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ABSTRACT

CRITICAL INVESTIGATIONS INTO INTERNS'
URBAN TEACHING APPRENTICESHIP EXPERIENCES

By
John Lockhart

A critical task for public school teachers is to build and maintain productive
relationships with their students, especially to facilitate learning. That task is particularly
important in preparing new teachers for urban schools because cultural differences
between the majority of urban teachers and their students can complicate and impair
those relationships. Multicultural education literature often describes and analyzes
preservice teachers—typically white, middle class, not urban, and often female—who are
entering urban environments as being resistant to learning about race and class. That
research has usually been conducted on preservice teachers in their coursework, often in
the lone required diversity course, and apart from practice work in the schools.

This study is guided by the theory that in situations, people rely upon the habits of
thought, feeling, attitude, and action they’ve developed through interaction with others,
and that people experience a strong continuity in the use of those habits during life.
Though these habits may help one to negotiate situations, they may also be a hindrance,
especially in situations significantly different from familiar ones. I studied three interns
from white, middle class, suburban and rural backgrounds who were placed in urban high
schools with many nonwhite students from working class backgrounds, to examine this
central question: How did the three interns use the habits they formed as honors students

in mainly white, monolingual, middle-class, rural or suburban schools and communities



with their characteristics, to forge conceptions and practices for teaching students in
urban high schools and communities with characteristics that differ appreciably?

I conducted this study in the interns’ placements using classroom observations,
follow-up interviews, and data from university coursework to analyze the meaning of the
intern's experiences for them. I highlight how interns’ habitual views of race and class
were consistent with descriptions in the literature and impacted their practices. However,
I also analyze an important dimension not often considered: how interns’ habits of being
good students hindered their abilities to connect with their students, who generally did
not have the same positive attitude toward schools as the interns. I then present a case
study of each intern to analyze their teaching practices, which mostly involved lecture,
worksheets, and recitation. In doing so, I demonstrate how resistance was operating, but
also show a variety of factors that complicated interns’ efforts to develop competence as
teachers, including their efforts to form relationships with their students. I explore how
the interns made sense of their situations in ways that negated issues of race and class.

Because the interns’ struggles to learn how to teach included, but exceeded, the
scope of the resistance argument, I argue for a reconceptualization of resistance that
recognizes it as an expected reaction when a piece of an intern’s valued identity is under
assault by experiences for which habits are largely unequipped to deal. I argue that such a
conceptualization can help teacher educators to work with interns more effectively as
learners in very unfamiliar and uncomfortable territory. I discuss some possible directions
for teaching and research for teacher educators who undertake the charge of preparing

future teachers to work with students from different backgrounds.
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CHAPTER ONE
THEORY

A Teacher Educator’s Problem

At Midwestern University (MU), student teachers, locally called interns, complete a
two-semester internship as the final requirement to earn their teaching certificate. During
this time, interns took a course I taught called Professional Teaching. While MU
certifies hundreds of interns every year, I taught the only section of Professional
Teaching exclusively for interns in urban high schools, in which I made the urban
dimension central to the course. Consequently, interns considered more than the standard
Professional Teaching topics: classroom management, relationships with people in
schools, and the responsibilities of a teacher. I also required them to consider the social
dynamics of race and class in their placements, the effects of their schooling pasts on
their present teaching, and their assumption of authority positions within institutions with
more purposes than only providing education. I taught this MU course for two years.

The course met on twenty Fridays spread over 32 weeks throughout the school year.
During my first year teaching the course, a pivotal incident occurred in late January,
during a time when the course met seven times within ten weeks. I designed this middle
section of the course to focus on social and cultural issues related to teaching in urban

high schools. As such, we studied some tenets of multicultural education, viewed the



documentary Beyond Brown, considered definitions of pedagogy about students poorly
served by mainstream educational institutions, read historical pieces on black education,
heard a rap song with a particular view of schooling, and talked about the significance of
race and class to teachers’ work in urban schools. I presented some of these ideas directly
to interns, but much of the class time was spent in class discussion. During the pivotal
discussion, I asked interns to focus on students’ races and how race might impact
learning in interns’ classrooms, telling them, “and one of the things that I’d like you to
think about for a moment is what do you notice about behavior patterns with the different
groups at your school.” After a few minutes to talk with a neighbor, we started the class
discussion.

The discussion began with students describing some of the outcast groups within
their schools, including Asians, nerdy whites, English language learners, and
homosexuals. Over the approximately 40 minute discussion, students continued to build
on and extend the ideas of their peers. But Wilona, a black female intern, was disturbed
by the other black female’s statement about the urban students: “everyone’s black” with
the exception of the outcast groups. Wilona’s objection led to a conversation in which
interns sorted out what this statement meant. Wilona believed that to say “everyone’s
black” was an injustice, because some people, particularly white students, could choose
to act in what might be called “black ways,” but also had the distinction of not actually
being black and thus able to act in other ways. In this segment of the discussion the
interns came to differentiate race as an attribute of a person’s body from the cultural ways

in which a person acts.




This distinction between race and culture prompted Robert, a white male, to share an
incident that occurred in his class where a low-income white male behaved in a way that
might be called culturally black, behavior unusual for the student, according to Robert.
Robert told the class that he confronted the student, saying, “And I kind of like, you
know, call him up like, ‘Jim, it’s like, you’re white, dude. Just settle down,’ you know,
‘just relax.’ ‘Cuz he just was being stupid. And he sounds so stupid.” Wilona and Tara, a
white female, then confronted Robert about his statement, telling him that apart from his
intention, his statement implied that acting black was akin to acting stupid. An argument
ensued in which Wilona and Tara attempted to tell Robert how his statement could be
interpreted while Robert attempted to defend himself from criticism. A couple of other
students spoke during this time. I felt that Robert was not listening to any of the
constructive criticism and cut the discussion short.

For what seemed like the hundredth time, I left class thinking that white interns just
don’t get it, must not want to get it; they seemed resistant to learning about the
importance of race, social inequality, and class issues, in relation to their placements and
the course. My view largely matched that which had been expressed in a number of
articles I had read within the teacher education field, which described the dominant
population studying to become teachers—white, middle class, largely female, and from
the suburbs—as resistant to engaging in topics such as race, diversity, discrimination and
inequity, and urban environments. I felt as though my efforts were wasted, as these white
interns were going to return to teach students on Monday with the same attitudes and

habits I saw in class.



Thankfully, two colleagues helped me to think through the significance of the event,
and in the process, shape this dissertation study. Through their advice and support I
developed a research study of that one discussion in which I considered the conflict
between Wilona, Tara, and Robert, how interns defined the meaning of certain terms, the
meaning of the conflict, and my own role in facilitating discussions. In that study, I began
to reflect on the visits that I made to the interns’ classrooms earlier in the year, as well as
the papers they’d written that I'd reviewed. This reflection, coupled with conversations
with colleagues, led me to examine my conceptualization of the problem.

I initiated visits to my interns’ classrooms that year because I was intensely curious
about their placements, particularly who the students and teachers were, the types of
behaviors that occurred, the feeling of the different interns’ environments, and to get
some sense of what each intern was like as a teacher. I was also interested in helping the
interns better link their placements to the course content, or perhaps more appropriately,
tinkering with the course so that interns could more freely discuss and analyze their
experiences in an academic space. As this occurred over the year, I began to see that the
resistance argument certainly had its merits, but seemed limited in assisting with the
difficulties the interns experienced as they learned to teach, especially given most of their
previous schooling experiences. And believing that most interns have clearly defined
notions of what it means to teach before even setting foot in the classroom as teacher, 1
also came to realize the difficulty of my job in helping interns to better analyze their
situations so they could become more effective, efficient, knowledgeable, and just

teachers.



