroom teachers with four sections of four teachers, twanseaftthree teachers,
and one section of two teachers. There were four special education teacher&tlthie
teachers, a full time counselor, a full time nurse, and a shared district soal wA
principal and an instructional coach supported teaching and learning. The sitedrad sev

special education paraprofessionals, two cafeteria-recess supervis@sci@iary, one
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health clerk, and one computer lab manager. The school had full time art, music, and
physical education teachers and a full time library media specialist.

According to the 2008-09 School Accountability Report Card filed with the state
department of education, there were 471 full time students enrolled in Kindertpmaegh
fifth grades and 27 half day Preschool students. Full time students included 78 in
Kindergarten, 88 in first grade, 63 in second grade, 90 in third grade, f&made, and 76
in fifth grade (see Appendix A). From 2004 through 2009, building enroliment has ranged
from a low of 469 in the 2006-2007 school year to 498 in the 2008-2009 school year (see
Appendix B). In that same period, the percentage of students eligible for fexuoed-
priced lunch ranged from 46 in the 2004-2005 school year to 51.4 in the 2009-2010 school
year (see Appendix C). The racial and ethnic diversity in the 2008-2009 school year
consisted of 88.3% Caucasian, 8.9% African American, 1.7% Hispanic, and 1.0% Other.
Since the 2004-2005 school year there has been a 9.1% increase in African America
students and a 4.3% increase in Hispanic students and a similar decline of 12.7% in the
enrollment of Caucasian students (see Appendix D). From 2004 through 2010, daily average
attendance has exceeded 95% (see Appendix E).

Site AccessGaining access to this site was directly accomplished as | sertieel as
building principal and enjoyed the permission and encouragement of the district
superintendent. In order to generate informative case studies, this ethnonugjivatiol
exploratory descriptive case study began with with an overview of teacilaatons in
search of records that indicated positive teacher-student interactiondic8ihgaeachers
were sought who had been recognized for positive teacher-student relasanstording to

the district professional performance evaluation instrument. A lettegenerated for the
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teachers | wished to study. In this letter the steps were spetifiedould be taken to ensure
confidentiality. Also, because according to Lofland and Lofland, (1984), queditat
researchers ask participants to grant “access to their lives, their naindktHeir emotions,”
straightforward descriptions of the goals of this research were proyd28)( The teacher
participants were referred to as Participant 1, 2, 3, 4, and 5 any specifipti@seithat

might identify them as individuals were avoided. A locked data physicalarsforage
system was maintained that only | had access to and a password protecte@cstofage
system was used to store all electronic data.

Data Collection. Yin (1994) suggests case studies may be significant if they are
unusual and are of general public interest. Other theorists suggest a a#abls or study
if the case is typical and permits naturalistic generalizations (lir&@buba, 1985; Stake,
1995). The teachers in this study were “unique as well as common” (Stake, 1895). T
teachers studied were unique in that they had all been rated superior in theirqalfess
evaluations in the area of student relationships. These teachers were also certiragn a
taught students in general education elementary grade classrooms.

Participant SelectionSelection of the participants was accomplished using purposive
criterion-based sampling procedures to identify teachers who were uniquethrethatere
recognized for positive teacher-student relationships according to thet gistifeessional
performance evaluation instrument. These teachers were typical as teeglMemale and
Caucasian. Of the 20 regular education classrooms (four fewer than in the 2009-2010 school
year) in the school, 19 teachers were Caucasian females. Three of the fyygastiathants

were in their first five years of teaching and two were tenured vetesghers. Four were
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married and two had personal children. Each taught a different grade betweeny#irethe
and grade five.

Patton (1990) describes criterion sampling as selecting participants #tatritexia
specific to the phenomenon of interest. According to Fraenkel and Wallen (2003),
researchers use purposeful sampling when they believe a specific sarypieldwieeded
data. Maxwell (2005) suggests the reason for making purposeful critericshd®dsetions is
to examine selective cases critical to the goals of the researchasulitlyat purposeful
criterion-based sampling “is a strategy in which particular settpeysons, or activities are
selected deliberately in order to provide information that can’t be gotteelbesom other
choices” (p. 88). For Patton (2002), purposeful cases “are selected because they ar
“‘information rich” and illuminative, that is, they offer useful manifestatiohthe
phenomenon of interest” (p. 40). Patton (2002) further asserts:

The logic and power of purposeful sampling lie in seleatifgrmation-rich cases

for study in depth. Information-rich cases are those from which one can leaat a gr

deal about issues of central importance to the purpose of the inquiry. (p. 230)

Rubin and Rubin (1995) assert a case to be studied must be purposefully sampled
based on its ability to provide completeness. Similarly, Patton (2002) avows purposeful
sampling is justified and necessary when logic and power result from the genexated
from the sample. Purposive sampling procedures were used when determinimg whic
teachers to study. While Bassey, (1999) warns case studies allow for glrzesalizations”
(p- 17), data was collected that permitted the comparison of five teachatisnsthip
experiences and perceptions of the affect of those relationship experieresitstof how

teacher-student relationships affect students academically and belhaviinge only a
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small sampling of five teachers was compared to ideas rather thangergplapulation of
other teachers, purposive sampling served these objectives.

In this inquiry, the selection was made based on document analysis of teacher
personnel files and personal observation. An informed consent letter outlining the mirpose
the study, procedures, risks, benefits, information to be collected, refusal tmsdig
authorization, and canceling consent and authorization was developed and provided to each
proposed interviewee. Information as also provided regarding the processnéthiews
and any questions from the interviewees about the process were addressed pyiontogoe
each interview.

Role of the Researchethe role of the researcher is critical to the inquiry process in
gualitative research that seeks to understand and portray natural settingsraad e
Accordingly, the researcher is the key instrument of data collection and tletehigtics or
attributes of the researcher are relevant in establishing the trustwssthinthe inquiry
(Lincoln & Guba, 1985; Patton, 1990). While | had completed graduate coursework in
qualitative inquiry, | was and still consider myself to be a novice in using ajiradit
methodology. | did have expertise in the field of elementary education and a profowed des
to understand and honestly represent the affect of teacher-student inteicatioalsto this
inquiry. Additionally, I had important foundational contextual knowledge regarding the
setting for this inquiry through my direct involvement in the setting. Specifidadigrved as
principal of the elementary school central to the study and was accordinglynanstrator
in the public school system where the students and teachers participated. Thefmayure
participation as the researcher in that setting significantly enhancadihty to collect and

interpret data for this inquiry.
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Data Production Data was collected through observations, interviews, and
participant journals. Patton (2002) suggests, “By using a combination of observations,
interviewing, and document analysis, the fieldworker is able to use differerdalates to
validate and cross-check findings” (p. 244). Combining data sources to validate and cross
check findings triangulates the data and increases validity as thgtlstrefione approach
can compensate for the potential weaknesses of another (Silverman, 1993; IM200%|
Research was collected over an eight week period by systematicallyinbsand
interviewing these teachers regarding their interactions and perceptites o€lationships
with their students from late November 2010 through early February 2011. Additionally,
these teachers kept journals around the issues of their relationships wittuthents

Interviews According to Maxwell (2005), “interviews can provide additional
information that was missed in observation, and can be used to check the accuracy of the
observation” (p. 94). Accordingly, interviews provide a source for data triarggubatd add
validity (Silverman, 1993; Maxwell, 2005; Strauss & Corbin, 1990). Interviewing is an
efficient and valid method of capturing and understanding someone’s unique perspective and
delving deeply into the phenomenon under study. Patton (2002) states, “We interview people
to find out from them those things we cannot directly observe... We cannot observgsfeelin
thoughts, and intentions. We cannot observe the behaviors that took place at some previous
point in time” (pp. 340-341). According to Lofland and Lofland (1995), an in-depth
interview does not follow a rigid form in order to provide for free and open responses and is
designed to elicit rich, detailed information that can be analyzed.

The goal of most qualitative studies is to gather an authentic understanding of

experiences and open-ended interview questions seem to produce the best resdlthi®w
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goal. Patton (2002) suggests the purpose of asking open-ended interview questions is to
gather and comprehend the perspectives of other people without influencing theagspons
through pre-selected questions. For Fraenkel and Wallen (2000), the value in the open-ende
guestion is the individuality of the obtained responses. According to Silverman (1993), in a
typical open-ended interview, interviewees are asked to give their omitides of

particular activities. The most open-ended interview approach is the informalsatnweal
interview or unstructured interview (Patton, 2002). The purpose of this conversation type
interview is to let the interview wander with complete flexibility petimg most of the
guestions to develop in the context of the conversation. Unstructured does not mean
unfocused, however, and while the goal is to go with the flow, the interviewer esktitlg

the questions and can subtly redirect if the dialog wanders into obviously irrdiewrdaty.
Clearly, data gathered in such informal unstructured conversational imtemwié be

different for each interview and will have to be coded.

Silverman (1993) suggests a potential concern with unstructured interviews is that
while they are flexible and can provide for a more intense study of perceatidriselings,
their results often lack comparison to other open-ended interviews and thesaisatysre
difficult and time consuming than structured interviews. On the opposite pole from the
unstructured open-ended interview approach is the standardized interview appro&ch whic
requires careful preparation of each question prior to the interview (Patton, 2008a3be
for this attention to detail is to make certain that each interviewee is askexhtitesame
guestions in the exact same way. A combination of the informal conversationakintand
the standardized structured interview where a set of specifically dgudestions are asked

and responded to in the beginning and then the interviewer is free to explore othef areas
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interest at the end is highly effective. According to Patton (1990), the key to a gowbwnte
is good questioning and listening and the interviewer refraining from offering opinions
perceptions, or feelings.

These interview methods and used semi-structured open-ended in-depth interviews
(Saunders, Thornhill, & Lewis, 2007) were combined to make certain specific questians
covered to inform the study while providing for the thickest possible descripEank.
interview began with semi-structured, focused, and open-ended questions to formalan init
understanding of the teacher’s perspectives on the importance of relationsivgesnbibie
teacher and students (Merton, Fiske, & Kendall, 1990; Rubin & Rubin, 1995). Although each
interview began with a pre-determined set of questions, the design of eaclkemtesyi
recommended by Rubin and Rubin (1995), remained flexible, iterative, and continuous. In
what Schutt (2004) refers to as progressive focusing, interview questions may bechardi
additional questions developed to investigate emerging findings. Rubin and Rubin (1995)
assert it is important that “design remains flexible throughout the studydsegau have to
work out questions to examine new ideas and themes that emerge during the intépziews”
45).

Following a semi-structured open-ended in-depth interview process pérthite
interviewee and me as researcher the opportunities to expand and clanfyttarinterview
session. As cautioned by deMaris (2004), care was taken to avoid questions and question
stems that could generate rationalizations, causal explanations, oriewalu@uestions
were designed to invite sharing of specific examples and feelings. Whatrogirey resulted

in rationalizations, causal explanations, or evaluations, follow-up questions wedet@as
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redirect toward specificity. Asking follow-up questions permittedkigriclescription and a
more complete portrait of each participant.

Threats to validity and reliability were addressed by following a stalzed

interview protocol throughout. As Patton (2002) recommends, an interview guide was
prepared with a list of questions to be explored and suggested probes for follow up when
responses invited further examination. In this way, although the guide asstrsahtea
general information was gathered from each participant, | was@lde Hoepfl (1997)
suggests, remain “free to probe and explore within these predetermineg argais” (p. 1).
Using an interview guide helped to keep interviews focused and provided some skeletal
structure.

While each participant was offered the opportunity to meet at a convenieott site

their choosing for the interviews, each participant elected to conduct hisiotdmeiew in
my office. After each interview was recorded, it was transcribed andtebto the
interviewee to be reviewed for accuracy and revision if necessary. Aftactheacy was
checked, the completed transcripts were coded.

Research Questions and Initial Interview Questions.

1. What teacher and student behaviors do teachers perceive contribute most directly
to developing and maintaining positive and supportive teacher-student
relationships?

a. What is the importance of a teacher having positive supportive relationships
with his or her students?
b. What do you do to develop and maintain positive and supportive relationships

with your students?
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c. What do you do to develop and maintain a positive and supportive
relationship with a student who appears distant or resistant to positive
advances?

. To what extent do teachers perceive their interactions with students inflaence t

academic and behavioral success of students in their classrooms?

a. To what extent do your relationships with your students affect their learning
and academic performance in your classroom?

b. To what extent do your relationships with your students affect their behavior
in your classroom?

c. What do you do to maintain or build a positive and supportive relationship
with a student who displays behavior concerns?

How do teachers perceive their interactions with students influence trasnsst’

future academic and behavioral success?

a. To what extent do your relationships with your students affect their learning
and academic performance once they leave your classroom?

b. To what extent do your relationships with your students affect their behavior
once they leave your classroom?

How do teachers perceive school culture affects student behavior and academic

performance and achievement?

a. To what extent does the school culture affect student learning and academic
performance?

b. To what extent does the school culture affect student behavior in and out of

school?
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Document ReviewLincoln and Guba (1985) define documents as written or recorded
material not prepared for the evaluative purposes. The value of documents is the window
they provide for examining a setting or group of people that cannot be adequatedil or a
observed or noted in another way (Tellis, 1997). Guba and Lincoln (1981) suggest
documents can be either public or private. Public documents are created foramtbunt
purposes and can be collected from internal or external sources. External secbrds
newspaper archives, business reports and government documents can helpheeresearc
understand participants and compare persons or groups. Internal documents include such
artifacts as student transcripts, mission statements, grade cardarditatitest reports, and
policy manuals. Internal records help researchers understand personaumd gr
characteristics and assist in identifying strengths and concernsn®ettscuments are first-
person accounts and include diaries, portfolios, photographs, artwork, schedules, and much
more. These documents can help the researcher understand how people view the world and
what they want to communicate. Fetterman (1989) suggests attaining informatnon f
documents is the least intrusive data collection method and requires relaiivehain
cooperation from those within the setting.

Each study participant was asked to keep participant journals around specifptsr
to generate written documentation of their perceptions of how they rethtstudents and
how those relationships affect student learning and behavior. These journalsdestdiree

by line using the code book established, used, and refined during the interviewgtamscr
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Journal Prompts.

1. Reflect on the democratic process in your classroom.

a. How do you include student involvement and participation in the decision
making process regarding the development and refinement of rules and
procedures in your classroom?

b. What voice do students have in determining the direction of instruction or
learning activities in your classroom?

2. How do you balance building and maintaining positive and supportive
relationships with your students with the need to maximize learning and academi
performance in preparing for state assessments?

3. Discuss steps you took this week to create and maintain a positive learning
environment.

a. What verbal and/or non-verbal feedback did you receive from students and/or
parents to indicate the learning environment was positive?

4. Reflect on High Gains Instructional Strategies utilized this week iruictgin.

a. How were these strategies appropriate to promote engaged and positive
learning?

5. Reflect on Differentiated Instruction utilized this week.

a. What differentiation strategies did you include in you lesson design and how
did this differentiation affect student engagement and learning?

6. Reflect on any struggles encountered during the week in instructional delivery
a. How did you determine students were not learning as intended?

b. What adjustments did you make when encountering instructional struggles?
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7. Reflect on any issues of student misbehavior you encountered this week.
a. What factors could be identified as preceding the misbehavior?
b. What steps did you take or do you intend to take to address the problem in a
positive and supportive manner?

ObservationsAccording to Hoepfl (1997), the observation of participants in the
context of a natural setting is the classic form of data collection in givaifeeld research.
Observations are important because they provide opportunities to learn thingsitifapést
may not even be aware of or may be unwilling or unable to discuss in an interview.
Conducting observations leads to deeper understanding than interviews alone, because
observations permit windows through which the observer can study participargstinger
in the natural setting. Maxwell (2005) suggests observations allow the reseaditext and
insightful way to learn about behavior and the context in which the behavior occurs.
Silverman (1993) contends the purpose of any observational study is to gather first-hand
information about the “social processes in a ‘naturally occurring’ confpxt’l). Patton
(2002) adds:

The first-order purposes of observational data adesaribethe setting that was

observed, the activities that took place in that setting, the people who participated i

those activities, and the meanings of what was observed from the perspedtoseof t

observed. (p. 262)

According toHoepfl (1997), field research notes are “are running descriptions of
settings, people, activities, and sounds” (p. 1). Lofland (1971) suggests “the furelament
concrete task of the observer is the taking of field notes. ...this task is perhapstthe mos

important determinant of later bringing off a qualitative analysis. Fielesrmaiovide the
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observer'saison d’étre If [the observer] is not doing them, [the observer] might as well not
be in the setting” (p. 102). Patton (2002) maintains field notes must contain a description of
everything that has been observed and nothing should be omitted with the hope for later
recall. Field notes should be dated and should include the setting, the participarits, socia
interactions, and activities observed. Silverman (1993) insists when talking fies ihcte
critical to record descriptions rather than impressions. Patton (2002) splycsiates a
researcher’s field notes “should include the exact language used byppatsdo
communicate the flavor and meaning of “native” program language” (p. 289). Spradley
(1979) recommends researchers take four types of field notes: short notes matimatdhe
the field session; expanded notes made soon after each observation; a fieldworkqournal
record problems and ideas that present during the fieldwork; and a provisional rugandg re
of analysis and interpretation. As observations were conducted, concretedastane
recorded by capturing direct quotations and noting unembellished descriptions atiorera
between the teachers and their students.