One October day during my second year, I asked interns to engage with some ideas
from a short excerpt they had just read from Britzman’s (2003) Practice makes practice.
I divided the class into five groups and gave each group a different topic to think about. I
asked my students Isabel (who had attended Stratford High School, featured in this study,
as a teenager) and Laura to think about how their “cultural biographies” and their
experiences as school students with a focus on social class and race, affected how they
thought about their current students and teaching practices. After five minutes, they
approached me and said they thought their experiences of being tracked in high school
exerted a greater effect on the present. While quick to acknowledge the importance of
race and class, they argued that being tracked into honors classes, which meant having
the best teachers, a rigorous college preparatory curriculum, and being subjected to high
standards, was more important because now they were teaching regular classes in schools
generally considered to be of lower academic quality than those they attended. Laura and
Isabel shared that by being in honors classes they not only received more of the school’s
educational resources, but they also internalized a sense of superiority and as a
consequence, saw regular-tracked students as having lower academic ability.

Isabel and Laura’s comments helped me to further articulate the direction of this
current research project, which is focused on interns’ experiences as they learn how to
teach in their urban placements. At MU, the majority of teaching interns fit the
descriptions of typical teacher candidates. The small group of interns placed in urban
school districts with significant poor, working class, and nonwhite populations found
such schools to be largely unfamiliar and challenging environments. These interns

learned how to teach in complex institutions with established practices of how to deal



with students of many types, surrounded by voices of school and university personnel
with particular views of teaching. As they learned to teach, interns’ pasts operated in the
present to make sense of their world, in education and otherwise. As a good student who
had quickly figured out the game of school, I was struck by the importance of Laura and
[sabel’s insight, for it implied that we were socialized to view school and ourselves in a
way quite different from many of the students we taught.

My experiences and discussions with the interns, visits to their placements, and
interest in trying to understand their predicaments grew into this dissertation study. I
sought to find out more about how they thought of themselves as emerging teachers, how
they thought about their students, how they related to their students, and how they
constructed their experiences. In this ethnographic study, I observed the interns teach and
conducted interviews about their teaching, thinking, and histories. I studied the meaning
interns make of their situations and how their previous life experiences influenced them.

I begin by describing the theoretical perspectives that have focused this study. In the
next chapter, I explain how I conducted the study, including how I analyzed the data
presented herein. Chapter Three presents a thematic analysis of the ways interns viewed
their placements along four dimensions: as novice teachers in urban schools, as
predominately middle-class individuals, as white people, and as long-standing good
students becoming teachers. In Chapter Three my analysis examines the validity of the
resistance argument. The three chapters that follow are case studies of each intern. Within
each case, | describe and analyze the intern’s dominant teaching practices as well as
several key issues with which the intern struggled, to carefully uncover the particular

ways each intern understood the central problem of maintaining productive relationships



with students. Finally, I consider the differences and similarities in the interns’ cases and

consider what this study suggests about the task of preparing new teachers.

Theoretical Perspectives on Teachers in Schools

National Concerns of Preparing Teachers

A good deal of teacher education literature is concerned with what is sometimes
called the demographic imperative—that a largely white teaching force teaches an
increasingly nonwhite student body. For example, the National Education Association
(2002) reported that more than one-third of students in today’s public schools are people
of color and that by 2025, at least half will be. However, only 13 percent of today’s
teachers are of color. In a related vein, the US federal government reported that though
54 percent of teachers taught English language leamers or culturally diverse students,
only 20 percent felt well prepared to meet students’ needs (National Center for Education
Statistics, 1999). A conflict arises for many teaching interns entering urban schools
because most interns’ personal schooling biographies, formed in rural and suburban
settings that chiefly serve white students, now interact within urban teaching placements
markedly different from their prior experiences. They encounter students who differ from
them racially, socioeconomically, behaviorally, and in attitude toward school.

In reviewing research on preparing teachers for multicultural schools, Sleeter (2001)
describes the main sources of the “cultural gap” between teachers and students as a lack
of nonwhite preservice teachers and a lack of white preservice teachers with multicultural
knowledge. Most of the research focuses on how to prepare white, middle class females
to develop awareness and effectiveness in multicultural teaching. Sleeter characterizes

the research findings as showing that white preservice teachers have little background



and knowledge of cultural groups, including their own, hold limited views of
multicultural education, have a colorblind view of the world but are ambivalent about
teaching African Americans, and lack understanding of discrimination, especially racism.
Importantly for this study, Sleeter points out that the majority of research studies examine
the attitudes of white students within a multicultural education course; few studies
examine preservice teachers outside of their multicultural education coursework or follow
them into the classroom.

In a recent article, Leland & Harste (2005) argued that to prepare new teachers to
work in urban settings, a holistic program is necessary. They described a two-year
program for prospective elementary teachers they offered in Indianapolis that took place
entirely within urban elementary schools. As part of that effort, they also engaged the
preservice teachers in critical literacy to understand the context in which they worked:
understanding systems of meaning and power which differentially position people;
examining one’s own position within these systems; and developing an orientation
toward social justice. The authors reported that though the cohort was fiercely resistant
through the second year, 14 of the 29 graduates obtained urban teaching jobs, even
though some were offered employment in schools much like those they had attended.
Though they reported limited success in getting their students to question their societal
positions and their roles in contributing to systematic inequality, Leland & Harste argued
their program impacted many of the preservice teachers’ efficacy as potentially
successful urban educators.

Leland & Harste’s (2005) experience suggests that engaging interns in meaningful

urban experiences through which they can begin to understand their placements and how



best to teach in them means that attention must be paid to urban teacher preparation
programs. Indeed, as part of the effort to produce culturally responsive teachers,
numerous proposals have been put forth to restructure teacher education programs to do
just that (Banks, 2002; Nieto, 2001; Villegas & Lucas, 2002). In a study of preservice
teachers’ expectations before beginning a tutoring experience in Milwaukee elementary
schools compared to reports of their actual experiences, Haberman & Post (1992) found
that many of their experiences reinforced what preservice teachers already believed. They
found that the preservice teachers had gained self-confidence and had come to accept
their pupils more, but they also regarded their pupils more negatively. Through this study,
Haberman & Post point out that simply placing preservice teachers in urban
environments will not in itself lead to positive outcomes: “Confirming invalid
perceptions are just as likely an outcome as greater sensitivity and awareness” (1992, p.
31). These and other studies illustrate the degree to which preparing typical teachers for
urban schools is a complicated enterprise.

In 19 urban questions, Kincheloe (2004) argues that urban schools are unique
because they are located in areas of high population density and great economic disparity,
have higher rates of ethnic, linguistic, immigrant, and religious diversity, are part of a
large bureaucracy, and experience high staff turnover. It is certainly true that scholars
consider a variety of factors that affect new teachers, particularly typical ones, in urban
schools; however, given the importance of race in US society (hooks, 1994; Frankenberg,
1993; Omi & Winant, 1994), race is often the dominant dimension within which

multicultural or urban teaching is considered.