Observations usually are guided by a structured protocol which helps assure that
observer is gathering important information that will inform the studyoAting to
Mahoney (1997), the protocol should prompt the observer to describe the setting, identify the
participants, describe the activity, document interactions between parts;ipad be alert to
unanticipated events that might require refocusing one or more evaluation quéstaydsr
to understand fully the complexities of cultural situations and take the retaléne
observed setting, the best method to capture data that can provide great depth and detail t
illustrate what happened and how it happened may be direct participation in and aoservati

of the phenomenon under study (Patton, 2002). Field notes were taken during classroom
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observations and during other opportunities such as in the hallways and at rebesses
these teachers interact with students. | strove to capture and record toightidesas |
observed the interactions that comprise the relationships between teachéusiams.sMost
field notes were typed the day of or the day after the observation but inedlltbasotes
were formalized within a week of the observed interaction. These obserates were
coded line by line using the code book established, used, and refined during the interview
and journal coding.
Data Analysis

Qualitative analysis typically considers individual cases and multiple ¢Ba¢ton,
2002). This study involved analyzing the data from five teacher participamésaging five
unique case study reports following qualitative data analysis procedural stiepoeesses.
A cross-case analysis was conducted examining the data from each pardicghant
comparing to the other participant data for common themes (Merriam, 1998; Yin, 2003).
Participant journals were examined using the narrative analysis procegghit® (1989),
the narrative permits the transformation of knowing into telling. Accordingase{(1995),
researchers who employ narrative analysis carry believe meamraglesthrough the telling
of stories. By telling their stories people “put shards of experiencengrgéd construct
identity, community, and tradition”.(p. 216). Riessman (1993) suggests storytelling is a
collaborative process with a teller who has something to share and a listenerelaas to
gather and emphasize. Polkinghorne (1995) suggests that narrative antigygdtenetudy
data and construct the data elements into an account of the story teller'sreceeri
Narrative analysis permits the researcher to consider the context as tine content of the

story. Narrative analysis seeks to understand why a storyteller told/asssoich a manner.
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Why the story was told and how it was told is critical to making meaning of the stor
elements. Participant observations and interviews were analyzed byyemg@Eaeneric
coding procedure.

The constant comparative method (CCM) was employed to analyze the data
generated in this stud@(aser & Strauss, 19684iles & Huberman, 1994; Strauss & Corbin,
1990). By comparing events and incidents against themselves and against prianddterm
categories, the qualitative researcher is able to determine themeasrib@ée data.
According toGlaser & Strauss (1968), there apeif stages of CCM: (a) comparing incidents
applicable to each category; (b) integrating categories and theirfpespéc) delimiting the
theory; and (d) writing the theory. In the first stage data items veargdered individually
and each item was placed in a category based on similarities to iteaty afr¢hat category.
Next, each item was compared to the properties defining the category. Thigdriestevere
fine tuned, combined as was reasonable and eliminated when irrelevant to make thre numbe
of categories more manageable. Lastly, themes were determined lecogsihe context
of each category. By following the constant comparative method, infermats analyzed
throughout the case study by unitizing and categorizing the data. Unitizationeidvol
reducing the interview transcripts into individual “units” of information thptesent single
ideas or thoughts. During the unitization process, units of data associated vgtrieatef
information were developed and through a process of organizing and re-orgdmezimgts
of data and categories, a final category scheme was devised that cbalkiakevant data
collected or reviewed.

Coding. The data analysis began by micro-analyzing each data point by grouping

words, phrases and events into categories of meaningful units (Lincoln & Guba, 18985). T
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permitted the generation of tentative categories that were latsedeas new themes were
discovered. Data collected through interviews, journals, and observations were arganize
onto a Microsoft Word table where it could be stored, merged, sorted, analyzeddadd|
worked to collect data beyond theoretical saturation to where no new daba wiicovered
that might provide a unique dimension or property. The final themes representedatenstr
associated with factors that affect the educational experiendes @facher and his or her
relationships with students.

Interviews were digitally recorded using an Olympus WS-400S Digital Voice
Recorder and were each transcribed verbatim by listening to a phrasemmygping that
phrase into a word document making note of every syllable, fragment, filleer séurtd
restart, as well as completed thought. While this was a very tedious processvitd
hearing every response multiple times to assure accuracy and helped cune lbery
familiar with each interview. Participants were then provided transcripkenfinterviews
for review and revision if needed to clarify participant positions. Of the five jpemits, one
participant elaborated on most areas when provided the opportunity to revise and a second
participant made a few clarifications. The three remaining partig@areed the transcripts
accurately represented their feelings and ideas. The additional data proviied\by
participants who edited their transcripts was entered into the word documents andnoted a
revision to keep separate from the original interview response but to still provide the
opportunity for coding. Through this immersion in the research and data analyassable
to hear the voices of these five teachers and understand their perceptions of how their
relationships with their students affect the academic and behavioral sattess students

while in their classrooms and in the future.
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Miles and Huberman (1994) discuss descriptive, interpretive and pattern codes. Eac
places more interpretation on the code than the previous one. | began by defining simple
descriptive codes which were then developed into interpretative codedinad &s |
became more familiar and knowledgeable of the data discovered in the siwmhe Aook
was developed with operationally defined themes based on the conceptual fraa@avork
research questions and the interview data was coded by marking excengprésented
similar information with the same short hand code. This coding process waslgimila
employed to analyze observation field notes and narrative analysis was tisdtewi
participant journals. Categories were identified during data analysise Tagegories
included: relationship; culture; engagement; classroom management, high gsaiitgtion;
and feedback. Repeating ideas were grouped under these categories.3napttoms
were complete and participants had the opportunity to review and revise, eagbwnieas
coded line by line in a Microsoft Word data table. The data was first examingidrior
predetermined categories and new categories were determined as Geedsdyere then
assigned within the categories to more precisely and accurately chaeaeteh specific
line of data. In coding line by line it became apparent that “feedbackinees accurately a
facet of “high quality instruction” and data coded as “engaging” alsatfiin other
categories. “Classroom management” ideas extended beyond the classrbertheme of
“behavior management” seemed more appropriate. These revisions resued in f
predominant themes—each with multiple interpretive codes.

Limitations. Perhaps the most apparent limitation was the proposed research site.
While case studies provide rich descriptions, this single site limitedutie t&t a unique

community with a fixed set of criteria. This limitation was addresseabgssing
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appropriate related literature and establishing and following a rigiccdb¢gtion protocol.
Another potential limitation was my personal involvement in the settingrfoipned a key
and continuous role in the school and therefore consciously kept myself awarebasasy
or influences | may have presented. Further, | consciously considered si®lppthat the
responses and behaviors in the interviews, observations, and participant joaynals m
influenced by the teachers’ relationships with me in a deliberate or unamaintvay. This
limitation was addressed through multiple data sources and through theargeexiew to
lessen the potential for bias.

Many factors affect a child’s levels of academic and behavioral ssigt¢he
classroom. This study only investigated the factors that the teachefloande. Factors—
such as the adopted curriculum, the design of the instructional day, class sizefdyome li
extracurricular peer involvement, socioeconomic status, race, culture, gemdi&ealth—
were considered beyond the grasp of the teacher’s influence. In terms of making
generalizations to a larger population, qualitative researchers do not dttegeperalize, as
such, but to specify. This means that any theoretical formulation applies to tHe speci
situation or circumstance under study but not to others (Strauss & Corbin, 1990). Asethis cas
study is designed to meet the three tenets of qualitative inquiry—describingstandeng,
and explaining—the results are believed to be generally applicable (8@). I% further
address the concerns of these limitations, specific measures were tatenddacathe
validly and reliability of this study. | also worked to ensure that the datswusorted
through triangulation and endeavored to maintain trustworthiness in conducting, analyzing

and presenting this research.
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Validity. Validity pertains to the congruence of the researcher’s claims to litg rea
those claims seek to represent. According to Joppe (2000), “Validity deésrmhether the
research truly measures that which it was intended to measure or how trutihésiefweh
results are” (p. 1). Validity is a concern in case study research due mbiglatevestigator
subjectivity. Maxwell (2005) contends validity is relative and must “besassiin
relationship to the purposes and circumstances of the research” (p. 105). Winter (2000)
concurs the concept of validity is not fixed but is “rather a contingent constrestaipably
grounded in the processes and intentions of particular research methodologies and projects
(p- 1). Validity pertains to the congruence of the researcher’s claims rteetlitg those
claims seek to represent. For Creswell and Miller (2000), validity is dietedrby the
researcher’s study design and procedures. Strauss and Corbin (1990), sugtesttthe |
can be used to validate case study research finding. Yin (1994) furthertsuggearchers
protect for validity by using multiple sources of data, establishing a chaundeinee, and
having drafts of the data reviewed by study subjects for accuracy. Appedpdedture was
referenced to validate the accuracy of the findings. Challenges of yalglie further
addressed by taking complete and careful interview and field notes and recorling an
reporting the data as completely and accurately as possible.

Reliability. Joppe (2000) defines reliability as, “The extent to which results are
consistent over time,” and suggests “if the results of a study can be regdathder a
similar methodology, then the research instrument is considered to be reliable™T{ps1)
definition is fitting for the qualitative domain where the instrument genertiandata is
consistent. In qualitative research, the researcher acts as a humsinegsent (Lincoln &

Guba, 1985; Patton, 2002). Healy and Perry (2000) argue that reliability of a qualitative
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study should be judged by its design. Kirk and Miller (1986) suggest relialalgupported
by a carefully designing, adhering to, and documenting the research procealigiey ®nd
reliability were protected for by properly and thoroughly following caiséysprotocol and
appropriate data collection methods. To establish reliability in qualitesearch the
researcher must establish trustworthiness. Seale (1999), assertgdtveofthiness of a
research report lies at the heart of issues conventionally discussed &g aatidieliability”
(p. 266). Triangulation can aid in testing and maximizing reliability for aitqtige study.
By using a consistent interview protocol, having all participants respond tontleg@arnal
prompts, and by comparing data from participant interviews, participant jourakds, f
observations, and existing literature, every attempt was made to provigédbility in this
study.

Triangulation. Triangulation is a process central to ensuring that the findings of
inquiry can be viewed as credible, valid, and reliable (Manning, 1997; Miles & Hubgrma
1994; Silverman, 1993; Patton, 1990). Triangulation is comparing different kinds of data and
different methods to see whether they collaborate (Silverman, 1993), and to redtsk ¢if
unintentional associations and systematic biases based on limited antuwes&search
methods (Maxwell, 2005). Patton (2002) suggests by using a combination of observations,
interviewing, and document analysis, the fieldworker is able to use differerdalates to
validate and cross-check findings. Mathison (1988) feels, “Triangulatiorrisaa as an
important methodological issue in naturalistic and qualitative approachesuatexahave
demanded attention to controlling bias and establishing valid propositions becausm#iadi

scientific techniques are incompatible with these alternate epistgiesiigp. 13).
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Triangulation also serves to reduce the risk of unintentional associations and
systematic biases (Maxwell, 2005). Inquiries that employ multiple methadslegsure that
different data forms are available as a means of corroboration thaisgive emergent
constructs and themes. Patton (2002) suggests combining observations, interviews, and
document analysis permits the researcher to use various data sources t® fuadichais. In
this study, multiple sources for data collection—interview transcriptscipamnt observation
notes, and participant journals—were used to strengthen the validity of the fjrdings
reduce any known or unknown limitations, and to reduce the possibility that the findings
would be affected by any known and unknown biases.

TrustworthinessIn both quantitative and qualitative research, rigor is a concern.
Research procedures must ensure that credibility, dependability, confitynabid
transferability are demonstrated (Lincoln & Guba, 1985; Skrtic, 1985). Accordifidigua
components were addressed as the data was analyzed. First, this stradly rmatdressed
credibility through multiple interviews, frequent observations, and participant journal and
other document analysis serving to triangulate the data. The particigemetslso asked to
review the findings and perform member checks—the step Lincoln and Guba (@88ilec
“the most crucial technique for establishing credibility” (p. 314). Eacthtzagas asked to
ascertain the extent to which the results accurately represent him Grduhhility was
established by utilizing the constant comparative method and by intentiseekiyng data
points to disprove emerging categories and theories.

Credibility. Erlandson, Harris, Skipper, and Allen (1993) define credibility as the
“degree of confidence in the ‘truth’ that the findings of a particular inquive lhar the

subject with which—and context within which—the inquiry is carried out” (p. 29). In this

138



inquiry, credibility was achieved through prolonged engagement, persistent dbserva
triangulation, member checks and peer debriefing (Erlandson et al., 1993; LinGalba&
1985).Prolonged engagement ensures that sufficient time has been spent by thgaitoresti
in settings of interest and with participants that a rapport and trust has lzdsistesd. It
also enables the researcher to assess the possibility of receivinfiprmsition and lessens
the possibility of distortions in interpretation (Lincoln & Guba; 1985; Manning, 1997,
Rodwell & Byers, 1997). Prolonged engagement was achieved as |, asetirehies, served
as principal of the elementary school that employed the teachers whosdionsraith
students served as the focus of this inquiry. Accordingly, ongoing opportunities were
available to observe and patrticipate in inclusive elementary school expsraamt to
interact with the teachers and the students associated with each teacher.

Persistent observation allows the inquirer to examine in depth and overtime the scope
of the data as it is acquired and interpreted (Lincoln & Guba, 1985). Prolonged engagement
and persistent observation are therefore integrally related processg&istent observation
allows the most relevant characteristics and elements of a caseettutyte be discovered.
In this investigation, multiple interviews were conducted to inquire about the school
experiences of the participating teachers to generate an understanding ofithéons and
events that ultimately influence the nature of interactions with studentsevVibe rof
multiple journal entries associated with the participating teachers praadeddepth view
of relationships with students over time. Further, | engaged in ongoing @&flectd
dialogue about the interactions and relationships with students with the teachgn®ia as
principal of the elementary school where the teachers are employed and thessiusle

enrolled.
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Lincoln & Guba (1995) describe peer debriefing as “a process of exposirgfdoes
a disinterested peer in a manner paralleling an analytical session dmel forpose of
exploring aspects of the inquiry that might otherwise remain only implidiimihe
inquirer's mind” (p. 308)A peer debriefer is an outside party who engages in discussions
and who poses questions that may help the researcher: (a) become awars,of biase
perspectives and assumptions, (b) heighten sensitivity to their posture towanaddata a
analysis test, and (c) defend emergent hypotheses (Lincoln & Guba, 1985). SabiLixt (
suggests this process is the employment of a “devil’s advocate.” Inutig atdoctoral
candidate in the field of education studying through a different university wagezhga a
peer debriefer to review the data in an effort to reduce bias and strendttewy, wehich
might have potentially been influenced by my strong feelings regarding thigosi
treatment of students by teachers in my role as principal. This individualibadipect
classroom experience with elementary students and a record of resehapchjact work
relative to teacher-student relationships. This debriefer reviewerdhtiseripts of the
interviews, the participant journal entries, and the observation field notes andecedshe
coding and themes assigned to the data. The peer debriefer agreed with theddbetifies
and made several recommendations for rewording to clarify or strengteitiates.
Interactions with this peer debriefer occurred through all phases of thisyinquir

Narrative accuracy checks are a subtype of a process called mendienglaad
were employed in this study. Lincoln and Guba (1985) suggest that narrative chetheng is
most critical procedure for establishing credibility This process involNesgthe
individuals who patrticipate in the interview to review a written transcriptioheof t

interviews and to confirm that the transcript content accurately repredeattshey said, and
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also depicts what they meant to say. Interviewees are requested to medc didstions,
changes, or additions either directly on the transcript or in a direct coneenadt the
researcher. Accordingly, while an interviewee may find the content afti®iew to be
accurate, he or she may feel that his or her own words did not convey the meaningl intende
and can further explain or expand the respdNaerative accuracy checks were used for all
interviews conducted in this study.
Dependability According to Erlandson et al. (1993), a study is dependable if, when
“replicated with the same or similar respondents (subjects) in the sanmai(ar)ontext,
its findings would be repeated” (p. 33). Lincoln and Guba (1985) suggest dependability is
sometimes assessed through an audit of a study that employs ethnograpbiaresoce
Erlandson et al. (1993) call this a “dependability audit” which involves an accounting of the
research process through research logs. An auditor confirms that thmassertl
guotations in the case study report can be directly traced back to original, aawldat
auditor also reviews the researcher’s journal reflections and/or methodblogitaconfirm
the appropriateness of the study design and procedures. The same peer dewiefdisted
to perform a dependability audit on the research process (Lincoln & Guba, 1985).
Confirmability. Erlandson et al. (1993) define confirmability as “the degree to which
its findings are the product of the focus of its inquiry and not of the biases of ¢haecres™
(p- 34). As with dependability, Lincoln and Guba (1985) suggest the confirmabiéty of
study can be assessed through an ethnographic audit where interpretatianmschsions
are evaluated. Erlandson et al. (1993) call this a “confirmability audit.udyss
confirmable if facts and conclusions can be traced to their sources and thgdifudiow a

logical path. To address comfirmability and dependability, an audit trahifimvestigation
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was created to ensure that an audit can be conducted. The peer debriefer parfiormed
inquiry audit on the data and findings to examine the process and the product of tloh resea
and performed a content analysis of the field notes, interview trass@iqmt document
analysis (Lincoln & Guba, 1985). Holsti (1969) describes content analysengstethnique
for making inferences by objectively and systematically identifypegied characteristics
of messages” (p. 14). Representative data was selected to senet &ewk2001) refers to
as “telling cases” (p. 295) and that, as Mitchell (1984) describes,shibv/ how general
regularities exist precisely when specific contextual circumstaare taken account of” (p.
239). These were specific and revealing yet typical examples of tesiadent relationships
and interactions between the teacher and his or her students. A peer debsefatisted to
perform and inquiry audit on the analyzed data and conclusions. This debriefer pdréarm
analysis of the content of all interview transcripts, participant journalsylasetvation notes.
To further provide for comfirmability representative data was se&lg¢oteerve as “telling
cases” that were specific, revealing, and typical examples of tesicitkent relationships
and interactions.