The Idea of White Preservice Teacher Resistance

The teacher education literature’s general concern of preparing white teachers for
diverse classrooms has been enriched by studies of whiteness over the last couple of
decades. The majority of these studies focus on preservice teachers’ attitudes,
dispositions, and learning with regard to diversity issues (Slecter, 2001). Often, when
scholars consider these racial differences, they seem to end up talking about resistance.
Among the first was Tatum’s (1992) study of white student resistance to learning about
race in her psychology of racism course. She suggested three sources of resistance: race
is considered taboo for discussion, many people think of the US as a just society, and
many students deny the role of prejudice in their lives. About the same time, King (1991)
published her study about the dysconscious racism of white teachers who, although being
surrounded by talk about diversity, were also anxious about losing their white privileges.
In an article titled “Resisting Racial Awareness,” Sleeter (1992) reported on teachers’
attitudes toward multiculturalism and their resistance to racial awareness through a two-
year series of multicultural workshops. She reported that the politically conservative
teachers saw multicultural teaching as irrelevant, while most of the politically liberal
viewed multiculturalism as helping to facilitate relationships between diverse students or
helping minority students to cope with society. A smaller group expressed more complex
perspectives.

Lowenstein (2009) examined how much of the literature on preservice teacher
learning about multicultural education tends to construct the group as a homogenous,
monolithic group that is incapable of learning about diversity. She points out that the
demographic imperative argument is often cited as a rationale for multicultural education,

and agrees that it is critical to teach about race and racism, and the parts these concepts
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play in teaching and learning. In addition, she described how colleges of education
generally mirror the teacher workforce, such that a mostly white professorate undertakes
the task of preparing a mostly white teaching force for schools with increasingly diverse
students, and does so primarily through transmission-oriented teaching techniques. She
contends that few studies have portrayed traditional teacher candidates as able to learn
about diversity.

Since the early 1990s, more studies on white preservice teachers’ resistance have
emerged. Some studies have focused on student attitudes toward race and/or
multiculturalism, for example, how they see themselves and others in terms of privilege
and oppression (Chizhik & Chizhik, 2005). Others examine the discursive modes and
techniques used to maintain the dominance of whiteness (Hytten & Warren, 2003; St.
Denis & Schick, 2003). Other studies have involved teaching experiments designed to
reduce student resistance (Brown, 2004; McFalls & Cobb-Roberts, 2001). In her review
article, Sleeter (2001) describes research focused on recruiting and selecting students of
color, immersing students in unfamiliar cultural experiences, multicultural education
coursework, and restructuring programs. She writes, “The great bulk of the research has
examined how to help young white preservice students (mainly women) develop the
awareness, insights, and skills for effective teaching in multicultural contexts. Reading
the research, one gains a sense of the immense struggle that involves” (p. 101).

Two recent studies illustrate the role of resistance in this line of research. Case &
Hemmings (2005) observed and interviewed white female preservice teachers in a
required diversity course. They proposed that many of the students used three strategies

to distance themselves from the content. Outside of class, many used silence when family
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or friends made racist comments, mainly to avoid conflict and prevent disunity, and, in
the classroom, to both learn from and not offend black students. Second, they
disassociated themselves from racism, usually by explicitly claiming to not be racist.
Third, they separated themselves from responsibility, for example, by describing racism
as something in the past they didn’t create, blaming the victim, or focusing on the effects
of reverse racism.

Similarly, another study (Solomon, Portelli, Danicl, & Campbell, 2005) examined
preservice teachers’ responses to their required reading of Mclntosh’s (1990) “White
privilege: unpacking the invisible knapsack.” The authors described three strategies
students used to deny the import of race: ideological incongruence that results from
learning a story or reality that differs from what one is used to, which runs counter to
one’s beliefs; relying upon liberalist notions, including meritocracy and individualism, to
explain the differential positions in status and achievement; and negating the existence of
white capital as a resource. Although both studies offer important insights into strategies
preservice teachers use to avoid discussing race and their complicity in racial inequity
and privilege, they also tend to reduce the complex range of thoughts and feelings
involved in learning about race to the explanatory concept of resistance.

Thompson (2003) argues that in an effort to educate whites to be antiracist, to
develop a positive white identity, many progressive whites view themselves as “the good
whites,” as a benchmark for others to aspire to. When white students don’t emerge from
university courses as a reformed white person, an ally, it is possible to see them as having
failed to assimilate the course themes, which leads to a search for their resistance. It may

be that this deficit view partly arises from the desire on the part of course instructors and
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researchers to see a change in their students that mirrors their own change as part of their
life journey.
Partly in answer to this mounting critique, some researchers have done some work
intending to consider these traditional teacher candidates as something more than
resistant. For example, Jeanpierre (2007) described how three new science teachers in
their 30s and 40s were transitioning from a science-based career into teaching, and how
their content knowledge and understanding of science led them to bring high expectations
to student learning. In another study, Schultz, Jones-Walker, & Chikkatur (2008)
discussed how they attempted to teach candidates in an elementary urban education
program a stance of listening at three levels: to students, to the class and its rhythms, and
to the community in which students live. Recognizing that the new teachers interpreted
events through their perspectives, they attempted to get the students to see teaching as a
process of negotiating between their beliefs and historics, between teacher preparation
program ideas, and the directives of the school district. Saffold & Longwell-Grice (2008)
describe how they applied the concept of heterogeneity to the traditional teacher
candidates who went through an elementary teacher preparation program in Milwaukee.
In particular, they wrote (p. 205):
When we listen to the struggles of the three women, we are better able to
understand and respond to the heterogeneity that exists among their stories. Each
participant came to the program with expectations and beliefs. Their background
knowledge and beliefs influenced how they came to understand their experiences
in the preparation program.

Although these three studies strove to focus on the differences between these future

teachers from traditional backgrounds, they also made use of concepts like

colorblindness, similar to those of the resistance argument.
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If we accept that resistance is present, then we might ask what the purpose of
resistance is, and why does it exist? More specifically, what does resistance do for the
person who manifests it and what does resistance do for researchers as an analytic
category? In an article in which she argues for a psychoanalytic approach to resistance,
Ringrose (2007) begins to probe this idea of resistance. She shares an incident from a
third-year women’s studies course in which a black woman confronted a white woman’s
statement about a black author’s anger in an article they read. Following Britzman
(1998), Ringrose’s central concern is to reposition resistance and conflict as vital to
learning; it is normal that many people do not readily accept and engage difficult
knowledge such as racism, and they will resist experiences that clash with their cherished
beliefs. In contrast, much of the education literature focuses on dysconscious racism, the
invisibility of whiteness, and how students deny and resist their own whiteness and the
implication of their privilege, constructing the students as virtually unteachable. While 1
have certainly experienced moments of resistance in working with such teacher
candidates and can construct an account of their experiences in urban schools along the
lines of the resistance argument, I have also come to think the matter of these interns

learning to teach in urban schools is more complicated than that.

A Theoretical Framework for the Interns’ Experiences

To consider the ways in which the intern experience of learning to teach is more
complicated than just being about resistance, while capturing those aspects too, | draw
primarily on John Dewey’s writing in Experience & Education (1997/1938) to elaborate
a theory of experience that takes into account the immediate interactions within the

teaching situation, and the role of reflection as interns discussed their experiences in
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those interactions. My starting point is that the interns are racially different from the
majority of their students. But instead of searching for their resistance (which does not
mean I do not consider it), I look to understand the complex situations in which interns
find themselves, the actions they undertake in their classrooms, and how they position
themselves and share their identities as they become teachers in urban high schools.

Experience

In order to study the intern as a participant in complex situations, I theorize the
concept of experience, considering the indispensable role of practices and habits, as
informed by the contexts in which interns were raised. Experience occurs in the present;
it is life living and living life. People live their lives every second, yet most of life is not
consciously thought about; most of life is largely lived through. By this I mean that one
can perform actions and say things, especially in familiar situations, because one has
developed senses for handling situations that help to determine a reasonable response.
The majority of the lived-through interactions are by definition, forgettable. But there is
always the chance that something will stick out about an interaction, something that will
cause us to think more about a particular something, to talk with ourselves and maybe
with other people, to construct an experience. Dewey writes: “Every experience is a
moving force. Its value can be judged only on the ground of what it moves toward and
into” (1997/1938, p. 38). Experiences occur within particular situations, settings
consisting of other people, other living beings, inanimate objects, and the environment in
which people act, in short, the world that consists of all entities outside of the actor’s
body. It is in particular interactions within situations that a person can have experiences.

For Dewey, experience depends not just on the interaction, but also on “the principle

of continuity of experience,” which “means that every experience both takes up
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something from those which have gone before and modifies in some way the quality of
those which come after” (p. 35). The concept of continuity focuses on the actor, whose
body participates in interactions and has experiences. The actor has had experiences in
the past, which affect current and future experiences and can modify the meaning,
importance, and even descriptions of past experiences. Experience is not just about the
meaning of a present experience, but also about building the habits of mind to
continuously make meaning. “We always live at the time we live and not at some other
time, and only by extracting at each present time the full meaning of each present
experience are we prepared for doing the same thing in the future” (p. 49). Whether or
not the actor extracts the full meaning of the present experience, the actor possesses
habits of thought, feeling, action, and interaction to at least live through the present, the
actor’s continuity. For Dewey, habit is more than fixed ways of doing things; it includes
the formation of emotional and intellectual attitudes as well as “basic sensitivities and
ways of meeting and responding to all the conditions which we meet in living” (p. 35).
Every actor brings a history and continuity to interactions, which take place in a definable
situation with the world. In coming together into the present situation, all will move into
the future along fuzzy and unknown, though possibly predictable, paths.

Collective Identities

Dewey’s theory of experience focuscs on how individuals make sense of particular
interactions in light of their prior interactions. Although Dewey often wrote about the
importance of context on an individual’s life, his elaboration of a theory of experience is
one largely focused on individual learning. Dewey’s idea of an individual with
continuity, acting in a present situation with the world in accord with their habits, that

affirms or may alter the present trajectory is at the center of my analytical apparatus.
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I will use the notion of collective identity (Appiah 1996) to provide more specificity
to the context in which one’s continuity is developed. In considering race’s role in our
lives, Appiah (1996) argues that an individual has two dimensions of identity: personal
and collective. The personal includes characteristics we think of as unique to individuals
such as humor, courage, rudeness, compassion, etc. The collective dimension includes
identities that are socially and politically salient in our society, chiefly related to power
and opportunity, including gender, class, sexuality, and race. Appiah considers two
actions that make racial identity possible. On one side are racial ascriptions, in which
someone expects behaviors, thoughts, and attitudes from another based upon the racial
group label they apply. On the other side are racial identifications, whereby a person who
can potentially fit within the label may identify with group norms through speech, action,
etc. Of course, ascriptions never capture the essence of a particular group, since any
person identifying with a particular group doesn’t necessarily live in accordance with
others’ ascriptions, whether they be stereotypes, sociological descriptions, or members’
own expectations.

A person’s continuity is influenced by others and shaped by the adoption of
particular stories one tells and uses to describe and understand oneself. Appiah notes,
“collective identities, in short, provide what we might call scripts: narratives that people
can use in shaping their life plans and in telling their life stories” (p. 97). Appiah writes:
“An African-American after the Black Power movement takes the old script of self-
hatred, the script in which he or she is a nigger, and works, in community with others, to
construct a series of positive black life scripts” (p. 98). This rescripting takes place in

society, wherein others use racial ascriptions, expecting someone to act a particular way.
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In US society, the script just quoted would be considered race cognizant, that is, it views
racial difference as involving “autonomy of culture, values, aesthetic standards”
(Frankenberg, 1993, p. 14), and emphasizes the ways that inequality and racism are
inscribed in social institutions. This is in contrast with the dominant scripts of
colorblindness, the dominant form of racialized talk used by whites in the US
(Frankenberg, 1993; Pollock, 2004). Colorblind people think of race talk as potentially
bad because they state beliefs in the inherent equality of all people, but usually believe
people should assimilate to dominant cultural norms and practices. Thus, this mode of
talk avoids naming differences while extolling universal, humanistic virtues that all
people, regardless of cultural background, should engage and believe in.

Appiah again: “we expect people of a certain race to behave a certain way not
simply because they are conforming to the script for that identity, performing that role,
but because they have certain antecedent properties that are consequences of the label’s
properly applying to them” (p. 79). I believe these “antecedent properties” refer both to
an individual’s prior experiences and larger societal discourses, uttered repeatedly over
generations, building the continuity that leads one to form and reform habits of thought,
feeling, action, and interaction. Appiah’s ideas point to the importance of interpersonal
interactions, processes through which race is enacted, in short, how race is performed.

John Warren (2001) adapted Judith Butler’s work to develop a notion of the racial
performative, which focuses on the body as the site of racial processes:

If we look at race as a stylized repetition of acts where the gestures, movements,
and other kinds of communication constitute meaning, then race as an identifier of
difference is not in the body but rather made through bodily acts. This is to say,

the repeated performance of race creates an illusion of substance that appears to
be bodily. (p. 461)
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In

Bodies that Matter, Butler (1993) argues that the body is not a starting point

whose existence leads it on a natural, pre-determined racial path, but rather that the body

is “the effect of a discourse of power that has regulated, shaped, and made the materiality

of our bodies” (Warren, 2001, p. 462). Specifically, he works with Butler’s text to offer

five key stakes in viewing bodies performatively, as processes, rather than as natural

givens:

1. A body’s appearance and significance is inherently tied to the effects of power
dynamics, a manifestation of social rules and consequences that dictate acceptable
racial behavior. Warren writes, “pigment is a product of a stylized repetition of
acts” (p. 462).

2. People have limited power to create in themselves what they name, because
they are born into systems and discourses that affect how they see their continuity
(subjectivity for Warren and Butler), which strongly influence desires, actions,
talk, etc. they undertake.

3. A body does not, as a biological given, possess race simply by virtue of its
pigment, but instead, becomes raced by learning cultural norms that reinforce
ways of properly acting as belonging to a particular race.

4. Racial identification is not imposed upon an untarnished, preexisting self.
Rather, one’s racial identification is formed by the processes one engages in,
processes that require one to assume race when interacting with others.