Transferability. Transferability is defined by Erlandson et al. (1993) as “the extent to
which its findings can be applied in other contexts or with other respondents” (p. 31).
Transferability relates directly to the quality of the methodology falbwhroughout the
study (Lincoln & Guba, 1985). Transferability is realized through thicklygriesd,
sufficient, and precise detail to ensure that the readers are able to detérenilegree to
which the findings can be applied to their own situations (Erlandson et al., 1993; Ll&ncoln
Guba, 1985; Patton, 1990). The design of this study strove to provide a “thick description” of

observed teacher-student interactions (Geertz, 1973), and the transferatiistfdy was
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addressed through purposive sampling procedures and the preparation of casthatudies
provide thick, descriptively rich narrative. Lincoln & Guba (1985) suggest that thves
strategies allow the reader to determine the degree to which theuzhséredings and
interpretation may apply to other settings. By taking detailed notes in a purposafmpled
case, this case is reported in a manner that provides for readers to viasethathin the
lens of their own experiences. Accordingly, the test of transferability oesthe readers who
must compare details of the case study to their own backgrounds. By thicklyuhestre
data, readers will further be able to judge the analysis as confirmabésdddle, and

credible to them.
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CHAPTER 4

RESULTS AND DISCUSSION

In my role as a school administrator responsible for evaluating public schooémiddl
school and elementary school teachers regarding pedagogy and téadbetisteractions, |
have supervised many teachers who had positive and supportive relationships witls stude
and others who seemed unable or unwilling to take the necessary steps to form armd mainta
positive and supportive relationships with the students they instructed. In myeexpethe
students who enjoyed positive and supportive relationships with their teachers elhieve
higher levels and had fewer behavior problems then these same students did ketis teac
with whom they did not enjoy such positive and supportive relationships. In evaluating the
professional literature, many studies were found that looked at the teacheit-stude
relationship and the affect on learning and behavior but a gap was found in theréiterat
exploring teacher perceptions of how they feel their relationships with ssudéaence
their students’ academic and behavioral success.

The purpose of this ethnomethodological exploratory descriptive case study
supported through the lenses of narratology and portraiture was to investigate antuohders
the relationships between small town elementary grade teachers anduttextsand how
those relationships affect the academic performance and the behavitrasdfdhose
students. Five elementary classroom teachers were purposefultlgddiem a staff of
twenty classroom teachers with the specific criterion that they had besidered

exceptional in their relationships with their students according to the distatier
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evaluation instrument. The school served approximately 500 students, was comprised
predominately of Caucasian middle-income students, and was located in asmall t
approximately 45 miles from a large Midwest metropolitan city. Thesédesvere typical
in that they were all Caucasian females as were 19 of the 20 classroomsteatte
building. They were unique in their teacher-student relationship rating eptoswcal on the
district teacher evaluation instrument. | served as principal for this sg¢hong this study.

Data for each case was collected over approximately two months fronolagener
2010 through early February 2011. Semi-structured, open-ended, in-depth interviews wer
conducted with each participant and transcripts were provided back to each partocipa
permit participant clarification and additional explanation if the particifedinber position
needed clarification. Two to three classroom observations were conducted of gz
participants where care was taken to observe for and note dialog and intetaetioeen the
teacher and the students. Each participant also completed and submitted journals around
specific prompts regarding to their perceptions of how their relationships witlstheéents
influence their students’ behavior and academic achievement. Each parjoipaat was
coded through a narrative analysis process and the interview transcriptssaneation field
notes of each participant were analyzed using a generic coding process.

The resulting data informed five individual case studies that were lateracralyzed
by examining the information from each participant case and comparingtofehe other
cases to determine common themes. In addition to asking each participant to review
interview transcripts and provide clarification, a peer debriefer wasgexdgo review the
data to reduce the potential for bias and to strengthen validity by reviewimgeheew

transcripts, the participant journal entries, the observation field notes, agkassoding
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and resulting themes. This debriefer performed a dependability auditibyiray the
research process followed and an inquiry audit on the analyzed data and conclusions.
Presentation of Data by Resear ch Question

The data presented in this chapter is organized thematically according to #aeh of
research questions posed in chapter one of this study. The specific questiariertinahis
study are:

1. What teacher and student behaviors do teachers perceive contribute mogt directl
to developing and maintaining positive and supportive teacher-student
relationships?

2. To what extent do teachers perceive their interactions with students infthence
academic and behavioral success of students in their classrooms?

3. How do teachers perceive their interactions with students influence trasnsst’
future academic and behavioral success?

4. How do teachers perceive school culture affects student behavior and academic
performance and achievement?

For each discovered theme, the codes used to arrive at the theme are discusseedialrsl
and requiring many reads and categorical revisions, this process permittietbthe be
revealed in such a manner that concepts were logically organized. Thesawalysi
accomplished partly by including vignettes from interviews and narrativessared in
journal responses. These vignettes and revelations from observationsl asgstsenting
portraits of the five study participants. Within each section, participant dataigcussed in
order of participant. Each teacher was referred to as Participant 1, 2, 3, 4, arfd 5. Eac

research question was addressed first by considering participant regpansaview
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guestions. Secondly, data from participant journals informed related lesgestions.

Lastly, the relative research questions were supported through observation datkng the
data, some questions were informed by a larger quantity of data than otheveeviister
provided the bulk of the data for each of the research questions. Participant journals
contributed data mostly to questions land 2. Observations primarily supported participant
responses regarding questions 1 and 2 and to a lesser degree contributed to question 4.
Interview and participant journal data will be addressed together in question artlee. S
observations can be presented as coherent units the data derived from themraezlprese
separately and analyzed chronologically by participant.

Participant interviews and journals.

Question 1: What teacher and student behaviors do teachers perceive lootdri
most directly to developing and maintaining positive and supportive teachetestu
relationships?A significant theme identified was “relationship.” The relationshipveen
teacher and students was defined as a formalized interpersonal assbeiai®en an
authority figure and a subordinate who interact on nearly a day to day basen(kb&.,
2002; Bartlett, 2005). The interpretive codes that lead to the determination of thésvileeen
“caring,” “personal knowledge,” and “empowerment.” For Noddings (2005), efeecti
teaching is based on caring, trusting, and respectful relationships betudamnsiand their
teachers. Effective teachers interact with students in such a way thatuldents are aware
that they care about their learning and about them as people. A cariranstigtiis defined
by acts that bring out the best in students through listening, gentleness, ulidegsta
knowledge of students as individuals, warmth and encouragement, and an overall love for

children (Senge, 1990; Thayer-Bacon and Bacon, 1996; Stronge, 2002; Knestrict, 2005;
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Leitdo & Waugh, 2007; Wolk, 2007). According to Strong (2002), teachers show they care
through listening, gentleness, understanding, knowledge of students as individcraks, wa
and encouragement, and an overall love for children. Shields (2004) attests fasteache
have strong relationships with students they must understand and accept their lived
experiences. A teacher who has personal knowledge of his or her students geiea gtepe
to get to know students’ interests, backgrounds, strengths, and struggles individuakg and ti
that knowledge into the day to day relationship (Giroux, 1996; Gutierrez & Rogoff, 2003).
Shields (2004) suggests children must be empowered to participate in their owrglaachin
to take responsibility for their own learning, An empowered student is provided oppestuni
to develop the ability, confidence, and motivation to succeed behaviorally and azabemi
(Freire, 1970; Cummins, 1986; Horton, 1990; Apple, 1993; Mosher et al., 1994; Gutmann,
1995; Checkley, 2003; Shields, 2004).

Another significant theme was “culture.” Deal and Peterson (1990) delifiaire: as
the “deep patterns of values, beliefs, and traditions that have formed over the €ourse o
history” (p. 7). The teacher and students and classroom are part of larger legstémg
within the school building with a set of norms and ways of working, thinking, talking,
valuing, and behaving that are shaped around a particular combination of values,dreliefs
feelings. The teacher and students each have conscious and non-conscious wayshaitbeing t
they bring to the classroom that influence behaviors and expectations (\J/a82r
Goodlad, 1976; Schein, 1985, 1992; Goodwyn & Findlay, 2002, Osher & Fleischman, 2005;
Rooney, 2005). The interpretive codes that lead to the determination of culturerasea th
were “cultural knowledge,” “culture of achievement,” “high expectatioriearn,” and “high

expectations to behave.” To have cultural knowledge is to be aware of the individiggtst
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cultures (Vygotsky, 1978; Giroux, 1996; Gutierrez & Rogoff, 2003; Cardwell & Flanaga
2004; “Culture and children,” 2010) and to be culturally competent (Walker et al., 1985;
Osher and Osher, 1995; Chamberlain, 2005; Martin and Vaughn, 2007). Cultural knowledge
is what the teacher knows about student culture that allows the teacher to fectkecef
instructional decisions. By being knowledgeable of and responsive to culturate@dwan
tap in to this knowledge to maximize learning opportunities for all students (\\lker
1985; Osher & Osher 1995). A culture of achievement is characterized luimstrithat is
challenging where students feel comfortable asking questions and studestpexnted to do
their best (Brophy, 1987b; Smey-Richman, 1989; Shouse, 1996; Weiss & Pasley, 2004;
Garcia-Reid et al., 2005). Having high expectations for students to learn is ggaartte
teacher having the belief that students can demonstrate high academicraehtgBorba,
1989; Barr & Parrett, 1995; Deal & Peterson, 1999; Nieto, 2000; Danielson, 2002).
Similarly, high expectations to behave are based on a teacher believirtgdieatscan
demonstrate acceptable behavior (Shalaway, 1989; Wang, Haertel & Walberg, 4933; B
Parrett, 1995).

Participant 1.When asked directly what she feels is the importance of having
positive supportive relationships with her students, Participant 1 suggested:

First you have... you have to give them the respect that they need to starocéf bef

you’re gonna get it from them... um... and every morning | always start off by...

um... greeting my kids at the door whether they come in by five | always say good

morning to each and every one of them to start out the morning... um... good, on a

good note, even if they had a bad day the day before just to wipe it clean and let them,

let them start over... let them know that | care.

149



In her journal, Participant 1 wrote about her quest to provide a supportive and positive
classroom culture by providing her students a democratic voice:
We make our classroom rules together as a class. These are not decidbd firsl t
day of school. We make a class constitution and all of the students agree to follow the
rules and sign the rules. These are posted all throughout the year. As theegeam,g
if we find that we need to add a rule to our classroom rule postings we can just add i
This teacher also journaled about the need to avoid negativity when developing and
supporting positive supportive relationships:
All students need to have the opportunity to be praised. Instead of criticizing what a
student is doing wrong, | think it is important to find a student doing what they should
be doing and showing the student what it looks like. If a student feels like they are
always in trouble and not making good choices they are not going to form that
relationship they need with their teacher to have a good learning experiehee in t
classroom.
Caring relationships in her classroom also extend from student to student. Tgdhilssiee
shared:
My students are learning to help each other out in the classroom and how to take care
of themselves in different situations. They have started clapping for eachvbirer
someone earns a [school coupon]. They are even telling me when and why they think
someone deserves a [school coupon].
Participant 1 also looks to extend these positive supportive relationships beyond the

classroom. Accordingly, she wrote:
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| send home a daily communication log with all of my students. It just gives rag a w
to stay in touch with the parents and for them to stay in touch with me. For those
students needing a boost of confidence | write a good quick note home to their parent
on their log.

Participant 2.When asked about her feeling of the importance of a teacher having
positive and supportive relationships with his or her students, Participant 2 replied that
having such relationships is:

...the most important thing that goes on at school. That's the basis for evenything, i

they don’t have a positive relationship with you they don’t want to come to school,

they don’t want to try, they don’t want to learn, they have a bad attitude, that kind of
sets the stage for everything else that's gonna happen at school.
To develop and maintain a caring relationship with her students, Participane@ alaear
process for developing personal and cultural knowledge by getting to know her stodent
them know she cares:

First | try to get to know them, ask them questions, see what they like, I... | joke

around a lot with them, um...make them feel comfortable, let them get to know me,

don't just like put up that shield and... you know... show them that I'm human and

l... I want to get to know them, that that's why | want to be at school every day. Ge

to know them personally and to do that... um... one thing | do, we do weekend news

every Monday we write what we did over the weekend and then that can lead to
qguestions that | can bring up later with them and something like, “Oh yeah, she knew,

she knew that, she cared enough to remember to ask me about it,” and then that’s
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good conversation starters too. They share a lot. Like their parents mightmdo wa
know that | know everything that | do.
In her participant journal, Participant 2 wrote about her perception of the impoofance
student voice in determining classroom rules and procedures and setting aofuiighe
behavior expectations:
On the first day of school | read a story callége Monster at Schadlt’s about a boy
who doesn’t know the rules and acts like a monster. Once he learns the rules, he starts
acting like everyone else. After we read the story, we talked about whedagtant
to know. Then | had students share ideas and thoughts on what procedures and rules
were important to know in our classroom. After we had our chart paper filled up, we
divided them between being respectful, being responsible, and being safedy alre
knew in my head what procedures | wanted to teach, but the students came up with
even more ideas and got to feel like it was all their idea.
Along with getting to know her students, to provide for personal connection and academic
success, Participant 2 also considers the individual needs of her students when planning
instruction and establishing a culture of achievement. Considering how indizethali
planning helps to engage her students in a culture of achievement, she wrote:
Reading Workshop allows for differentiation and for higher student engagement
because students are reading books at their independent reading levdll, yet st
working on the comprehension skills and strategies that we learned as a wésle cla
If a student who is reading [below] grade level is required to read a book written for
middle of the year [current] graders, they aren’t going to be able to denterisaa

knowledge of cause and effect relationships because they didn’t understanddke wor
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in the book when reading. If they get a book on their level, they will be able to read it,
show the skills—or if they still need help—and develop confidence as a reader. The
same goes for students who are reading at a [higher] grade level. $réhiyced to
read a [current] grade level book, they might not be as engaged, and definitely not as
challenged and pushed toward their potential.
Participant 3.When asked for her perception of the importance of having positive

and supportive teacher-student relationships, Participant 3 explained her fesbugs a

accentuating the positive to achieve desired behavioral outcomes:
| believe always to reward positive behavior, that’'s my big thing is rewardveosit
behavior and the kids. | have classroom cash. | have a row or a group of honor
depending on how large it gets... um... | give my kids, they get warnings for doing
things they know they’re not supposed to and if they get less than two warnings for
the whole week they get to be in the group of honor... um... that has been a big thing,
everybody wants to be in the group of honor, so... um... I've always... | meet them
at the door, high five, hand shake or hug... um... at the end of the day | do the same,
| try to acknowledge everybody in the room, you know, with everything.

Participant 3 also indicated that she shows her students she cares bygé&ttmg them on

a personal basis. Explaining the personal and cultural knowledge she has wdémissthe

related a couple of vignettes:
| try to find... um... positive things or maybe things we have in common, things | can
talk to them about, like | have some boys in my room that are really into football... s
that makes a big conversation, you know we can talk about football... Some of my

boys were kind of off, you know, like, “Well, | don’t want to do this, I'm too cool for
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school,” kind of thing but I think, it's taken a while but we’ve kind of gotten some
common ground and they, | think they're really a lot better than they were... and
they, they come in and tell me things, you know, “Well | have football practice,”
“I have this,” and it's something, if they know that | understand something that
they're doing and | talk to them about it, it makes them feel, “Oh, she resdly.ta
Sharing a story of an individual student, this teacher continued:
...and then if I have a kid that’s... um... like | have one student that’s really... um...
his home life’s not so hot so, you know, he said something about, “Well, | don’t know
if 'm gonna have a Christmas tree,” you know, well, | said, “If you waxnt gan
take ours home for the holidays,” you know, that kind of stuff, just making, doing
anything to make their life here at school more positive. And that is the mainghing
listening, you know, even though you have twenty-five kids trying to talk to you all at
once you have to try to at least acknowledge, you know, everybody and that’s what |
try to do.
Journaling about the procedures she follows to empower her students to share them voices
her classroom, Participant 3 wrote, “I have class meetings to getrjeiron what they feel
is important in the classroom. | [also] have class jobs so that the students help tbhanake
classroom run smoother.” This teacher also encourages her students to $teaderaction
academic activities take. “The students can share with me how theptaglan activity...
They help me to determine if the way | am presenting the information is ok forothié we
need to do something different.” This teacher also shows she cares about hes’student
success by sharing her personal stories. In her participant journal she‘valotays try to

make them understand that it is ok if you don’t understand something right away.willen |
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bring up times in my childhood when | struggled to understand something. They keally li
these stories.”
Participant 4.In sharing her perception of the importance of having a positive
supportive relation with her students, Participant 4 responded:
If you have a positive relationship with them or they trust you and they'regvtib
work for you, they're willing to try and they're willing to put in effort. If you dion
have a relationship with them, they’re not gonna care, they don’t, they have no reason
to impress you, the kids are, that you have a relationship want to impress you, want to
do their best, want to show you how good they can do. If they don’t care about you
and they don’t want to be around you they don't care.
Speaking to how she promotes a positive caring relationship by developing personal and
cultural knowledge of her students, Participant 4 added:
| try to do as much one on one things and find what their interests are to where | can,
when I'm giving problems in the classroom or giving examples of things, | can use
sentences... um... like | have a lot of boys in my class that are into footballpbca
football related things just to grab their attention and that just shows thendthat |
recognize that they're in football and recognize that their interests tiniatnterests
are; | have a lot of girls that are interested in horses... so I'm able &atera lot of
things with that and sports, and some of my kids are very artistic so we try to draw
things and just kind of shows them that we do things that they are interested in just to

keep them, keep the relationship going.
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In her journal, Participant 4 shared how she works to build and maintain positive and
supportive relationships with her students by empowering them to assist in deyelogi
reviewing class expectations. Accordingly, she wrote:
At the beginning of the year the class and | make a classroom expectatentipeats
we follow throughout the school year. | always title the poster with the word
expectations rather than rules or procedures because the students vewmiéetsng
to work towards and not as something that is refraining them from doing things; they
feel as though they have more freedom. We frequently make additions to our
expectations as the students grow academically as well as maturéntubtlng year.
| prompt the students with questions regarding how they think things will work best
revolving around different activities.
In addition to helping determine class expectations, Participant 4 also journaleti@bout
she empowers her students to share their voice in academic decision making:
Centers are introduced a few weeks into school and the students voice their opinion
on how they feel centers should look and sound like throughout the allowed time. By
[this] grade a large majority of the students know how the classroom should work and
what decisions they should be making, so they are able to express and show by
modeling what they need to do in the classroom to be able to learn and allow others to
learn.
Sharing evidence of the academic and behavioral influence resulting fromittive of high
expectations she holds for her students, Participant 4 wrote about parental canfighati

regularly receives:
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| have a very open line of communication with my parents. | received a few £-malil
written notes, as well as phone calls from parents this week abdebleurExpress
unit. The parents expressed their excitement for our unit and asked if they could help
in any way. | had one parent that let me know about how happy she was that her son
was receiving punches for his behavior because in the past years tbasklpthad
gone down with his teacher toward the end of the fall and she was happy that he was
still showing me effort and working for me.