5. In assuming a race, one comes to identify with it, but a significant part of this
process is that one disavows other racial identifications. “Whiteness does not
persist in a vacuum but in relation to nonwhiteness. By uncovering the ways
“‘white” persons either identify or disavow others, one works to uncover some of
the mundane ways people produce race.” (Warren, 2001, p. 463)

I use these ideas of identity performance in order to illuminate the ways in which the

interns

enacted their whiteness or middle classness. I use Gilbert’s (1998) nine variables

in order to conceptualize class, or the ranking of individuals in the US system of

stratification. There are two key scts of variables for this study. The first are economic

variables and include occupation, income, and wealth. As the interns were college

students seeking to obtain employment as teachers, I refer much more often to the
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interns’ parents’ economic indicators. However, the attainment of both a bachelor’s
degree and state certification is required from the newcomer to obtain work as a teacher;
in that sense the interns’ credentials are critical to occupational entry. The second set of
variables consists of status indicators, including personal prestige, association, and
socialization. According to Gilbert (1998, p. 12), “People have high personal prestige
when neighbors in general have an attitude of respect toward them. Another word that is
used for this attitude is deference, or the granting of social honor.” Although Gilbert
discusses that most US citizens conceptualize a class hierarchy, when they do so, their
reasons for placing any given person or representative in a particular position are varied.
In his ethnography of poor whites, Moss (2003, p. 15) wrote, “I realized people defined
class difference in a variety of ways: based on money, education, race, gender, material
possessions, nationality, politics, even eating habits.” He offers descriptions and analysis
that suggests that one’s social class is performative, and intimately tied with race.

Accordingly, I use Warren’s notions of the racial performative, built on Butler’s
(1993) notions of the gender performative to conceptualize the ways in which an actor’s
collective identities are manifested in interaction, for two identities considered important
for teachers new to the urban high school: race and class. I also examine a third collective
identity, that of “good student” that seemed to also strongly impact interns’ views of their
work.

Cultural Production Through Common Practices

A critical idea for this theory of experience is the notion of practice, especially
because it allows me to operationalize the theory. Many of the practices that people
engage in are the result of habits that they have long used to navigate the situations they

find themselves in. As the interns learned to teach, they moved from the role of student to
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that of teacher, venturing into a new part of the field with its particular culture,
relationships, and ways of interaction. Levinson & Holland (1996) argued for interpretive
work focused on the processes that are part of “the cultural production of the educated
person.” They wrote, “Indeed, the very ambiguity of the phrase operates to index the
dialectic of structure and agency. For while the educated person is culturally produced in
definite sites, the educated person also culturally produces cultural forms” (p. 14). The
idea of cultural production emerged from and in response to social reproduction theory,
which imagined state apparatuses, like schools, as producing particular types of people
based upon their experiences within the apparatus. Cultural production recognizes that
people come to understand themselves and others and construct knowledge through the
regular practices in which they engage (Levinson & Holland, 1996).

Thus, one learns to teach in the day-to-day situation of teaching. It is in practicing
that one becomes a member of the field of teaching. Miller & Goodnow offer that
“practices are actions that are repeated, shared with others in a social group, and invested
with normative expectations and with meaning or significances that go beyond the
immediate goals of the action™ (1995, p. 7). Although they wrote this article in the
context of child development, the ideas are applicable to people developing in any field,
particularly when they are new to it. The five propositions Miller & Goodnow offer each
have repercussions on this research project:

1. “Practices provide a way of describing development-in-context, without

separating [person] and context and without separating development into a variety
of separate domains.” (p. 8)

2. “Practices reflect or instantiate a social and moral order.” (p. 9)

3. “Practices provide the route by which [people] come to participate in a culture,
allowing the culture to be ‘reproduced’ or ‘transformed.’” (p. 10)
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4. “Practices do not exist in isolation.” (p. 12)
5. “The nature of participation has consequences.” (p. 13)

Miller & Goodnow’s propositions provide ways to probe the meaning of practices
for the participant. As participants describe particular practices, their talk may reference
any or all of the five propositions. Using these ideas, I can relate interns’ teaching
practices to their narrated histories, identities, beliefs, learnings, etc. In essence, I am
searching for continuities and discontinuities between the interns' formed habits of being
a student and the emerging habits of being a teacher as they learn to participate in school
practices.

Experiences in Learning to Teach

The problem of learning to teach is directly tied with one’s habits developed as a
school student: What kind of teaching have I seen before? What are my views of school
and how successful have I been within that institution? What kind of teacher am I now
and what do I want to become? How do societal discourses impact my views of teaching?
Many teachers teach the same way they were taught and enter environments with which
they are familiar, that feel right to them, although some adopt some “reforms” and
develop a “hybridized” practice (Cuban, 1993; Cohen 1985). Early in her career, a
teacher may have many conflicting images of what it means to teach, the images
predominately formed by watching teachers while she was a student, but also through
participation in educational practices. The images provide both an ideal for how one
might teach as well as observed tactics one might use, or fall back on.

Iannoccone (1963) published a study long ago of the changes in perspectives among
a group of 25 females during their student teaching phase. Based on daily diaries they

were required to keep, he described how the student teachers moved from positions of
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criticism, questioning, and sometimes indignation of the mentor teacher’s practices, to
using those very practices and justifying their use. lannoccone suggests that the 24 of 25
who fit this pattern used the methods because “When the student teachers follow the co-
operating teacher's advice, they find, as Donna says, ‘It works.” It gets them and their
classes through the lesson” (Iannoccone, 1963, p. 78).

In a review of research on teaching and learning in teacher education, Wideen,
Mayer-Smith, & Moon (1998) reported the majority of studies agree with lannoccone’s
finding; new teachers tend to teach largely as they were taught. Much research on teacher
education has found limited effects on changing preservice teacher attitudes and
developing within them new pedagogies and techniques of teaching. However, the
authors report that the majority of studics are short-term examinations or interventions.
They found that long-term and systematic interventions were more successful with
preservice teachers. One thing that Wideen, Mayer-Smith, & Moon make clear is that
changing someone’s views of the world is a difficult task, and that many researchers who
“claimed positive results were rather silent when it came to presenting evidence of
change in beliefs” (p. 152). This is likely because mecasuring the ways that someone has
changed their beliefs is difficult, particularly because, short of enlightenment, a person
does not generally exchange their old beliefs for new ones because of an experience.
Rather, redefining one’s beliefs and altering one’s practices are ongoing processes that
are never completed.

By the time interns are in the process of learning to teach, they have already been
socialized to view schools and teaching in particular ways because of their experiences as

students in school systems. For example, Lortie (1975) describes the apprenticeship of
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observation, wherein almost every citizen has spent over 12,000 hours observing teaching
through their compulsory school attendance. Whereas most who would like to be, say, a
lawyer have little observation of that practice outside of some media portrayals, most
everyone is quite familiar with the work of teachers, through, at the least, being a school
student. Lortie notes that teaching does not have a highly developed technical vocabulary,
no one has found out how to crystallize the process of teaching and learning for novices,
the requirements for entry into teaching are lower than other professions, and there are a
number of significant reasons people are drawn to teaching. Lortie offers the hypothesis
that “the student’s learning about teaching, gained from a limited vantage point and
relying heavily on imagination, is not like that of an apprentice and does not represent
acquisition of the occupation’s technical knowledge. It is more a matter of imitation”
(1975, p. 63). In addition, Lortie describes how teachers view their craft as highly
uncertain, how teachers experience the majority of personal rewards with their students in
the classroom, and how teachers view personal style as critical to the enterprise. He found
that a teacher’s colleagues exerted only minimal influence on a teacher, usually
considered negative, leading him to write, “socializing into teaching is largely self-
socialization; one’s personal predispositions are not only relevant but, in fact, stand at
the core of becoming a teacher” (1975, p. 79).

Britzman (2003) discusses some ways in which teachers’ previous schooling
experiences as students influence and shape their views of tecaching. Extending some of
Lortie’s observations, Britzman describes three myths—*"a language for describing who
they might become and what they should desire” (p. 223)—that affcct interns’

perceptions of their teaching selves: everything depends on the teacher, the teacher is the
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expert, and the teacher is self-made. In the first myth, everything, including student
learning, use of curriculum, and social control is held to be possible and expected from
the teacher, ignoring the fact that students, humans with their own thoughts and wills,
arrive in school having already learned a lot, including ideas that contradict school
knowledge. In the second myth, teachers struggle with knowing how to teach content and
knowing all of the content that they teach, which ignores that teaching techniques are
political choices involving imperfect knowledge that teachers use in social situations.
Finally, the myth of the self-made teacher “is a highly individualistic explanation that
produces the construct of ‘the natural teacher’ (p. 230), legitimizing the belief that
teachers learn what they need to through the experience of teaching.

In describing how these myths work to structure the teacher, Britzman offers that the
myths constitute and shape “the given,” the typical and reproduced practices of teaching,
and looks to “the possible,” how teachers might transform their schooling biography that
shapes how they see teaching. She notes “these dynamics of cultural reproduction are
made insidious by its involuntary nature. Student teachers do not set out to collude with
authoritarian pedagogy” (p. 236). Her point is that an intern’s schooling biography
consists of many discourses and associated practices, some of which will be in conflict
with interns’ beliefs about what is best as a teacher. As in lannoccone’s study, Britzman’s
student teachers come to adopt practices they initially opposed, but which make sense
and work within their classrooms. Interns variously bring habits they learned as students
into their new role as teachers, and develop new ones in conjunction with other teachers
and school personnel. To counter the largely unconscious acquisition of belicfs and

practices, Britzman argues that experience is useful only when reflected upon, which
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involves getting teachers to see how their schooling biography impacts their views of
teaching and learning. We will use these insights into teacher socialization—in particular
that one has a schooling history, has observed and can imitate the work, and has largely
unconscious views of teaching and learning—as a starting point to conceptualize the role
of interns’ histories in their teaching.
Research Questions

This study’s theoretical framework consists then, of the following tenets:

1. Through interactions with the world in situations, actors form and reform
habits of thought, feeling, action, and interaction. These habits have the
property of continuity, meaning the actor’s habits tend to persist and are
reformed in new situations as the actor makes sense of the situation and
undertakes actions within them.

2. As people new to the teaching profession, these actors have formed habits
through interactions in schools as students, and have a strong continuity in
how they experience and get through school. As new teachers, these habits are
the dominant source from which actors develop and execute teaching
practices, and evaluate both their own and students’ attitudes, academic
performance, and behavior.

3. The actors formed their habits in particular schools and families with their
distinctive practices and attitudes toward schooling. The interns in this study
come from the backgrounds often characterized as typical of the teacher
workforce: white, predominantly middle class, and from suburban and rural

environments.
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4. When actors find themselves in new situations, they use their habits as much
as possible to guide them; interns found themselves in urban high schools,
with largely nonwhite and lower social class students. Their continuity
provided extensive guidance as the urban high schools bore many similarities
to the schools of their youths, primarily in structure and operating norms.
However, their habits were not a reliable guide for working with the majority
of their students, who differed from the types of people the interns were used
to.

5. Patterns of actors’ habits can be developed through attention to the practices
they enact in fulfilling their roles and the ways that they describe their actions
and thoughts. Furthermore, the feelings that arise for actors through
interactions help illuminate their continuity and the dissonance and dis-ease
actors feel in unfamiliar situations.

6. Interactions challenging one’s continuity may lead the actor to construct an
experience, that is, to analyze the situation with the goal of learning from the
interaction and forming different habits of action, thought, feeling, and
interaction.

With this theoretical framework, I set out to answer this study’s central research
Qur<sttion: How do three interns use the habits they formed as honors students in
772 <z £ »ly white, monolingual, middle-class, rural or suburban schools and communities
MW EZ P, their characteristics, 1o Jorge conceptions and practices for teaching students in
&4 2= an high schools and communities with characteristics that differ appreciably?

Four subquestions focused on prominent features of the interns’ situations:

27



Self. How do the interns think about themselves and their histories, in relation to the
students whom, and the settings in which, they now attempt to teach?

Students. How do the interns think about the students with whom they work, in
relationship both to themselves and to the urban context of that encounter?

Teaching. How do interns conceive of their tecaching role and practices in relation to
their students and to their images of teaching?

Context. How do interns think about their placement, including students, teachers,

administrators, and environment, in relation to their views of teaching and learning?
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CHAPTER TWO

METHODS

Sites, Participants, and Data Collection

This study seeks to understand how three white, middle class teacher candidates
learn to teach in an urban context through the following research question: How do three
1 nterns use the habits they formed as honors students in mainly white, monolingual,
rraiddle-class, rural or suburban schools and communities with their characteristic habitus,
¢ <> forge identities and practices for teaching students in urban high schools and
< <>mmunities with a habitus that differs appreciably? The study draws on my work with
i 2 terns both in their schools and in my course, through which I collected observations of
t & Aaching practice, interviews, and intern writings.

C © ntext and Research Sites

The participants in this research project were intern teachers at Midwestern
Urmi Vversity (MU) enrolled in a course with me. MU required those seeking K12 teacher
< <X tification to complete a year-long internship experience (commonly known as student
teathng); interns work in schools from the end of August through the end of April. In the
S<h ools, interns work intensively with their mentor teachers and are supervised by field
1 TXStructors who visit regularly, about every two weeks. In addition, interns are required to

T . . . . .
Aketwo year-long courses at the university. One of the courses is a subject specific
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course that considers how to teach content knowledge. The other course, called
Professional Teaching, is focused upon the relationships and social contexts in which
teachers work. Its concern is with how interns relate to students, the mentor, other
teachers and school personnel, and parents, while considering the larger social
phenomena that influence schools. This second course served as the university-based
research site, and the selected participants came from the section of the course that |
taught.
In this study I observed interns in two locations deemed important for learning how
to teach: the school placement and the university. My primary focus was on the interns’
placements, where I observed interns’ teaching practices and then talked with them about
their experiences, which ranged from the day’s lesson, to particular students, to interns’
ss chool experiences and beliefs about what is best for students. Through the school-based
7 raquiry, | examined how interns constructed experience, narrated their teaching identities,
=2 xad described the interactions and practices in which they engaged. At the university site,
X sstudied how interns made sense of their placements in a course grounded in critical
Tt Ixa € ory, whose primary focus was on developing interns as teachers in urban high schools.
I m» terviews in the schools allowed me to see what concepts from the university course
W€ 1re present in intern conceptions, while talk and work in the university course allowed
TR < to see how interns represented their teaching in an academic setting. My primary
focuys throughout this project was on the interns in their placements.
T o urse Participants
Seventeen students originally enrolled in section 19 of Professional Teaching in the