Empowering her students to own their learning and showing caring concern fauttesss,

this teacher regularly plans differentiated opportunities. Discussing hewdaonks in her

class, she wrote:
While working on our United States region project, students researched to their
ability and found a determined amount of facts based on their reading level. | also
allowed the students to do different projects, all of which met a different learning
style. The [gifted education] students were extremely excited to beoateleearch
and find information at their own pace and ability level. The students that are easily
overwhelmed by a large amount of information found the differentiation very helpful
and were very willing to research the required information and did not gt easi
frustrated with the task. | modified our research form for the students thittchee
additional assistance in looking for information and allowed for more fill in the blank
information on their project. When students are given a task at their abiktythey
are willing to reach their expectations and go above and beyond what is required of

them to do.
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Participant 5.Regarding her perception of the importance of a positive supportive

relationship with her students, Participant 5 stated:
| think that you have to have a positive relationship in order for the kids to want to
learn and want to come to school and be in your classroom. If you don’t have a
positive relationship it's gonna turn them off | think.

To develop and maintain a positive caring relationship with her students, Particgizared

the importance of listening to her students to develop personal and cultural knowledge:
| listen to, you know, they always have stories that they want to tell you when they
come in the morning so I'll listen to their stories and talk about just personal things
that they have, if they’re having a personal issue or something, you know,
somebody’s picking on em then we talk about it, | try to pull all the kids involved out
and talk to them about it and discuss ways that they can improve whatever the
problem is.

In her participant journal Participant 5 echoed her interview response asoséabout the

importance of listening to her students and showing that she genuinely cares:
| try to take time to listen to student’s stories they can’t wait to telllrike to show
them that | do care and | am interested. | want the students to know thatrthieysta
me, and show them that | trust them as well. Showing the students that | respect them
helps them to respect me as well. Learning would be at a minimum without the trust
and respect needed.

Additionally, Participant 5 strives to empower her students and provide for studentrvoic

her classroom. Describing the process of determining class rules,abe wr
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At the beginning of the school year, we establish the rules together. | askdbets
what they think should be included in the rules, write down their suggestions, and
then we combine and look at the suggestions that are similar and rewrite them to
include everyone’s. As the school year progresses, we often have to have clas
meetings to revisit our rules and procedures. The students are passed a ball, and only
the person with the ball may talk. This is where we have discussions about what is not
working with our procedures. The students give suggestions on how we can make
things run smoother in the class and | take those suggestions into consideration. This
gives me a chance to see where | might need to improve in my daily olassro
management too.

Promoting a culture of achievement with high expectations for learning, dlotsetestressed

that while she is available and willing to help, the students are held accountabérfomn

learning:
Students are always welcome to come to me for help on academics. | dlsentell
that | won't just give them the answer, but | will guide them into finding theecor
answers as well. Many times, students just feel like giving up when somgstiagi
for them, but | try to build up their self-esteem by guiding them in the righttidinec
and letting them figure it out independently. This is a challenge for many students
but I think it has to be done in order for them to fully understand the concepts being
taught.

Again discussing the importance of listening to her students and being availdlgmto t

beyond academic support, Participant 5 added:
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In showing students they can trust me | have often told them that they can talk to me
in private to work out any problems that may arise. | have several girls whsdo t
and | think it helps them to know that | care. If | didn’t offer this to some students

they would be so focused on their personal problems, that they would not absorb any

of the information and tools they need to be successful.

Question 2: To what extent do teachers perceive their interactions stiidents
influence the academic and behavioral success of students in their agss?As with
Question 1, the significant themes were “relationship” and “culture.’iffiteepretive codes
that supported the “relationship” theme were again “caring,” “personal kdge|” and
“empowerment.” The interpretive codes that supported the theme of “cultare”again
“cultural knowledge,” “culture of achievement,” “high expectations to |&éamg “high
expectations to behave.”

A third theme for this question was “behavior management.” In the literature,
classroom management, behavior management and classroom discipline atatedens
often used interchangeably (Jones, 1987a; Danielson, 2002). In collecting dais $tudy
it became clear that the teacher participants felt classroom manmdgedsnded into all
facets of the school. Accordingly, for this study the management of student basavior
referred to as “behavior management.” Many definitions of “classroomgaarent”,

“behavior management” and “classroom discipline” were provided in thatiiter (Doyle,

1986; Brophy, 1988; Marzano, 2003). Duke’s 1979 definition best fits this study. According

to Duke (1979), classroom management is “the provisions and procedures necessary to

establish and maintain an environment in which instruction and learning can occuty. (p. Xi

The interpretive codes supporting this theme were “discipline policiesyatos and
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recognition,” and “consequences.” Discipline policies are rules reggstiident conduct
within the classroom or school (Jones, 1987a; Danielson, 2002). Rewards and recognitions
can be tangible or intangible and result from positive behavior (Shalaway, 1989;
VanOverwalle & DeMetsenaere, 1990; Marzano et al., 2001; Sornson, 2001). Consequences
are defined as a negative response for inappropriate behavior coming fronidaéRag
and Funk, 1995) and are intended redirect negative behaviors and assist students in making
better decisions in the future (Mendler, 1992; Purkey & Strahan, 2002).

A fourth theme of “high quality instruction” was also identified in the data infogm
this question. High quality instruction is rigorous, is aligned with contentiatds, and uses
instructional strategies to meet the academic needs of all studentsartagbtarzano et al.,
2001; Weiss & Pasley, 2004). Interpretive codes that lead to the determinatiantbéthe
were “teacher effectiveness,” “differentiated instruction,” arftettive feedback.” An
effective teacher makes wise choices about the most effectivectitstal strategies to
employ, designs instruction to facilitate student learning, and maket\effase of
classroom management techniques (Good & Brophy, 2000; Marzano et al., 2001e,Strong
2002; Marzano, 2003; Larrivee, 2005; Stronge & Hindman, 2006). Teachers who
differentiate instruction follow a systematic approach to planning ingirufcir
academically diverse learners and modify the instructional content, procehs;tpand
environment so that students who learn best in different ways are instructed in atim@nne
maximizes learning (Lezotte, 1992; Barr & Parrett, 1995; Stronge, 2002a&%ew et al.,
2005). For feedback to be effective it must always be supportive, diagnostic, andatimestr
and must provide an explanation of what is correct and what is not correct and how to make

improvement (Hattie, 1992; Lezotte & Pepperl, 1999; Danielson, 2002; Stronge, 2002;
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Brookhart, 2008). Emberger (2002) describes effective feedback as informatistutteants
receive from their teacher about their performance so that they mayctadeta correct and
to guide them in attaining their goals.
Participant 1.When asked how she perceives that her relationships with her students
affect their learning, Participant 1 stressed the importance of ekstala caring
environment for them to succeed:
If they don’t feel welcome they are not going to learn what they need to letray If
don’t feel a part of my class, or my family, or my community, they might néonoer
to the best of their ability. | think a lot has to do with...um... your tone too, your tone
that, “This is my teacher voice...| mean it"...um...tone.
Regarding her relationship with her students and the impact on student behavicacties te
spoke about the importance of consistent expectations and predictable responses and how
that supports a culture of high expectations for behavior:
They know...they know what | expect and so they know that if they don’t follow
what I’'m asking them to do that they are going to have their bear down arat¢hey
going to have to have to go to the safe seat and if they’re not okay there...you
know... there are things that they have to follow and if they don't...they know what's
gonna happen next.
In her journal Participant 1 shared an example of how she positively impactsrtivegea
environment to provide for a culture of high learning:
In the mornings sometimes the students can get a little jittery on fet.cathen |

observe this, | always stop my instruction and do something to get them back on
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track. These can be anything from deep breathing breaks, songs to sing artd,dance
or just stretching exercises.
This teacher also considers the ability levels of each of her studentspharshtor
differentiation and individualized instruction. “Every student is put into a diffepentp
based on their reading skills according to my [screening] testing. Eaghigrdwectly
working with me on specific skills they need to work on.”
Participant 2.Participant 2 also stressed the importance of establishing a culture of
achievement where students feel safe and cared for and know what to expett.ifivilei
have that positive relationship,” she explained, “they’ll...they’ll be motivaiddarn, they’ll
want to try... they want to please you.” Additionally, considering the personaliétndat
knowledge she had developed, this teacher suggested:
Since | know them and try to get to know them and they know me that they know that
they aren’t gonna get away with anything... they want to do what'’s best @y i
know that I'm not going to scream at them if they do make a bad choice for a day or
something but we can practice making good choices together and... and they can feel
safe enough that if they try something... you know... and they don’t make a good
choice that they're not gonna be... excluded. ... it's a partnership and so if it's a
partnership then they’'re gonna try and they’ll, they’ll work harder on those, making
better choices.
Journaling about building and maintaining positive and supportive relationships with
students, Participant 2 drew a direct connection between building and maintaining those
relationships and academic success. Specifically, she wrote, “I think thhaiye to build

and maintain positive and supportive relationships in order to maximize learning and
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academic performance. For me, the focus is on those relationships first¢uasiig)

specific ways to build and maintain such relationships, this teacher journaled abaatrizpl

and prioritizing time as she develops personal and cultural knowledge of her students:
One way to make sure the time is balanced [between instruction] withoutifgggett
about the importance of positive relationships with the students is to use any extra
time—during morning work/time before the bell rings, recess, lunch line, demiss
time—to really work on relationships. | ask students questions and talk to them. Once
you show them that you care and want to get to know them, most students are pretty
easy to relate to and eager to have a positive relationship back with you. Others
require more work and effort to show them that you care and are there for them.
These are the ones that sometimes turn out to be the most rewarding. If you use this
time explicitly on these types of activities, then you can focus more onnaicade
performance during communication arts time because the relationshipt besrgf
built and the students/teacher can work together to maximize the learning during
learning time.

Participant 2 also stressed the use of high gains instructional strategfiesstional

technology, and engaging the home in an academic partnership to promote academic and

behavioral success as she plans her instruction. Writing about one week of eféectingr

practices in particular, she shared:
We used graphic organizers—non-linguistic representation—while doing caase-eff
relationships this week. One way that these graphic organizers promoted esgagem
and positive learning was because they were done with technology on the [weeracti

White] Board. We also had math homework on our regular Tuesday and Thursday
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nights. | think this promotes positive learning because it shows that practicing our

money skills in math is so important and valued that it needs to be practiced at home.

It also allows for a partnership with parents/guardians between what wedcwoal

and what the students are practicing at home.

This teacher also journaled about the importance of empowering her students to have
ownership in the learning process and differentiate their own learning:

Students in my classroom do take learning activities in new directions sasekor

example, they can ask questions or want to look up information on the internet that

goes along with what we’re learning but not what | had planned. By allowing student
to do go deeper into a topic or to expand on the required standards gives students
ownership to their learning.

Participant 3.Speaking about maintaining of a culture of high behavioral
expectations where students feel safe and are empowered to perform at lsgitnieugh
positive recognition, Participant 3 said:

| go back to always rewarding positive behavior... I've had some parents say, “You

know they love that you have this thing going on because it's rewarding théne for

way they’re, you know, acting and they really work, and they try to, you know, do
their best to stay there’ .l think they try really hard, they really try hard, and | think

it makes them feel safe in the classroom and the environment makes thekefeel li

they’re going to, you know, they’re gonna get rewarded if they do the good $ob, it’

not like, “Well, you know, she never notices when | do something good,” or, “She

never says anything to me when | do something good.”
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This teacher also stresses the importance of providing consistent effeetiback when
recognizing and addressing inappropriate behavior choices:
There’s still some that struggle, can’t make the good choices... [I betipakso
calling them out on things that they shouldn’t do, you know, | mean, I, | totally
believe... | do call them out... their parents may not, they let them get away with
whatever and I, | call them out on it every time and | know it's hard and itlg,rea
the first month of school’s pretty tough but | keep doing it and | think they get used to
it and they know, they know, “Oh, she’s gonna, you know, do that to me,” or, “She’s
gonna...,” and that's been another issue, they, I'm consistent | guess, andn stay
them, you know, “Unuh, that’s not the way you act, you're not gonna do that,” they
know, they know. And then, we’ve had some tears cause they're like, “Oh, but |
forgot.” “Oh, I'm sorry, maybe next time, you know, it'll be, you'll remembé’s
tough.
Writing about how she interacts with her students to affect their acadeachioehavioral
successes, Participant 3 stated, “| make learning as fun as possibl¢éEVBEHN
REWARDING THOSE WHO ARE DOING GOOD!"” Further, this teacheoter about the
high expectations for learning that she has for her students and the importamc dihg
appropriate behavior:
| always have high expectations for what my students are doing. This includes
behavior and academics. | have lots of reward systems. This is helping wiitivee pos
learning environment because | am rewarding the good behavior and not always
picking on the bad behavior. The students realize that they need to do what they are

supposed to do to get the rewards.

166



This teacher also shared in her journal how she uses high gains instructioegiestratd
instructional technology to differentiate instruction and provide for succesaeedsed
engagement for all students:

This week | had the students work in partners as they worked imnesfor Kids |

think that it is good for all kids to work together and learn in a different way. They

also get so see how others see things. We also learned the elements of a story by

using a graphic artistic activity. | use my [Interactive White] Boarchemge the way

| am teaching. This allows students a different way to learn. | try to ma&éhsd |

am changing the way | teach often. This also adds some interest to le@dh@ng.

students enjoy school more.
Participant 3 also moves through her class showing her students she cares about thei
learning checking for understanding. In her journal she shared, “I congarghpund the
room to check comprehension. | also give small assessments along the veaiy tmsed to
reteach or can go on.” Writing about behavior struggles, this teacher wrasbehdviors
can be small or large. They could be arguing with another student, they could throw
something, talking inappropriately, just being rude, talking back to me, etpdthigsizing
about what may cause this misbehavior and considering the personal and culturad¢g@owle
she had developed, Participant 3 pondered, perhaps “the student gets frustrated about
something and does not know how to handle the frustration. They may have something going
on at home or at school that | don’t know about.” Regardless of the reason for the
misbehavior, she wrote:

| always remove them from the frustration and allow them to calm down. Then | talk

to them about why this happened. | try to talk to them about how they could handle
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that situation differently. Then if there is a situation that is taking pleatd tannot
talk to them about, | will send them to the counselor. | just want them to know that it
is not ok to act this way at school and we talk about what would happen in life if they
acted this way.
Participant 4.For Participant 4, a culture of achievement defines her relationship
with her students. To this regard she stated, “My kids want to show off what they kaow, a
willing to do whatever just to get their grades, they want the good gradesvahejo show
me that they know the information.” When discussing students who were initsibjarg to
this teacher’s invitation to participate in a culture of achievement, titbée talked about
reaching beyond the classroom:
Last year | had a couple of students that would be with me for a little bit and then go
completely away from me, didn’t want to have anything to do with me, and llgctua
went back and built the relationship through the parents and the parents ...um... kind
of built it up at home and then when they’d come we were able to talk about the same
things that were being talked about at home, so | built the relationship up at home
before | was able to fully get them at school, and by the end of the yegdastwas
able to see a big difference of, after I've done more with the family thersthegd
to become... have a better relationship with me.
Writing in her journal about balancing positive supportive relationships with a caoftbigh
expectations, Participant 4 asserted:
How you present information is one of the most important things in building the
positive relationship; students don’t want to sit and answer [state assgssment

guestions all day but they are willing to do hands on activities revolving aroured [stat
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assessment] questions. If you are able to have them active and interestedireyhat
are doing, you will have the positive relationship with them.

This teacher also feels that sharing her personal experiences withdetstshows she

cares and helps maintain a positive relationship and a culture of high expschat

academic and behavior. She shared:
With the demand of preparing students for state assessments, the studestl/get ea
frustrated and shut down quickly. | notice more students shutting down in the spring
rather than the fall so after Christmas break | try to have many classreetimgs
about how important effort is with everything we do in life. | try to share someyof
own experiences so that they know that | have had many of the same frusastions
them.

Writing about her belief in empowering students by giving them voice in determining

academic direction and differentiating their learning while maimgiai culture of high

expectations for learning, Participant 4 journaled about her process:
Students have opportunities to determine activities within the given instruction. As a
class we learned about the regions of the United States and followed up this
classroom instruction with a research project. The students were abteosedhe
region they would like to find more information about as well as how they would like
to present their information. The students took great ownership in this project because
they felt as though they had control of what they were doing. When the students are
able to have choice and make their own decisions they are more willing to put in
effort towards whatever they are working on. Towards the end of the year the

students will take on more responsibility of what they are learning. We wiluad a
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on Scientists and they will choose what scientist they would like to research, what
they would like to research about that person as well as how to present the
information. | will still have requirements that need to be met such as writing
[learning objectives], reading [learning objectives], and science [leaohijegtives]
but the students will have the opportunity to control their level of learning about their
scientist.
Participant 5.When asked how she feels her relationships with her students affect
their learning and academic performance, Participant 5 stated:
| think that has a lot to do with, with their performance in the classroom because if, if
they want, if there’s some, if the role model in the classroom wants them to do well
and expresses that in a caring way then | think that they’re more apt to want to do
well for them.
Provided the opportunity to review the interview transcript, Participant 5 added to this
response stressing the importance of positive reinforcement in providinguiure of
achievement in her classroom. “Students need positive reinforcement,” telde ‘sthether
they are the highest student in the class or the lowest. If | never praiset $or a job
well done, it would be a very chaotic environment.” She then shared a personal vignette to
illustrate the effect of positive reinforcement:
From personal experience, | remember how good it felt for my teachesge pre
doing well on something, and it made me want to work even harder. | will never
forget my second grade teacher telling the class that another studemteredhe

best behaved students during one of our holiday parties. I still remember &gty cle

170



how good that made me feel, and made me want to keep up the good work. I think the
same goes for students now.
This teacher also added a written statement to her interview responssidigthe
importance of recognizing and rewarding positive behavior choices. Describingnbow s
rewards good behavior and accomplishments she explained:
| also reward the students on a job well done. For example, when the class as a whole
gets a compliment from another teacher, they receive a handful of manbbesth@
marble jar is filled up, we will celebrate by having a movie or a game. $desat
Reading goals each quarter, and for those students who meet their goal, plzaee a
party or an ice cream party where just those students and | can spend a heteking
period talking.
This teacher also spoke of the importance of a highly structured agenda innmmgjraa
environment that supports a culture of high academic and behavioral expectations:
I've noticed that if | have too much down time or something like that then the
behaviors kind of get out of hand and then, then the talking starts and that kind of
thing so | always have to make sure that we have a set schedule that wairg giic
and not a lot of down time for them to start talking so that way we all stay on the
same page and the behaviors don’t get out of hand.
Participant 5 also empowers her students to have a voice in determining acdidection
when possible. To this goal, she journaled:
The students get some choice in learning activities. We do many activities wi

partners, and | will allow the students to choose their partners. We try to do as many
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hands-on activities as possible. The students seem to enjoy these hands-@sactivit
and learn from them.
Further, this teacher discussed how the effective teaching practice of Hedpistgdents set
goals and how providing materials at students’ instructional levels difiziestheir
learning and reinforces a culture of high expectations for learning and erspEiugents for
academic success. Journaling about her reading program, she wrote:
The students set reading goals at the beginning of each quarter, andnktteheir
goal by the end of the quarter, they get a reward. They must choose a reading level
based on their test results that they must stay within. This ensures that thessitelent
reading books on a level they should be able to understand. Therefore, there is a wide
variety of reading going on in the classroom and the students get very excited about
reading. It also pushes those students who don't “like” to read. Some of my lower-
level readers were going to great lengths and working really hardebtheir goals.
It really helped to boost their confidence in themselves as well. It didn’t teettram
that they were learning to be better readers in a boring way. It made #lem fe
successful and that they could do it for themselves.
Writing about behavior expectations and how the relationships she has with her students
affects their behavior choices, Participant 5 stated:
When discipline needs to be used, I try to follow the [building] procedure and our
Citizenship program as well. The students in my class do a pretty good job with thi
and | very rarely have any students who have to go as far as the Focus Room. The
students know that my main focus is to teach them what they need to know in order to

move on to the [next] grade.
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Writing further about how she strives to provide a caring culture while maintdirghg
behavior and academic expectations, this teacher shared the following vignette
With one student in particular, | noticed that he was starting to act silly and be the
class clown. | could also tell that he was getting frustrated with his wethjsais
what he normally does in this situation. He would get out of his seat, play with his
pencils, turn around, and whisper to his neighbors. | simply walked over to the
student, put my hand on his shoulder, and quietly asked him if he needed help on his
work. After helping him, I let him work independently for a while. When he got
frustrated again, | asked him to go to the safe seat so that he could calm down and
compose himself, and | told him that as soon as he showed me how he should sit in
the safe seat, | would help him on his assignment again.
Question 3: How do teachers perceive their interactions with studaritsence
their students’ future academic and behavioral succegs?with Question 1, the significant
theme was “relationship.” “Caring” and “empowerment” were the supparitegpretive
codes. The “culture” theme was also evident and was again supported by thetim¢erpre
codes of a “culture of achievement”, “high expectations to learn”, and “hightexipes to
behave.” As this question asked the teacher participants to consider how themsbkips
with their students influenced those students’ future behavior and learning, treeaedur
grade levels of these teachers played a factor in their responses. igippats had taught
more than one year and had former students to reflect on. Two participantgjdieged or
tenure, had former students to reflect on who had completed the elementary school
experience. Some lived in the community and had knowledge of former students outside of

the school setting and others lived outside the school community. A less prevalentidem
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“behavior management,” which was again supported through the interpretive code of the

building “discipline procedures.”
Participant 1.When asked how she feels the relationships she has had with students

affects their academic and behavioral performance when the leave heyartadRarticipant

1 shared the following vignette regarding the carryover from her high expastéir

behavior and the caring culture of her classroom:
| had... my first year of teaching... um... [student] moved in mid-year... and um... it
was really, really a struggle and he... behavior wise we had big issues buthence [t
next year] rolled around and he got a new teacher | was his best bud and so to this
day...like out at recess he came up and just gave me a hug and said... um... you
know, “I had... | had a good day today...” and just to get to talk to him or... um...
and he used to get to come down to my room but now he’s to the point where he can’t
be trusted to walk down there anymore... He’s different with me then he is with his
teacher.

Similarly, reflecting on a student she recommended for grade retentipridhgear and is

repeating the grade with a different teacher, Participant 1 reported howstitledimwn to

her:
This year one of my [students] that repeat...is repeating the grade...ks.cofhis
teacher] will let him come down to me and he will read me their paper decodable
books and last year was not even... was not even possible for him to be able to do
that.
Participant 2.Participant 2 stated that she feels the culture of achievement and high

academic and behavior expectations in her classroom “sets the stagetftmeytre going
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to do in [the next] grade.” This teacher shared several stories of studamsgeto share
their accomplishments:

There’s kids that come back, “Look at this book I'm reading,” or show me their

[reading] test...they’ll bring back to show so hopefully that’'s making them work even

harder cause, “Oh, | want to go show [teacher],” so that | think affects Trtesre’s

so many that still come back every morning and every afternoon to talk to me but

like, “I'm gonna talk to your teacher and see if you had a good day,” so they know

that I'm still checking on them and hopefully they don't... they, they want to impress
me... you know... that, “Oh, I'm in [the next] grade, I'm still, | still have good
behavior.” And it's kind of surprising some of the ones that come back
everyday...some that | didn’t realize, like [student], you know, you...moved or
whatever he did in the middle of the year, he comes and talks to me almost every
single day and he was only with me half the year...so that meant a lot tHatdestil

him every day.

Participant 3.Reflecting on the development and maintenance of her students’
personal values supported through the caring and empowering culture frormtaeir her
classroom, Participant 3 stated:

| think that... um... hopefully they’re a better person when they leave my room, |

would hope... um... | would hope that it would make them a stronger student just

because they had a good relationship with me. I've had parents write notésd’ve
kids come visit... um... I've had even, | had a [parent of a former student] and her

daughter went to middle school and she wrote me a note and saying how she thought
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my class helped her daughter in middle school... some days you think, “Oh my word,
why am | here?” but most days it's a rewarding job... it is.
Regarding former students sent to her room from other rooms for behavior tinaes qais
of the building discipline plan, this teacher talked about seeing this time as an opypootuni
remind students of what they learned together and to reinforce expectations:
They don't like to come to the buddy room in my classroom, from a future grade,
they, they always look at me because | look at them, “Why are you in here?” and
they're just, they know what my expectations of them were and that | am still
thinking that they should be acting that way... um... | think they’re gonna think about
it, a lot of teachers will send them to me and | might have a talk with them, &véhy
you in here? What's going on?”
To further illustrate how her caring relationships with students and her high behavior
expectations influences future choices, this teacher shared the followingezignet
There was one girl in a [next] grade class and | had a talk with her... um... her
teacher just mentioned that she was doing some things and so | had a talk with her
and | said, “Now you know what we went through last year and how you’re supposed
to act,” and, you know, she straightened up, | see her every once in a while in my safe
seat, she comes a lot, but, or she did, and now | see her every once in a while so it’s
helped, so | think that just having those high expectations and... um... them knowing
that you're gonna support them even if they do something wrong... um... that you're
gonna still say, “No, you know that that’s not right,” you know, “we need to have you

acting better and you know, you can act better, | know you can,” that kind of thing,
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and maybe even having confidence in them, saying, “I have conf...,” | say this all t

time to my kids, “I have confidence in you, why can’t you?”

Participant 4.Participant 4 reported evidence of the positive affect the caring
relationships she formed with her students and high academic expectations had oarthem fr
their regular visits to talk and to share with her their successes:

| have a lot of my kids [from] last year come and show projects that they'veikene |

the leaf art... some of my kids that really struggled with spelling lasthseee

brought me their spelling tests that they’ve got 100% on and they want to show me

that they’re doing well; they want to show me that they're getting gcatkegr
Behaviorally, this teacher also talked about evidence of the influence haciime with
students had on their future behavior choices and feelings about their behavior:

I've had a couple of [former students]; a couple of their teachers sent them back to

my buddy room, and they feel very, | want to say, embarrassed, cause they don’'t want

me to see them doing wrong things once they’re in [the next] grade, and | see the
same thing if | send some, one of my kids down to [a prior] grade, they don’t want to
come back to my classroom because they know that they're expect, you know, that |
expect them to do a lot more then what they’re doing to get themselves into the buddy

room, and so it seems like they’re calmed down by the time that they get tmmy r

because they know what the expectations are; they’'ve had a year with me and I've

seen that it's made, or if | see them in line, I'm able to just say their anththey,

you know, do what their supposed to do rather than whatever they were doing.
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Participant 4 also perceives her relationships have influenced former sthgestiowing she
cares and has high expectations by the way they respond when she encounters them in public
Specifically, she stated:
If they see me out at Wal-Mart they come and tell me all about their schoahda
[former student] especially, when | see him around, he wants to tell me all dt®out [t
gifted program] because | was the one that got or submitted him to tieel [gif
program].
Participant 5.Participant 5 discussed how she views the time students spend learning
in her classroom as developmental academically and behaviorally and sloagitgdsisits
from former students in support of her perception:
| think that they get used to that nine months of having me as a teacher and then they
go [on] and, and hopefully they, they’'ll follow that same expectations that they did
for me when they go on to [future grades]... | still have several kids that come back
and see me and, you know, I'll see em out and about in the community and they're
always coming up and give me a hug and stuff like that.
Reporting that she felt hopeful about having a positive influence on her studentghiises
teacher stated, “I hope that | am able to teach them the values of the classib@ytcarry
out into, you know, when they leave the school.” Regarding the culture of high dxpesta
she said she shares her expectations for her students with her students as shes ¢éhgmowe
to practice appropriate behavior beyond her classroom:
| tell them too and, you know, if, | don’t want to hear about bullying, or, you know, if
there’s an issue with bullying or picking on somebody, | said, “I don’t want to hear

about it happening after school hours either because it started here and we’re gonna
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end it here and if | hear of it, you know, otherwise then we’re gonna have to take care

of the problem in another way,” so | just keep encouraging them to make good

choices outside of school too.

Question 4: How do teachers perceive school culture affects student hahand
academic performance and achievememtzignificant theme addressing this question was
“culture,” with interpretive codes of “culture of achievement,” “high exgigens to learn,”
and “high expectations to behave.” “Behavior management” was a common thenrgyin ma
responses and the dominant interpretive code was “discipline policies.” The dfiem
“relationships” was also present and was supported by interpretive codesing™@and
“empowerment.” To aid the reader in understanding Participant response$ cadmesw
of the two facets of the school’s discipline program is provided. First, the school has a
building wide discipline policy designed to create a consistent, supervise@nsaonment
in order to teach and protect students. When a student is having difficulty followihga sc
expectation, he or she may be asked to go to a safe seat where they can sit and think about
making good choices. If the student is not able to be in the classroom, he or she mkag be as
to go to a buddy room or focus room. Secondly, the school also recently developed a school-
wide behavior expectations matrix to teach students the expected behaviorhoalll sc
related areas. As a component of this program students who are observed following the
expectations are given school coupons which can be entered into weekly drawings or banked
toward earning a class or school privilege.

Participant 1.When asked how she feels school culture affects the student learning,
Participant 1 shared that she feels school-wide celebrations and recogsiiadntisie a

culture or achievement that supports high expectations for learning and goo@behavi
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Specifically regarding academic support, she stated, “The [staterassgsselebrations are
fun... I know [students] do look forward to...you know...getting to go up there and be
recognized in front of everybody.” Behaviorally, this teacher faéls [the weekly Mascot]
Achiever is huge for them to be picked and...you know...they clap for their, for their friends
that get picked and say, “Yeah, | did see them... They...they've been, they haveheihad t
bear down all week.” Further, Participant 1 stated she feels the school-wide behavior
expectations matrix is:
good because everybody—people have different expectations in different part of the
building and not all of our expect, expectations are the same so by creating that
matrix...you know... the music teacher [is] able to follow the same discipline that
l...you know...we have the same rules for hall way if we see somebody...you
know...turned around walking the hall way they should be able to correct that
behavior...um...and people not feel like their toes are being stepped on.
In her participant journal, this teacher shared an example of how she typiealihaeschool
discipline program. Regarding a particular issue with a particular studentyctee
He didn’t want to follow directions. He was testing the waters to see whaulte ¢
get away with. | followed [the discipline] process. This child didn’t follow my
direction | gave. He was given 1 warning. The behavior still existed, so he hatl to pul
his bear down and go to the safe seat. In the safe seat he still wasn’t okay so | took
him to our buddy room. He was okay in the buddy room, and eventually made it back
to his regular seat in the classroom. This child later showed me he could follow

directions so he received a [school coupon].
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Participant 2.For Participant 2, academic artifacts displayed throughout the building
convey a culture of high expectations for learning. In her response she stated:

Everything hanging in the hallways...so no matter where we go we can $etheyD

did this in this grade or in this grade, and oh | can’t wait till | can do sometkeng li

that,” so then they might be like, “Well I, | need to try harder on my sentences so

when I'm in [the next] grade | can write stories like this,” you know...jushges|

the, all the different stuff that [other] kids can do.
Participant 2 also sees the school-wide behavior expectations matrixoathattpromotes a
culture of high expectations for behaving. This teacher explained that having sat@ol-w
behavior expectations empowers students because they know that “it's the sacie ithe
expectations are the same, consistent with everyone.” Putting herself in tienpuisa
student, she shared:

If it was me, if it was me as a student | would, | would feel a lot better, | wiounkl t

it was more fair like, “Why did they get all the attention or...now since we In@get

in place I, everyone knows I'm following the rules.”
Additionally, this teacher talked about reviewing the procedural steps of #ssfabm”
component of the behavior expectations matrix with her students to promote a cultgte of hi
expectations for behavior and academics and provide an awareness and rationale for the
consequences imposed for inappropriate behavior:

We talk about it ... “Don’t take learning opportunities away from other people when

you shout out or when you answer a question when it's not your turn and stuff, but

that takes away opportunities for other people, just like that’'s why you havedo go t
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the safe seat or buddy room because it's taking away from the rest ofsthe. da if

you talk about it then | think they realize that.

In her journal, Participant 2 also wrote about the importance of school and classraoe cul
and the need to revisit school and classroom norms during key times of year:

This was the first week back from a two week Christmas break... Studentsredye ti

but also excited to see everyone again. Their routines were entirely diffeeznt

break so getting back into the swing of things [was needed]. | went back over all our

procedures and routines on the first day back. We [reviewed] the behavior matrix and

[went] over specific things that are required in the classroom, hallwayteriafe

playground, and specials classes. We're still going through those and practenyng e

day.