2005-2006 school year. Demographically, there were ten white females, one Cuban-
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American female, one black female, four white males, and one Native American male.
Their teaching subject concentrations differed: one social studies, five English, two art,
five science, and four math. Only one student came from an urban area; the rest came
from suburban and rural areas. All interns enrolled in section 19 taught in high schools
located in either Grand Pillar or Washington school districts (city populations: 120,000
and 36,000, respectively). This study focuses on intern experiences in Grand Pillar, and
in Chapter Three I offer a full description of the city and its school district.
The Interns
The selected focal interns had to meet three criteria: to be teaching in Grand Pillar
(the focal district); to be teaching in a high school (one intern moved to a middle school
and another to elementary school); and to be participating in the part of the research
P> roject in which I collected interns’ work and recorded Professional Teaching class
< e ssions, which required a separate consent form. In the beginning of January 2006, 1
> xr esented my research project to the interns to solicit interest. After explaining the time
«d  mands on their schedule, the fact that they did not have to participate if uninterested,
zaxrxd my research interests, 13 agreed to participate and six met the criteria. I sought four
P & xticipants in different subject matters so as to provide the potential for differing
<3< P>eriences and interpretations. Although the subject matter is an important mediator of
thh e teacher-student relationship, I chose not to limit participants to one subject, like
S<aence, so as to foreground the participants’ interactions and representations of their
<3< Periences with students in urban schools, rather than as teachers of specific content.
I chose to select two interns cach from two schools to get a manageable variety of
S Tuwaations, school contexts, and subject matters. As only one intern from Robeson met the

i teria, I chose the other two schools so that I could spend more time there and become
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more familiar with them. Both Stratford interns agreed to participate and so I selected
them. Amanda taught ninth grade world geography and Bill taught conceptual physics for
tenth graders. At Pinnacle, I selected Amy who taught ninth grade biology and Sandra
who taught algebra for ninth and tenth graders. The selected interns are not statistical,
random samples intended for generalization, although they are describable in ways
consistent with the national concern noted above. The value of these focal interns is that
as white teachers in multiracial schools, we can get some insight into the broader
phenomenon of interest. As I undertook the task of data analysis, I made the decision to
reduce the number of interns studied from four to three, and cut Sandra since my
preliminary analysis indicated many aspects of her case were quite similar to the other
three interns, allowing me to expend more analytic effort on the other three cases. In
« hapter Three, 1 describe the three participants in much greater detail, and in chapters
fFour, five, and six, I present a case study on each intern’s teaching practices.
A m Ethnography
This is an ethnographic study as 1 focus primarily upon the meaning that interns
rx2» zade of their experiences as they learned to teach in urban high schools. As such, it falls
1 2 TO what Erickson (1986) described as interpretive work, because it uses “as a basic
Vv aa 1 1 dity criterion the immediate and local meanings of actions, as defined from the
ACTOTs’ point of view” (p. 119). In this study, 1 focus on three interns learning to teach,
11 Inersed in several significant life transitions. In particular, the intern is transitioning
from the role of student to that of teacher; still immersed in a field with which they are
t‘En"fliliar, education, but taking on a role that scemed familiar prior to beginning. Through
thej, interactions with others in the field, they bring their habits of doing school into

O natact with the particular culture, relationships, and interactions present in the
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placement. Rosaldo (1993) argues that it is in the areas of borderlands, such as an urban
Grand Pillar high school classroom of predominately nonwhite and lower social class
students taught by a white, middle class intern from outside the city, that the most
important cultural studies will occur. This study attempts to do this, though I focused on
the intern, mostly looking at the students more as supporting characters.

Britzman argues that a major benefit of creating critical ethnography is that “we can
construct new understandings of the formation of the subject if we can extend what 1s
given into a theory of the possible™ (2003, p. 222). Ethnography involves participating
with people to understand how they make meaning of situations, practices, and talk.
Though focused on the intern, this study necessarily involves me as I cannot write a study
about their absolute reality without filtering it through my own perspective. Britzman
writes, “Writing ethnography ... is about constructing particular versions of truth,
questioning how regimes of truth become neutralized as knowledge, and thus pushing the
sensibilities of readers in new directions” (2000, p. 38). Emerson, Fretz, and Shaw write,
“the goal in fieldwork, then, is to generate theory that grows out of or is directly relevant
to activities occurring in the setting under study” (1995, p. 167). They eschew the idea of
grounded theory because they contend that at every stage of the ethnographic process, the
researcher uses some theory to make some sort of sense of the situations. I recognize that
the theories I hold about the world help construct what I observe in it and how I represent
it. Furthermore, I balance two aspects of this study. First, I tried to represent as accurately
as possible the events | witnessed and the interns’ descriptions of those events and their
lives. Second, I took the liberty to interpret their situations, tell of my own reactions to

intern actions, and concceive of alternatives to what I observed and interns discussed. This
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study is thus a combination of the interns’ and my own stories, a recounting of the time
we spent together in the interns’ classrooms.

Data Collection

I observed the four focal interns one time each week, for nine or ten weeks, for an
entire period. I allowed the intern to choose the class they wished for me to observe and
visited it for all but one of the visits. Near the end, I visited a class the intern suggested
was, in some way, an opposite. I visited from January through April during the time
known as “Lead Teaching,” where interns are completely responsible for four of their
mentor teacher’s class load for a full ten weeks. During that time interns do not come to
MU for six weeks. I collected the following data:

1. Field notes from the classroom. I focused upon the intern teacher, looking often
at the front of the room but also following her as she moved about the room and
interacted with students. I would regularly (about 4-6 times per observation) study
the classroom, the encompassing setting in which I focused upon students,
sometimes shifting attention throughout the room and other times focusing on
particular interactions. I constructed the field notes from memory with the aid of
my scratch notes. On average, each visit yielded seven single-spaced pages of
field notes.

2. Intern teaching materials used in class.

3. Interviews with interns. After each observation session, the intern and |
discussed what happened in class, their intentions, and their thoughts on their
teaching effectiveness, etc. My questions were both preconceived and informed
by what occurred in the observed class session. In addition, I asked questions of
interns’ schooling and life histories. Interviews were audio recorded and were
each a bit over an hour on average.

4. Monthly research dinners with the four participating interns. I hosted three
dinners with the participants to discuss teaching, the research experience, and
general life topics. The dinner meetings were audio recorded.

While I collected the bulk of the data myself, my colleague, Shih-pei Chang

conducted the first interviews with each of the three interns. I also collected the following

data from the university course: audio recording of all large-group course discussions and
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presentations; student work; mid-year interviews with all participants. These data were
available for consultation as needed.

Complexity in My Roles as Teacher and Researcher

In this study, I am both the course instructor and rescarcher. These dual roles
presented interesting challenges for the rescarch project, but also provided some distinct
advantages. The most important challenge was that I observed interns in their placements
while at the same time teaching them in a course in which I assigned them grades, which
I addressed with them in the consent process. I will add that I never discussed situations |
observed in participants’ placements with other interns in or outside of class. In addition,
in response to a rumor of taking up one intern’s time, I reiterated to my participants that
they did not have to participate in the project and asked if they wanted to continue. All
agreed every time. A substantial advantage of being the instructor was that I observed
and worked with the interns in two different contexts, which allowed me to explore the
(dis)continuities for interns as they moved between school and university, which I did
primarily by bringing up concepts from Professional Teaching during interviews.