Participant 3.Like the first two teachers, Participant 3 saw the school-wide behavior
expectations matrix as establishing a culture of high expectations for bgRavch then
provides for a culture of learning:

| think that...um...if the whole school culture is expecting them to be on good

behavior... I think is wonderful...um... because they need to know, okay, for every

student in this building this is how you are supposed to behave, this is how you're
supposed to act and | think eventually the behavior gettiog...under control is
gonna help academics big time... this is how you act here, this is how you write
things, this is how you, | mean, just saying, “This is what you do,” ...it's justighi
what is expected of you and | think eventually that's gonna affect theiemozs—

they're gonna know, “Well yeah, I'm safe here. | know that I'm not gonhaway
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with this. I'm gonna try my hardest,” ... actually get down to business and temtkrs
that school’s very important.
Participant 4.Participant 4 discussed how she feels extracurricular activities such as
clubs support a culture of achievement.
| have a lot of [students] in my room for Science Club; | don’t teach ScidobedGt
they use my room so that they can use my [Interactive White] Board with other rooms
around them and so the [students] that | had last year, they love coming in there after
school because they get to see me outside of the school setting... it doesn’t seem that
they’re there for academic things and just having those after school thingdpgst he
build your relationship with them just, or even seeing them outside of school out on
the playground with the [other] graders, it just gets them all kind of one community.
This teacher further suggested clubs and other extracurricular actiki@sstudents that
teachers care and “the students begin to feel more at home and safe at school.cascbe
fun and geared to their interests. When students feel safe and at home tikeyyaetry
their hardest and meet academic expectations.” Participant 4 also festhabéwide
behavior expectations matrix supports a culture of high behavior standards and $tated i
helped the school form into more of a learning community. Students that feel thatehey
part of a community feel important and want to show what they are learning.’e@blser
also reported by having high expectations:
[Students] trust you more and respect you more that you're holding up to those
expectations, that their not able to just, “Okay, she’s gonna say this but I'm stil
gonna be able to do whatever | want,” and it builds your relationship up more because

they know exactly what you want of them and exactly what the expectatens

183



Participant 4 also suggested she feels there is community transfer of theepmagitire of

the school. “I think it's carrying over into the community,” she stated, “cthesere not

being amazing here and then going out and having issues outside of school.”
Participant 5.Participant 5 spoke to multiple school practices as supporting a culture

of high academic learning and positive behavior:
With our “Character Pledge” that we do every morning, you know, they know that
those are our expectations of the building... “Student of the Week,” and all those
types of things. | think that it's something that they look forward to being alole t
and they know that they have to live up to those expectations in order to do that...
and having the celebrations for [state] testing and things, you know, just ineentive
incentives to do well in the classroom.

This teacher also reported that she feels the school discipline program sappdiise of

high expectations for behavior which empowers students and provides enhanced

opportunities for high achievement:
If a student is acting out in the classroom, you know, get em out of the classroom if, if
we have to so that it doesn’'t impede other students’ learning, and | think that’s a big
thing because if one student is in your classroom messing up the whole environment
of your classroom, it's gonna negatively affect the other kids, so I think holding them
accountable for doing a good job behaviorally is gonna help not only them but the
rest of the students as well. ...1 just think that they know what is expected here and,
you know, practicing that throughout the day is giving them the expectations that the
know here so again hopefully, you know, when they leave school that those same

values are instilled in them when they leave the building.
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Participant observations.

As previously stated, data from participant observations primarily addresse
guestions 1 and 2 and to a lesser degree addressed question 4:

1. What teacher and student behaviors do teachers perceive contribute most directly
to developing and maintaining positive and supportive teacher-student
relationships?

2. To what extent do teachers perceive their interactions with students infthence
academic and behavioral success of students in their classrooms?

4. How do teachers perceive school culture affects student behavior and academic
performance and achievement?

To provide for the field observations to be read and understood as coherent units the
observation data is presented and analyzed chronologically by particigefourAdf the
previously identified themes were found in the analysis of the observation dataefresof
“High Quality Instruction” was very evident and was supported by the intepi@des of
“teacher effectiveness,” “differentiated instruction,” and “effecfeedback.” “Behavior
Management” was also a clearly observed theme and the supporting interqudégevere
“discipline policies,” “rewards and recognition,” and “consequences.” Raationship”
theme included the interpretive comes of “caring,” “empowerment,” anddpaf
knowledge,” and the theme of “Culture” was interpreted by the “culture ofweechient,”

“high expectations to learn,” and “high expectations to behave” codes.

Participant 1 Visiting Participant 1's classroom it was evident that this teacher

effectively plans high quality instructions for student success. As she leagdmg a

communication arts lesson about letter sounds she displayed letter cardstwids @t
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mouths and asked the students what made each sound different. She called students by name
and after they responded she dignified their efforts by restating teponges. When a
student was not accurate, she asked follow-up questions to provide for success. She then
covered the letters with sticky notes and asked students what sounds the mouth\perire
saying. After discussing each mouth shape she revealed the letter andebstex as a
class by giving a cheer. When inappropriate student behavior was noticedp&ari. used
student names in her redirects. Her tone was calm but her intent was clealir@atece
students followed her instructions. In discussing this with her, she shared sltledfeels
manner in which she redirects her students showed them she cares and has higioespect
for their behavior. Students who were observed being redirected seemed to quicklioretur
positive active participation. Behavior redirects noted during this observationeaicl(a)
[Student Name], I'm gonna ask you one more time- sit up please; (b) If you kreoseit r
your hand; (c) You don’t have to make the sound right now; (d) [Student Name], | need you
to move your chair back to your regular seat because you aren't listgghiihgaw- do you
need any help?; (e) [Student Name]doesn't like that- | can tell he dogshie asked you to
stop; (g) [Student Name], that’s very unsafe- thanks; and (h) Five seconds to be pockets
your chair.

In a math lesson Participant 1 demonstrated how she engages in high quality planning
by providing for active student involvement. Specifically, she asked studentssioewn
their partners ears the number that comes after 13. She then led the diasalip counting
bear shapes to 10. She then asked her students to extend their thinking and demonstrated a
culture of high expectations for learning as she asked her students to think how many mo

were needed to get to 14. Participant 1 also demonstrated instructional desigeiubati
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high gains instructional strategies. Specifically, in the observed leseg®hded for
students to classify examples and non-examples on a t-chart. Instruction ardlardisgn
and differences is considered high quality teaching by the school district and aihggh ga
instructional strategy (Marzano et al., 2001). Participant 1 drew a t-chart easel pad and
labeled the first column with a happy face and the second column with a frown face. She
called a student to draw out a card and to place it under the happy face if areaocmgile
of the number “14” and under the frown face if a non-example. Each student wasltfmnke
participating. When determined to be a non-example this teacher asked the $tudents
explain why. A graphic organizer was provided and each student was askeddernteane
addition problem by drawing circles. She monitored students and gave specifickeaslba
they worked on their tasks to assess informally their understanding. Asrtiséyedi she sat
with each student and talked through the modeled problem and then had students self-
evaluate their effort on an effort rubric. This demonstrated care for ¢a@nhg and
reinforced the culture of achievement in her classroom.

Upon entering Participant 1's classroom to observe a skills instruction period a
student from a neighboring classroom was sitting in the class safe seeip#&ari served
as a buddy teacher for this student’s classroom. The building discipline procetludtesnc
the use of buddy rooms if homeroom safe seats are ineffective in redirectingvéobe
Participant 1 was reading a Dr, Seuss book to her students who were seated around her on the
floor. She stopped at strategic places and asked recall and application questions and
connected story element to classroom. During this discussion a student returmeddonhe
from visiting with an adult mentor and loudly and excitedly relayed what he had been doing

with his mentor. The teacher paused, permitted him to share out, recognized bra@&xcit
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and told him, “That sounds like so much fun. Why don’t you sit and join us now.” This was a
clear demonstration of a caring positive teacher-student relationship. Whstarthevas
finished students were directed to return to their seats where they listedfrwordbe story
on the bands of a paper “Cat in the Hat” hat graphic organizer. Noted redirectstdisin
observation were instructional and redirected the behavior while preservirgssi®om
culture of achievement and high expectations for behavior and academicsh{a)n@ed
you out please [to student who scooted under easel]; (b) Oh, I'm gonna waiawd &h
eyes on me...and ears; (c) Stop and look- find the adult in charge; (d) [Student name], you
need to stop making noises; (e) Stop and look- | can’t have 23 of my students talking to me a
once- we can't do that.

Participant 2.In a classroom observation Participant 2 was facilitating a
communication arts activity where her students were comparing and contfesgsmgnd
toads on a Venn diagram. As similarities and differences is a high gains insilict
strategy, this was an example of effective lesson planning (MarzanoZ&t(dl), As an
anticipatory set the students were asked to complete the Venn diagram based bayhat t
already knew about frogs and toads and what they thought they knew. Students were
permitted to choose places around the room to work on this task. In visiting with the teacher
she shared that she tries “to create a learning environment where stadesééd and
comfortable to try their best.” This demonstrated caring, empowerment, aitdra of
achievement. As students worked on their Venn diagrams Participant 2 maneuverdd throug
the room informally assessing and checking on student progress. Studentsewaeliecicted
to return to their seats and their attention was directed to the Interactite Bdhrd where

the teacher displayed information about frogs and toads. As they read the iiciortimat
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teacher called on students to identify facts and to underline them on the board. They were
then asked to check and edit their Venn Diagrams for accuracy as the teachetecbaple
Venn diagram on the board. Generating and testing hypotheses is also a high gains
instructional strategy and is an indicator of high quality instruction (Maretab, 2001).
The teacher did make a mistake and entered a fact on the incorrect side of hed Meden
diagram and a few students noticed, raised their hands and asked her why thetfdctree
She told the class, “Ooops, | made a mistake, let me correct that for yuosidéimonstrated
high academic expectations and caring as it showed her students that it s Dleket
mistakes while learning but it is important to recognize errors and to ttreec when you
do. Behavior redirects were subtle and succinct: (a) Go put your hat in your dubkgep
it on your wrist; (c¢) Put that away; and (d) Pass that up to me.

During a math lesson students were asked to use a thermometer to measure
temperature and to organize that data on a bar graph. Participant 2 engaged misristude
first asking questions to activate prior knowledge about temperature and grapieing. S
dignified all student responses and from the responses she asked follow-up gt@stions
clarify and further develop the overview of understanding. She then directed sttidetibn
to the Interactive White Board where she called on students to read the dispidyeutit
guestions and answer the posted questions. She asked the students to engage in strategic
thinking to explain the mental process of determining each answer. When a studaredppe
to struggle while formulating an answer this teacher used wait time and tinéredithe
student’s response, thanked the student for answering, and remarked, “That whs a toug
one.” Further demonstrating high quality teaching and an effectively plaasszhl

Participant 2 then displayed a graphic organizer on the Interactive White &whcalled
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students to the board to list temperatures from the organized list they had tieatay

before. She then passed out graphic organizers and directed her students tdheadata

from the board to their graphing sheets. She walked the room informally assessimgtk
while answering questions, giving feedback and redirecting where needecauissdig how

she performs such informal formative assessments as students workp&#ricshared that
she felt this conveyed importance to her students to work accurately and showed them she
cared about their success. Students finished transferring the data acigd®ar® had them
stand up and led them through a series of stretches telling them that they wegeogggen

in their brains and getting loosened up so they could do their best work. Through this 50
minute lesson students were actively participating and working in smapgréhe only

redirect was not for behavior but to gain attention for a new direction. To get thatraat

the teacher asked the students to “Gimme 5-4-3-2-1.” She waited until threeguvet and
focused on her and did not talk over them. This demonstrated high expectations for both
behavior and academics and further showed her students that she cared enough about their
success that she would wait until all were attending.

In an observed science lesson, Participant 2 prepared a lesson and acti\nges for
students to be actively involved in using levers to raise objects. She began by displayin
ruler with different amounts of pennies taped to each side sitting across a likarkesee-
saw. She had the students engage in the high gains instructional strategyaifrgeansd
testing hypotheses as she asked them to predict which side would go down if pladee wit
marker directly in the middle (Marzano et al., 2001). Students were called ome¢odses
and all suggestions were dignified by repeating or restating the ideavagiid by asking

for more information. A student was called to the table to test his hypothesis anbledtszx
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results. Students were then asked to think about how to make the heavier side go up. All
ideas were again shared and dignified. Students were called up to adjust the rast ted t
various hypotheses. Students were then asked to discuss in partners why tlee balanc
changed. Partners then shared out ideas and the shared thoughts were dignified, ahd
expanded upon through additional questioning. Teams were then issued rulers and markers to
make their own levers and were permitted to manipulate the items to changetice ba
points. The teacher then instructed each group get two books and had them use fingers on the
other side. She asked groups to figure out how to make the books rise and when successful to
place their hands on their heads. This permitted her to assess their understaheiyng as t
completed the task. While no individual student behavior redirects were observegdssvo cl
behavior redirects were noted during this lesson: (a) I'm gonna waibtitineady; and (b)
We're gonna wait till everybody’s being respectful. Participant 2 alsmgrezed appropriate
behavior and in doing so reminded others of preferred conduct: (a) Thank you for raising
your hand; and (b) Our next person to read is going to wait till everyone is quiet and
following along.

Participant 3.Participant 3 began a Communication Arts lesson by directing student
attention to the posted learning objective and telling them they would be “using ftetails
a story to tell the beginning, middle and end.” This lesson asked students to pariicthat
high gains instructional strategy of summarizing and note (Marzang 20@1). The teacher
read a snowman picture book to her students. She then displayed a showman shaped graphic
organizer. The teachers asked for details that occurred at the beginning ofythStss
restated student responses which served to clarify and she asked follow-umgqueisén

more detail was desired. One noted example was when a student reported an ehient and t
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teacher asked, “How did she feel about that?” The teacher then modeled cagripketi
snowman graphic organizer by listing beginning elements on the head, middéatsiem
the body and ending elements on the base of the snowman. Students were then provided their
own copies of the graphic organizer and told they would be identifying beginning, middle
and ending details from their individual reading books. A scoring guide was shé#ned wi
students and its components were discussed. This provided the students with the exact
requirements for success. As students worked Participant 3 moved through the room
informally assessing understanding, asking leading questions to prompt stirdengt and
encouraging students when needed. The only behavior redirect was subtle anflite&pect
student was getting into his desk during discussion and the teacher quietly saide¢hésst
name and then asked the student a question. In discussing this with her later,Htérs teac
stated she feels it is important to provide for the success of all her studi@nésimecting
this way and then including the student immediately back into the lesson shows the student
she cares about his learning and communicates high expectations for learning &iwt.beha
Participant 3 also stressed again the importance of rewarding her studerdptiapgr
behavior. She uses sticker cards for students to earn incentives in her room and skke also ha
special honor chairs that are different from regular school chairs for Swdlenthave
regularly demonstrated appropriate behavior. In a recent conversation stetehathese
chairs grew to a row of honor and have now grown to a group of honor. This is a clear
demonstration of a culture of achievement, high expectations for behavior, and rewards and
recognition for appropriate behavior.

In an observation of a Social Studies lesson Participant 3 planned for cooperative

learning which is a high gains instructional strategy (Marzano et al., 20t pbjective of
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this lesson was to have students solve conflicts and present solutions. One studég from t
class was sitting in the class safe seat. The teacher presented stymtebtem of “loud

music,” listed activity directions on the board, and assigned each group menmiereatdi

roll. Each student wore a yarn necklace with a badge detailing each co@periattitle and

role description. Groups were provided chart paper on which to publish their resolutions. As
groups worked Participant 3 moved through the room assessing informally their
understanding and the performance of each role. Feedback, encouragement amsl redirec
were given to dignify effort or keep students on task. A timer was set to raisgehef

concern that groups needed to get work moving along. In our discussion this teacher
explained she often uses the timer to encourage her students to work with a purpose and to
stay of task. This shows students a high expectation for both behavior and acadenmgs. Dur
this observation a student was walking around looking at the work of other groups and not
joining his group. The teacher parroted several times in a calm but specificrpi@mthe
ground with your group please.” He still did not move to floor. She stayed firm with her
request and again directed for him to move to the floor. He did as requested and began to
participate. In discussing this exchange Participant 3 explained thaasheorking to have

a positive relationship with this student but he sometimes struggles with inbenedia
compliance and she had learned from experience that if she remains cajrantir

consistent he will usually join in after a moment. This shows a caring wiésgjto

understand a child’s personality and work toward achievable goals whileasiilig high
expectations for learning. When asked about the student in the safe seat thectqaaimed

that the student had disrespected another student by calling the student a nameshad that

processed with the student later and she was able to return to class.
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Participant 4.In an observed communication arts lesson about synonyms and
antonyms Participant 4 began by directing student attention to the learningyvelpested
on the Interactive White Board. She called on a student to read the objective and asked
student’s what they knew about the word “synonym.” A student said it was like “syyiimet
The teacher dignified this response and stated, Synonym and symmetry havesth@osam
word. What does symmetry mean?” She called on a student who answered, “The two sides
are the same.” Participant 4 then called a student to the InteractiveB@hi to click a
button to reveal the definition of “synonym.” After the definition was read alouttdaher
called on a student to suggest a synonym for the word “cold.” The student said, “Shew.”
teacher dignified this response by stating, “Close, snow is cold but it doesmtaoie.”
What is another word that means the same thing as cold?” The student seemed sonfuse
the teacher stated, “We agree that snow is cold,” and then asked, “What nakeokl?”
The student stated, “It is frozen.” By providing specific feedback and asiesg leading
guestions and staying with this student the student experienced success amth¢ne tea
demonstrated care and a high expectation for learning. The teacher then\Milads ‘an
antonym?” A student was called and stated, “It means the opposite.” That stadehen
called to click the board to reveal the definition. As the definition was read tieetea
noticed she had made a typing error and pointed it out to the students and corrected the err
This demonstrated high expectations for accurate learning and demaifirdtter students
that while mistakes are inevitable it is important to recognize andctdinem. Participant 4
then displayed directions for the activity on the board and reviewed the directionkewith t
students. She asked the class what the directions meant. She asked the studaltheo re

rules. She asked the students, “What do | not want to hear?” She asked the students, “Wha
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something in the room you can use to look up words?” By asking rather than telling, the
students did the thinking and the work and owned the learning. This is high quality
instruction and shows high expectations and caring for student success. Synoalyingmat
cards were handed out and students were directed to locate synonym partnétiagpermi
students to interact positively. As students found partners they began working on the
partner activities. The teacher circulated among the pairs monitoritkgandrinformally
assessing understanding. She gave feedback and redirected and was &wagabktions
and discussion as she circulated. This showed the students that she cared aboutébgir suc
and had high expectations for their behavior and performance in the activitg.Wérer a
few subtle behavior redirects noted during the observation: (a) | want you to tudoogyr
(b) Hold on, we’re not gonna blurt out; (c) | want your eyes up here; (d) | need yoave

to the safe seat [whispered].

Participant 4 began a math lesson by echo clapping to get student attentionnShe the
asked the students to move up in front of the Interactive White Board and sit criss-cross
applesauce. Clocks faces set to 12:00 and digital times were displayed on the board. To ge
attention the teacher asked and modeled, “Everybody show me one finger. Puyauover
mouth.” The teacher orally shared the posted learning objective of “timartesheninute.”

She asked review questions to activate prior knowledge and to check for understanding. She
then led a discussion through questioning about how schedules apply to real life. She
dignified all responses and asked clarification questions to further check fortanderg.
Individual students were called to the board to click the times and drag them into
chronological order. As each time was moved the student was asked to read Hraltime

explain the thinking behind why it was the next time in the sequence. Students were the
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called students to board manipulate clock hands to represent the sequenced times. The
student representing 10:30 was asked to explain why the hour hand was placed half way
between 10 and 11. Asking students to explain their thinking processes is an example of high
quality instruction as such questioning causes student to process at a deepaejevedP
time lines were handed out and directions were reviewed for how to completedhiaém
activity. Clarification questions were asked to check for understanding ofiair&cA
scoring guide was also provided and components were shared and discussed through
guestioning. Students were permitted to work at locations of their choice and ther teac
moved among the students informally evaluating comprehension through observation and
engaging in questioning and other dialog to provide for academic success. During this
observation there was an effective instructional balance between tedklaerd student talk
and students were actively engaged in the learning process which furthetethdhis was
an effectively planned lesson that conveyed high expectations for learning andeshpport
culture of achievement. A few behavior redirects were noted: (a) [Studen}, iidrke that
out of your hand; (b) Okay, the only one that has permission to talk is raising herrdnd; a
(c) [Student name], do you think you can raise your hand next time? Also noted were tw
positive recognition that also served to redirect others: (a) [Student name]ysinare the
only one who raised your hand can you tell me...?; and (b) [Student name], thank you for
raising your hand. This teacher very clearly conveyed her high behavioratiqrethat
students are to raise their hands before responding.

In a brief classroom social studies observation Participant 4 had her studeg) wor
in groups to jigsaw state regions. Each group was assigned a region andddrhereaom

to work. The teacher moved about groups monitoring for completion and understanding and
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asking and answering questions. One group began to argue among themselves and the
teacher walked over and knelt down with them. She calmly asked, “How do we solve this
problem?” A student said, “We need to do our jobs.” The teacher paraphrased, “We need to
work together to cooperate.” Then she added, “What else do we need to do?” Bpgngagi
this group in a problem solving dialogue Participant 4 showed her students she cared about
their behavior and their learning and permitted them own the solution and returry darectl
the academic activity.

Participant 5.0bserving a communication arts lesson in Participant 5’s classroom the
teacher began by calling on a student to recall a definition of “figerktnguage.” The
student answered, “When something isn’t real.” The teacher dignifiedsjhense stating,
“Okay, | think you are on the right track but | need a little more.” Another studestalled
who replied, “When something real is compared to something that is not real.” Tinerteac
dignified this response and asked probing questions to arrive at a more compidterdef
The teacher then informed the class that today they would be working witbssand by the
end of the lesson they should be able to tell what a simile is and use it in an example. A
student was called on to read the definition of “simile” from the dictionary. Hohée
modeled writing the definition on the board and students were instructed to writhetri
journals and. Participant 5 then wrote a simile sentence on the board and askeanakésat
this sentence a simile?” The students struggled giving a reason so the teaehnkned the
word “like” and asked what two nouns were being compared. A student answered by
identifying a verb and the teacher dignified the answer but pointed out it wes ande
reminded students that a noun is a person, place or thing. Students were then able to identify

the nouns and the teacher drew an arrow to connect the nouns being compared. She then

197



instructed the class to copy the sentence and markings in their journals. Hadergstake
notes in their journals is a form of “summarizing and note taking” which is condidere
highly effective instructional strategy (Marzano et al., 2001). A non-aiexémple was then
displayed on the Interactive White Board and a student was called on to explain how to
change it to a simile. The student’s response was dignified and the studeskethtoacome
to the board to make the alteration to the sentence. Wanted Poster graphic crgarzer
then passed out with a scoring guide. The students were told they would be designaag want
posters where they would use similes to describe the different features ofthdaces.
Each component of the scoring guide was read and discussed and studentkedere as
guestions to check for understanding of the assigned tasks. As students workquhR&aHtici
walked through the room checking progress and giving feedback regarding simiidor.
This provided the opportunity to assess informally their understanding and to show her
students she cared about their learning. This lesson was an example ofedyfptanned
and executed high quality instruction. A few behavior redirects related tskfata
impulsive behavior were observed. These redirects were subtle and respectlubaed
high expectations for behavior while providing for academic success: (dgf8thame] and
[Student name], do you have what you need because we need to get started Heiseigb)
the last time you are allowed to get up; (c) We don’t have time to shares stowe you can
tell me later; (d) It's okay, let him, it's not your turn; (e) If you hawgastion raise your
hand; and (f) You need to raise your hand.

In an observed math lesson where students were asked to “convert from 1 unit to
another within a system of linear measurement,” Participant 5 begarliby cal students to

brainstorm a list of linear measurements and wrote those on the board. She thet direct
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students’ attention to the Interactive White Board and showed a short linear eneasiur
video. She stopped the video at an imbedded question for students to calculate mentally a
linear conversion. She asked recall questions to lead the students toward appliciion. Af
the video concluded the students were directed to take out their rulers. The teather use
humor to remind them of safety expectations. She asked, “Is it okay to spin and flip them
around? How about poking or hitting each other?” Holding up a ruler she then asked her
students, “Where do you start measuring with this ruler?” A student respondéie “‘@éid.”
She dignified this response stating, “You would think so but on many rulers there I/actua
a little space between the end and where the ruler starts measuring.td®faeihatudent
identify this space on their rulers. This is an example of effective planningactdrig as

this could have been a problem for many students. Participant 5 then told the students they
would be “doing a measurement scavenger hunt with partners.” She told them they woul
start with estimating and asked what it means to estimate. A student resfandddcated
guess.” The teacher dignified this response and pointed out that it is not a wide gaess but
guess that is as close to exact as possible. She then led a discussion through questioning
about how to use everyday items to estimate measurement. ldentified examEe thumb
width for an inch, a shoe for a foot, and a long stride for a yard. Students were tolldegfte
estimated they would measure to check for reasonableness of theitesstitaanes were

draw to determine partners and prepared sheets were provided to recoregsstimdat
measurements. As students began the activity Participant 5 monitored atedl dgsasking

and answering questions while informally assessing for understandingiworibehavior
redirects were noted during this observation: (a) [Student name], we don’t holland\h)

[Student name], please stop [talking to another student during discussion].
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Summary

This chapter has provided an overview of five individual case studies regarding
regular education classroom teachers and their perceptions of how tlumséias they have
with students influences learning and behavior in the classroom and when thesdealent
the classroom. The narratives these teachers provided and the portraits devefoped fr
interviews and observations provided insight into the lived experiences and fealings a
beliefs of these teachers. A cross-case analysis was performedniynieg the data from
each participant and comparing to the data of each of the other participaritstarde
common themes. Participant journals were examined using the narrativesgoiagess and
participant observations and interviews were analyzed through a generic pamtiags. In
coding the data from this research, four predominant themes emerged in anayeziegs’
perceptions of how the relationships they form and maintain with their studets #ffe
academic and behavioral performance of these students while in andeaafitey t&eir
classrooms. These four predominant themes, each with multiple interpretige adda)
relationships; (b) culture; (c) high quality instruction; and (d) behavior managenmne
“relationship” theme was evident in the observations, interviews and partippamals. In
coding the observations, interviews and participant journals the interpretive lcades t
supported the relationship theme were “caring,” “personal knowledge,” amb{esnment.”

These teachers clearly articulated caring through personal actsl i@aneh
interpersonal connections with their students. These teachers made a pdit tonge/
their students as learners and as individuals. They worked to incorporate stugest into
their lesson design and in daily conversation with their students. These tedsbgiganned

for and took advantage of opportunities for students to participate in the decision making
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process in the classroom and to feel a sense of ownership in the learning. A sense of
partnership with students in the business of schooling was evident in each of tHesesteac
observations, interviews and participant journals.

The theme of “culture” was also clear in the observations, interviews andgaantic
journals and the interpretive codes that supported this theme were “cultural kngWledge
“culture of achievement,” “high expectations to learn,” and “high expectsto behave.”
Each of the five teacher participants had comprehensible cultural understasfdiagh of
their students and used this knowledge to relate learning so it could best resonaetwith e
student’s individual background and interest areas. Designing instruction and providing
learning opportunities that students could relate to permitted each of thesersda
establish classroom cultures of achievement where students felt thegnwategral a part
of the learning experience and students were expected to put forth maximurareffay do
their very best. This was evident in teacher responses and observed actionppas/itied
learning environments where their students were expected to perform aclyemgt and
to behave appropriately within established school and classroom boundaries.

A third theme that emerged in the coding of the observations, interviews and
participant journals was “behavior management”. This theme was origidefitified as
“classroom management” but as the data was coded it became clear thmatieses felt
classroom management extended into all facets of the school. The interpretsvéhadde
emerged to support “behavior management” were “discipline policies,” fdsveand
recognition,” “consequences,” and “punishment.” With building discipline fesliand
behavior expectations as a guide, these teachers involved their students in developing

classroom rules and expectations. School-wide rewards and recognitions fge posit
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behavior were also supported and enhanced by systems of rewards and recognitains in ea
classroom. These teachers spoke of and showed evidence of imparting consequences to
redirect inappropriate student behavior but there was little mention or observation of
punishment and it was clear that these teachers saw that the objective wasd®s thedr
inappropriate behavior and to impose a consequence to redirect that behavior buedaw litt
no value to imposing a punishment above what was needed to correct the infraction.

“High quality instruction” was a fourth theme that was obvious in the data sallec
from observations, interviews and participant journals. The supporting interpredies c
were “teacher effectiveness,” “differentiated instruction,” arftetdive feedback.” These
teachers spoke of, wrote about, and were observed using specific instructioagiestrat
purposefully selected and implemented to maximize student learning and academi
achievement. These teachers also shared details of how they differentratgiarsto allow
for student choice and appropriate instructional levels and this differentiatsoalsoa
evident in classroom visits. In the interviews and participant journals thebetsa
expressed why they feel feedback and praise are beneficial and neaessaoyv they strive
to make certain they are provided. Feedback and praise were frequently observed and
feedback was specific and worded so the students could understand what waamdrrect
why it was correct or what needed attention or correction. Similarly, czberaise was
specific to what was good about a behavior or academic task.

Tables 6 through 9 illustrate the relationship of each of the discovered themes and the
interpretive codes that support each theme by participant case accorelatty t@search

guestion.
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Table 6

Common Themes Across Cases: Research Question 1: What teacher and studems behavi
do teachers perceive contribute most directly to developing and maintaining positive and
supportive teacher-student relationships?

Theme: Interpretive Code: Participant:
Relationship Caring 1 23 4 5
Personal Knowledge 23 4 5
Empowerment 1 3 4 5
Culture Cultural Knowledge 3 4 5
Culture of Achievement 23 4 5
High Expectations to Learn 4 5
High Expectations to Behave 1 23 4 5
Table 7

Common Themes Across Cases: Research Question 2: To what extent do teachiees pe
their interactions with students influence the academic and behavioral sucseskeafs in
their classrooms?

Theme: Interpretive Code: Participant:
Relationship Caring 1 23 4 5
Personal Knowledge 1 2 4
Empowerment 2 3 4 5
Culture Cultural Knowledge 2
Culture of Achievement 1 23 4 5
High Expectations to Learn 1 23 4 5
High Expectations to Behave 1 23 4 5
Behavior Management Discipline Policies 1 5
Rewards and Recognition 3 5
Consequences 1 3 5
High Quality Instruction Teacher Effectiveness 1 Z 4 5
Differentiated Instruction 23 4 5
Effective Feedback 3
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Table 8

Common Themes Across Cases: Research Question 3: How do teachers peiiceive the
interactions with students influence their students’ future academic and drahauccess?

Theme: Interpretive Code: Participant:
Relationship Caring 1 3 4 5
Empowerment 3 5
Culture Culture of Achievement 2
High Expectations to Learn 1 2 4 5
High Expectations to Behave 1 23 4 5
Behavior Management Discipline Policies 3 4
Table 9

Common Themes Across Cases: Research Question 4: How do teachers pdroelve sc
culture affects student behavior and academic performance and achievement?

Theme: Interpretive Code: Participant:
Relationship Caring 4
Empowerment 2 5
Culture Culture of Achievement 1 4 5
High Expectations to Learn 1 23 5
High Expectations to Behave 1 23 4 5
Behavior Management Discipline Policies 1 23 4 5

The desire to conduct this ethnomethodological exploratory descriptive cage stud
developed from a concern that students who do not feel they enjoy positive and supportive
relationships with their teachers tend to perform lower then students who do enjoe posi
and supportive relationships and they tend to encounter more obstacles to appropriate
behavior. A comprehensive review of the empirical literature showed vaatalesgound

the importance of positive and supportive teacher-student relationships but did not appear to
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inquire of teachers how they see their relationships with students affsttiolent success.
Accordingly, it was the intent of this study to investigate the perceptionaafdes deemed
to be effective regarding how they see the relationships they build witlstheents
impacting student academic achievement and behavioral success. It ibati¢lae teachers
investigated in this study believe the positive and supportive relationships theyittave
their students do play important roles in their students’ academic and behaviogaksacc
and beyond their classrooms. Chapter 5 will consider and present discoveries{ionplica
conclusions, and recommendations for educators and researchers interestbdrindgutte

research around the area of teacher student relationships.
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CHAPTER 5

IMPLICATIONS AND RECOMMENDATIONS

This ethnomethodological exploratory descriptive case study was undertakéreto de
into teacher perceptions of the complexities and nuances of the interperkditalsieips
between small town elementary school teachers and the students they insttoaievelop
an understanding of how teachers perceive those relationships affectdémniaca
achievement and behavior choices of these students. Narratives and portraiteatfieest
were developed as a result of research collected through interviews, tibesraad
participant journals to investigate these teacher’s perspectives of Hoveligonships with
students affects their students’ academic and behavioral success. Tdnshrések place
over a two month period in the winter of 2010-2011.

A plethora of studies regarding the need for positive and supportive teacher-student
relationships and demonstrating the negative effect of the absence of positsugaortive
relationships on student learning and behavior exists in the literature. Stadied a
teachers’ perceptions of how they can influence student learning and behexighttheir
relationships, however, was found to be lacking. In my experiences in more thanrgeasyea
a building level administrator | have witnessed teachers taking many oppegtmidevelop
and maintain positive and supportive relationships with students while in their classroom
and | have watched these students return to visit these teachers and these sek out
these students in subsequent years after these students have left thess té@ssrooms.

Without fail, academic and discipline records show that the teachers | haveeobsbo
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take the time to form these positive and supportive relationships with their students ha
higher academic performance across the board and fewer discipline issues.

The teacher-student relationship is absolutely relevant in the currentiedaca
environment on No Child Left Behind (NCLB). To make Adequate Yearly Progh&d3)(
students in every subgroup must score at or above state determined levels iehpyofithe
result in many school systems has been an imposed pressure to perform that forces the
development and maintenance of positive and supportive relationships toward the bottom of
the list of school priorities. In my experience, effective teachergngo®the goals and
pressures of NCLB but see the development and maintenance of positive and supportive
relationships with their students as a vehicle toward meeting those goals.

If the purpose of schooling is to produce well-rounded students ready to assume
democratic roles in society then democratic school practices helgteaid schools
accomplish that goal. Glickman (1998) cites empirical evidence that dam@otzooling
promotes “astonishing success in the intellectual achievement of altstuded leads to
living enriched lives (p. 4). Glickman (1998) also provides evidence that students taught
democratically outperform their skilled and drilled peers in mastering bldis and in
learning, understanding and applying content knowledge. By embracing and adoptyng man
of the tenets of democratic schooling, schools can create environments whleeestead
students work together to learn and grow.

Greenberg (2000) explains, offers an idealized view of democratic schooling:

Like the old colonial towns that nurtured our country’s political traditions, democrati

schools are self-governing. Children of all ages are entitled to partiaipaile i

decisions affecting the school, without exception. They have a full and equal vote in
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deciding expenditures, in hiring and firing all employees (including tegigtand in

making and enforcing the rules of the community. In democratic schools, there is no

residual authority vested in adults, no veto power lurking in the background. (p. 1)
This vision of democratic schooling is the extreme. It is the complete oppbshiédren
having no voice and having education done to them. With the possible exception of an
experimental school, such a school could hardly survive as defined. Such chaos would never
be permitted to see its possible potential and a program of this extreme wowdd/ee a6
ludicrous. There is still much room and need for teaching with democratic idbdtke@
have full time jobs learning but they should and they must have a voice in this learning.
Teachers’ roles should be to influence and guide learning through positive and support
relationships with students rather than to direct the learning. Students work ke “alght
thing” due to a sense of responsibility to the learning endeavor and must have a abhice in
aspects of the learning experience including determining rules, values, arsiffootheir
classrooms.

These opportunities to have a voice give students a sense of belonging which helps to
build healthy relationships and connections with peers, teachers, administraddre a
greater community. Democratic education is based on trust in the capabildseatide
ability of all and develops a sense of community among students and betweerstaadher
learners (“Education for Democracy,” n.d). Multiple studies indicate tiratatment
increases when people are provided opportunities to participate in decision making

(Bacharach, Bamberger, Conley, & Bauer, 1990; Kushman, 1992).
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Glickman et al. (2005) suggest, “it is vital that students learn to think tieébc
function at high stages of moral reasoning, and be autonomous decision makers” (p. 156).
Similarly, Goodlad (2004) advocates for schools that:

(a) introduce young people to the idea of democracy and the behaviors associated

with a “democratic citizenry”; (b) provide all students with an educatianaflavs

for their full participation in a democratic society; (c) implemefdaaing pedagogy”

to which all teachers will adhere as morally committed educators; andchfdicp a

responsible attitude toward the “moral stewardship” of the school and classpoom. (

20)

Such schools do not just happen. “Democracy,” according to Covaleskie (2004), “takes a
great deal of intelligent diligence and a healthy dose of altruism” (p.adin@-Hammond
(1996) suggests the task of implementing democratic instruction requiresesdchers do

not naturally possess. It takes dedicated education professionals committextoadie
concepts who are willing to put forth the hard work and face the many obstacles.

Today’s students will one day be running our society and they must be prepared to do
so. They must be equipped to make an impact on their inherited society rather thargallowin
society to make its impact on them. Accordingly, the function of school must be toeprepar
our children to fulfill active and impacting roles in society. If not empowered aphped to
participate democratically in society, the haves, for the most pargamtinue to have, and
the have nots, without our guidance, will continue to have not, or at least to have famess tha
the haves. Positive and supportive relationships between teachers and their atadents
clearly the vehicles that will deliver and maximize opportunities for staderéarn and

grow into productive and positive adults. Democratic practices in schools argleassi
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educators must firmly believe that it is possible and that it is important. Scaoéd must
enable and prepare students democratically through positive and supportive testdrer-st
relationships to function democratically. Schools must be freed from theklashéa

develop and articulate their own goals through cooperation and collaboration witériga
students and the greater community. Only when learning is permitted to occur withia s
system will our young people have any real hope to succeed in school and havé lzoyerea
to enter society prepared to question what may not seem right and with the courage to m
difference (Lieberman et al., 1994). We must resist molding children to di¢{erenined

social needs.

Conducting this research has convinced me that teachers can and must develop
positive and supportive relationships with their students so that these students truly have
opportunities that are not in effect predetermined by the greater societg.téddhers hold
the power to intimidate students and keep them in their place and cause thesetstfitients
into conformist molds from which they have a difficult time ever breaking feaehers
equally have the power to form positive and supportive relationships with kids and
democratically empower them to become students who accomplish much in and out of
school. These are the teachers we must develop and demand for all children. Schosl system
must empower and support such teachers. Such teaching must become the normmather tha
the exception. Rather than having to look for and being amazed by a “good” teachrrstwe
accept nothing less than the vision of a school where we are instead surprised when we
encounter a teacher who is “average.”

The literature is filled with theories and examples of school reform models a

movements (Steinberg et al., 1996; Baker et al., 1997; Sleeter & Grant, 2003; Banks, 2005a;
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Nieto, 2005). From the works of John Dewey (1916) to the modern Democratic School
Movement (Apple & Beane, 1995), extensive literature considers the implications of
democratic schooling (Calabrese, 1990; Lieberman et al., 1994; Mosher et al., 1994;
Gutmann, 1995; Patrick, 1995; Rusch, 1995; Darling-Hammond, 1996; Grace, 1997; Beane,
1998, 2002; Wyett, 1998; Greenberg, 2000; Schutz, 2001; Checkley, 2003; Dworkin et al.,
2003; Meier, 2003; Winchester, 2003; Covaleskie, 2004; Goodlad, 2004; Olbrys, 2004;
Shapiro, 2006; Miller, 2007; Wilms, 2007; Loflin, 2008). Ernest Boyer’s (1995) Basic
School was a “caring place” where teachers became learners withtstiMgles Horton’s
(1990) Highlander Folk School was built on principles of democracy where people learned
together and use education to challenge the unjust society controlling theiWlkige most
certainly existing in democratic schools and other models of school refortificspe

examples of schools that have used positive and supportive teacher-stutienshates as a
catalyst for school improvement, reform, or restructuring, however, areespahe

literature.

One example of an improvement effort based at least partially on positive and
supportive teacher-student relationships is the Partnership Schools mifi2dl) supported
reform of Pharr-San Juan-Alamo High School in Texas’ Lower Rio GrandeyM&uentes,
Crum & Garcia, 1994). This region is home to some of the poorest counties in the nation
with low income student populations exceeding 80% and Hispanic students comprising 98%
of the student population. PSJA’s school PSI improvement plan for the 1992-1993 school
year focused on the human element believing that the feeling of teachers, sandents
parents influenced student performance and success. This improvement plan took a three

prong approach:
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1) change staff's mental frameworks through monthly staff developmentvsgssi

2) heighten student’s attitudes and expectations through retreats and Saturday

workshops; and

3) improve parents’ understanding of their role in children’s learning through

parenting classes and workshops for parents.
Staff development activities were designed to “target the attitudasprahips, and mental
frameworks of staff, students and parents” (p. 3).

School leaders specifically designed and provided professional developmegéto tar
attitudes and beliefs directly. They approached their reform focusing inarde

1) staff development;

2) change in the attitudes and beliefs of teachers, students, and parents;

3) change in the classroom practices of teachers; and

4) change in the learning outcomes of students.

Another example of a school improvement endeavor considering positive and
supportive teacher-student relationships is Whitman High School’s threeej@an effort
funded by a 1988 grant from the Bay Area School Reform Collaborative (Mitra, 2003).
Serving students is a northern California working class community, half ofaliis
population qualifies for free or reduced-price lunches and half are Englishdgag
Learners. Student focus groups were convened to share their concerns and needs. Working
with staff, these focus groups identified four areas for reform:

1) improving the school’s reputation;

2) increasing counseling and informational resources for incoming ninth graders;

3) improving communication between students and teachers; and
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4) raising the quality of teaching.

Two strategies for implementing these reform efforts were gragldn teacher-based
endeavors such as professional development activities, students were invitéidifapar

and as a result they learned how school operates and saw school from the perspéotives o
staff. Similarly, in student-based activities, adults participated and in doiagre made

aware of student needs and views.

While the Pharr-San Juan-Alamo and Whitman relationship-based reforms both
occurred in high schools, such improvement endeavors must certainly occur in other levels of
school as well. As elementary school is the first place many students encaluite other
than their parents in roles of authority, elementary schools are prime dasdaasuch
reform. This study shows that teachers who understand the importance of forming and
maintaining supportive, positive relationships with their students understand that this
behavior, whether deliberate or natural, directly and positively influeheesceademic and
behavior successes of their students. As a deep, intense investigation is nécdEsanyto
consider the multi-faceted dimensions of teacher-student relationships, aigaaltsearch
design best met this need. As a qualitative researcher, | was the instiumgathhered the
data and was able to observe the setting naturally in my immersed position atdihg bui
principal. Five grade-level teachers were selected using purposefocribased sampling
methods. These teachers were unique in that they were found to have positive ngdations
with students according to the district’'s professional performance ewaluasitrument and

common in that they were all Caucasian female general education classenhers.
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Implications

The focus of this study was to investigate the perceptions of teachersnmgdhedi
relationships between these teachers and their students and how these peachigssthese
relationships affect student achievement and student behavior. Teachers are egiyl pow
the lives of their students and they have the power to positively or negatiesdyta# lives
of every student they instruct. Most students enter school with a love of learning ane a de
to succeed. Teachers can either make or break the success of manysifitterss.

Teachers must be aware of this power and of the affect they have on the childitbods a
futures of each and every student under their charge. Teaching is an awesomebikitgponsi
and one that must not be taken lightly and one that not every college graduate witlng teac
certification or license should undertake. Teachers who do not recognize thedoese
power they wield over children have the potential to destroy desire and selhestd

should find other lines of employment.

Teachers must believe in all students and must value their students and show these
students that they are valued by word and by deed. Developing and maintaining positive
teacher-student relationships where students feel valued and empowered fmapartiche
learning process must permeate every nuance of a teacher’s day. Stumtefas|walued,
empowered, and safe, are more likely to participate more fully in their own iehscand to
mature into adult citizens who feel empowered to participate more fully ineagegr
society.

Recommendations
For many teachers, having productive relationships with students is natural. Too

many teachers, however, do not seem to put forth the effort to build and maintain positive
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and supportive relationships with their students. They might be friendly towardting#nts
and they might want the best for them but the relationships they form with students do not
support their learning and development to the extent required for students torexqerie
maximum success. Whether from fear of the sanctions of No Child Letht@&dhom

pressure from district or building administration to produce results, from lackfesgronal
support, or from a pure lack of caring or from a desire to feel superior to their sfudes¢s
teachers, by not forming positive and supportive relationships with students|iagetéai

serve their students’ needs. These teachers must have their energiesdefotiisy must

be removed from the classrooms. The cost of permitting them to maintain thejatatss
simply too great.

The mission of every district, every school, and every classroom must be for every
teacher, administrator, and support personnel to work to develop and maintain positive and
supportive relationships with each and every student to maximize opportunitiesticarel
every student to achieve at academically high levels and operate withic@ecsystem
of building and classroom behavior expectations so that each and every studenhesperie
maximum success and is prepared to succeed in the greater society. Areghiisg |
unacceptable.

The following recommendations are offered as a starting place for @issatools,
and teacher preparatory programs to consider:

1. Teacher preparation programs must include courses that consider the teacher-

student relationship. Students in these programs should study accounts of teachers
deemed to have positive and supportive relationships with their students and how

those relationships affected academics and behavior. They should also consider
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accounts of teachers who were deemed to not have such positive and supportive
relationships and how academics and behavior were affected in those settings.
Future teachers should also observe teachers deemed to have positive and
supportive relationships with their students and other teachers who may or may
not have such positive and supportive relationships and they should consider the

influence of each teacher on the lives of their students.

. Teacher selection instruments must facilitate identification of &xaz@indidates

who have the skills, abilities, and competencies to develop and maintain positive
and supportive relationships with students. Whether the instrument and procedure
is a research based reliable and valid commercial product or is developed at the
selection level, the process must be designed to recognize candidates who are
highly predictable of being able to develop positive and supportive relationships
with students.

Professional development in every school system must consider the teacher-
student relationship and the affect of these relationships on the lives of students.
Teachers should develop individual SMART goals around their relationships with
their students and should build in measures of accountability such as student and
parent surveys to check on their personal progress. Teachers should be provided
opportunities to converse with peers and support each other in the development
and maintenance of positive and supportive relationships with students and to
reflect on the success and struggles in this endeavor.

Professional performance evaluation instruments should be designed to measure

effort put forth by teachers in developing and maintaining these relationships.
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Teachers should be able to respond in writing or verbally to a set of questions
regarding these efforts and successes and struggles encountered tiloroainm
ideas from successes can be shared with others to aid in the development of
positive and supportive teacher-student relationships and the identified struggles
can provide targets for enhanced professional development.

5. Teacher evaluation processes should focus on coaching teachers towanteeffecti
student relationship practices. Ineffective of less effective teafherd to not be
working toward the development and maintenance of positive and support
relationships with students should have professional improvement plans
developed with specific steps identified to move toward this development and
maintenance of positive and support relationships. If such teachers continue to falil
to develop and maintain positive and support relationships with students, these
teachers need to be dismissed from their teaching positions.

These recommendations are by no means exhaustive but if considered and followed the
students served will clearly be the beneficiaries.
Future Research Needs

As this study only considered the experiences and perceptions of fiverteiache
single small town Midwestern elementary school, future research is nidadi@dll consider
an increased sample size, various demographics, and other locations. Futucheese
endeavoring to research the affect of relationships between teachensdamissshould
consider the following:

1. Research conducted by a researcher with whom the teachers do not have a

professional relationship.
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2. Research conducted in urban, suburban, rural and other small town school
systems.

3. Research conducted in larger school systems.

4. Research conducted in the middle and high school grades.

5. Research conducted in schools that are more affluent and schools with higher
poverty levels.

6. Research conducted in schools with higher student mobility rates and schools
whose populations are more stable.

7. Research conducted to study teachers in high performing schools and in
struggling programs.

8. Research conducted in a longitudinal study to consider the experiences of students
as they progress through the grades.

9. Research conducted regarding students who have been retained and have the same
teacher for the subsequent year or a different teacher when repeatingdée

10.Research conducted regarding teachers, moving from one school setting to
another, who are deemed to have positive and supportive relationships with their
students.

11.Research conducted to compare teachers from preparatory institutionsetisat st
the teacher-student relationship and teachers from institutions where tierteac
student relationship is not a strong consideration.

12.Research conducted regarding teacher applicants selected through a procedure
designed to predictably identify which ones are able to form and maintain positive

and supportive relationships with students.
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13.Research conducted to examine the affect of a professional development focus on
building and maintaining teacher-student relationships and their effect on student
success.
14.Research conducted to examine the affect of teacher evaluation prockdtres t
consider positive and supportive teacher-student relationships.
This listing of future directions for research is certainly not a conclusivbui a starting
place for researchers interested examining how teachers perceiadféotyhe lives of
students in various demographic situations.
Summary and Conclusion
This ethnomethodological exploratory descriptive case study informed through the
lenses of narratology and portraiture explored the perceptions of fivetemalgeneral
education elementary school teachers regarding how they perceietatienships they
build and maintain with their students supports student academic and behaviorsd.succe
During the winter of 2010-2011, interviews were conducted with each teacher, adbservat
were made of each teacher interacting with students, and participantgouenalprovided
by each teacher. The data from the journals, interviews and observationsargred
coded, and organized by theme and presented in chapter 4 and again in chapter 5.
Many studies exist in the literature concerning the benefit of positive and Suppor
teacher-student relationships but studies considering how teachers perceinéubege
student learning and behavior through their relationships were not appareneagber and
administrator | felt my interactions with students and the relationskep®yed with
students made a positive difference. As an administrator | observed seabtloarvorked to

develop and maintain positive and supportive relationships with students, and | observed,
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coached, and occasionally non-renewed contracts of teachers who did not se&éhne teac
student relationship as important.

The pressure to make Adequate Yearly Progress (AYP), and the mandates and of
sanctions of No Child Left Behind (NCLB) weighs on most school systems and the
administrators and teachers within. While some teachers appear to feelsthares of
teaching maximum content so their students perform well on state asseskaees little
room for relationship building, | have observed and worked with many effectiveetsach
who recognize and accept the goals and pressures of NCLB but rely the dewntlapdne
maintenance of positive and supportive relationships with their students to help these

students develop the competencies needed to reach their goals.
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APPENDIX B
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APPENDIX C

Percentage of Students
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APPENDIX D

Percentage of Students

100 -
90 -
80 -
70
60 -
50
40 -
30 -
20 -
10

Race/Ethnicity

@ African American m Hispanic O Caucasian O Other

91.2

7.7
11 oo

89.3

7.0

2004-2005

2005-2006

I:IZB 0.9 Dl-S 0.9

90.9

6.4

2006-2007

88.7

8.7
2.0 o6

2007-2008

8.9

88.3

171 1.0
:_‘

2008-2009

224




APPENDIX E
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APPENDIX F
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Study SS10-54: The Power of Teacher-Student Relationships in
Determining Student Success

barrethr@umkc.edu

Sent:Friday, November 05, 2010 10:36 AM
To: Camp, Michael D. (UMKC-Student)

Cc: Barreth, Rebekah; Anderman, Sheila H.

November 5, 2010

Michael Camp, Ed.S.
2036 North 66th Terrace
Kansas City, KS 66104

Dear Michael Camp,

The UMKC Social Sciences Institutional Review Boappbroved your research protocol #5S10-54: The Powe
of Teacher-Student Relationships in Determiningi8it Success” on 10/14/2010 pending revisionseo th
informed consent form. These revisions have sulesgtyubeen received and approved.

You have full approval on the following documents:
-Informed Consent Form (Version dated: 11/5/2010)

This letter is to confirm that your applicatiomisw fully approved. You are granted permissiondnduct
your study as most recently described effective @aiately. You must obtain signed written conseairfiall
subjects. The study is subject to continuing revievor before 10/13/2011, unless closed beforedhist. It is
your responsibility to provide a progress repoibipto that date to avoid disruption of your reséar

Please note that any changes to the study as agaproust be promptly reported and approved. Somegetsa
may be approved by expedited review; others reduitdoard review. Contact Rebekah Barreth (ph@iss-
235-6150; email: barrethr@umkc.edu) if you have @ugstions or require further information.

Thank you,

Rebekah Barreth, CIP

Administrator

Social Sciences Institutional Review Board
University of Missouri - Kansas City

5319 Rockhill Road

Kansas City, MO 64110-2499

Office: 816-235-6150

Fax: 816-235-5602

barrethr@umkc.edu

This e-mail is an official notification intendedlgrfor the use of the recipient(s). This letterigates the status of the
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available to either 1) be picked up at the IRBagffi 5319 Rockhill Road or 2) be mailed via cammad or postal service -
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