I am a brown-skinned multiracial male whose ethnicity includes Puerto Rican,
English, German, Cherokee, and Creole roots. I am from a working class family of
Northern California, whose parents are an interracial couple. While attending high
school, I realized that I was not being taught how to critically think and felt that I was not
receiving a full education. I also began to understand how tracking operated and how 1
benefited by being placed in the college preparatory track. Even so, I graduated second in
my class, but was not well prepared for college. It took me some time to appreciate the
difference between schooling and education, and to resolve my ambivalence toward

formal education. In high school I had been a good student, but did not work very hard
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and considered most of the work easy and irrelevant. I did it because of my goal to go to
college. Although I had little idea about what college was or how to pay for it, I applied
and attended, struggling for the first two years. After majoring in physics, I taught
freshman physical science and senior-level conceptual physics at a public high school
with a high concentration of poverty in Portland. During my time there, I attempted more
student-centered teaching practices because I recognized that lecture and worksheets
bored the students. Having had few models for student-centered teaching, I developed
such practices through experimentation and a four-week teaching workshop. These
inquiry-oriented teaching practices provided challenges to me and the students, and put
both of us in uncomfortable and unfamiliar positions, that were also intellectually
engaging, contributing to academically productive relationships.

When I was hired to teach Professional Teaching, 1 specifically requested to teach
this particular section. I attempted to maintain an open relationship with the four interns,
rather than simply sitting them down and asking them previously drafted questions.
Although I largely determined the interview agendas, with the help of the observations of
the interns’ practices, interns sometimes asked me questions and sought advice. A couple
of times I even engaged interns in strategizing how to handle tough situations they found
themselves in. My interactions with interns in particular situations as a result of our
chance meeting to accomplish our own purposes is a part of this story; the story 1s not,
then, an absolutely objective account, but an attempt to perceive how other people

understood their situations.

36



Data Analysis

In this section, I describe the procedures that I used to analyze the data to answer the
research question: how do three interns use the habits they formed as honors students in
mainly white, monolingual, middle-class, rural or suburban schools and communities
with their characteristic habitus, to forge identities and practices for teaching students in
urban high schools and communities with a habitus that differs appreciably?

In general, I analyzed the data case by case, started with an interpretation of the first
case, and revisited and revised my interpretations after each case. For each case I first
read transcripts of all of the interviews to get a sense of the data. I composed memos to
begin determining codes for the data. I then read the fieldnotes and coded them for the
interns’ teaching practices before composing additional memos, with the specific
intention of continuing to develop codes for the interviews. I then coded the interviews
and wrote memos about the trends that I noticed. I proceeded to do multiple readings
within codes and began to develop interpretations about the interns’ habits. I read through
the university-based data to enhance my interpretations as well as to search for alternative
explanations. I then drafted the cases and began writing interpretations that I constantly
revised. I detail this process below, and under step three, I provide a more in-depth look
at the analysis process.

1. Read interviews. The post-observation interviews are my primary data, and |
began by reading through the interview data. As I did so, I also did some basic coding,
using codes that reflect concepts in the data that 1 had already noticed. These sorts of
codes include the demographic ones such as race, class, gender, sexuality, and I applied

them when these concepts appeared in the transcripts. During this round, I also coded for
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references to particular people—such as the mentor teacher, students, university
personnel—and places— such as the classroom, the school, and the interns’ past schools.
As I read through the interviews, I stopped periodically to compose short memos about
what I noticed. After I finished reading all the data, I began to develop codes focused on
the habits I inferred from intern talk and about what sorts of things the habits concerned.

2. Read and code observation fieldnotes. Having familiarized myself with the sorts
of things the intern discussed, I then read and coded the fieldnotes for the types of
practices the intern used, as well as for other actions that occurred in the classroom.
Codes included teacher practices, teacher talk, student actions, student talk, use of
materials, etc. I counted the occurrence of these codes to detect patterns in the interns’
teaching practices. Using the framework of Miller and Goodnow (1995), after identifying
the practices, I considered the interns’ practice within the educational field, as well as in
the classroom.

Let’s consider the example of Bill’s teaching practices. Bill taught in a high school,
with a mentor teacher who generally lectured to his students with the aid of a PowerPoint
slide show and required students to fill in missing words on an accompanying worksheet.
I used teacher practice codes like “lecture,” “recitation,” “lab,” etc., to denote the intern’s
intended practice and then coded within the practice, and coded for materials used. I
coded teacher speech patterns (e.g., “content statement,” “evaluation,” “question™),
student speech patterns, and student actions (e.g., “cell phone,” “writing,” “laugh™). |
coded participants in interactions as well. As | became more familiar with the data, |
employed more interpretive codes like when students said something to control the pace

of class, when they joked around, or when they challenged another.
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3. Code interviews. Because habits and practices are intertwined, at this stage [
linked the field notes and the interviews, the practices with the habits, and the actions
with the explanations. I used the memos from previous stages to continue developing
codes for the interviews. Whereas earlier I had coded for people and places, in this stage |
coded for specific actions. For example, under the group of student codes, I developed
codes for specific actions such as pencil sharpening, walking around the classroom,
touching others, doing class work, etc. I also developed codes for particular types of talk:
non-content statement, reply to teacher, content question, non-content request, etc.

Having just finished coding the field notes, in this stage I linked an intern’s teaching
practice to her articulation of the practices, using the same set of codes to describe field
note observations and articulations of particular practices. This process made it easier to
relate what the intern did in their classroom to how they described it. The purpose of the
coding system was to determine the intern’s habits as they described them in relaying
their history or in their thoughts about particular subjects, and in their teaching practices.
To identify habits, I used the generic interpretive principles of recurrence of topics,
emphatic descriptions of things, silence about topics, as well as contrasts between
situations. For example, Bill often mentioned that he did not like the use of PowerPoint
lectures and contrasted them with what he deemed more sound science teaching practice,
and so in this round, I coded for his feelings toward the lecture (applying the codes:
“teacher-lecture” and “intern-feelings™), his emphasis about his dislike of lecture,
particularly when he used the word “hate,” what he normally talked about as alternatives
(for example: “teacher-demonstration” and “teacher-desired actions’), and sometimes

what he was silent about.
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I analyzed the data to infer interns’ habits of thought, perception, action, interaction,
and feeling. As people live their lives, they tend to rely on particular habits to make sense
of the world and to get them through life. Habits of thought refer to the substance of what
someone thinks about situations that come, the way that a person describes the situation,
whereas perceptions involve the interpretations that one makes about the situation, more
akin to the lens through which one views things. Habits of action refer to the things that a
person does in an attempt to reach a desired end, whereas habits of interaction refer to the
ways that a person interacts with the world, both material and human. Finally, habits of
feeling refer to the realm of intuition and emotion. These habits are usually about some
sort of object. For example, on any day interns have habits of feeling about how well they
did in class, their relationships with students, their varied emotional states, on their views
of the urban context and their role within it.

Let me explain some of the ways I detected habits in more detail. I coded each
specific action in the field notes and statements in the interviews for their content. I also
coded by focusing on recurrence, emphasis, contrast, and silence. These tags identify and
combine data with similar characteristics, allowing me to identify themes and objects that
recur throughout the data, which allowed me to infer a habit. So for example, Bill
exhibited habits of thought about student behavior, and frequently identified his student
Joseph as a particular behavior problem. In general as he talked about Joseph, Bill also
demonstrated habits of feeling, particularly of frustration with this student, who he
regarded as intelligent. As Bill discussed Joseph, he often made contrasts with other
students, like those he identified as putting effort into school and displaying good

behavior. Similarly, Bill frequently made contrasts between himself and his students as
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well as his high school and his current placement. Silence is a code I applied when it
seemed to me as though an important aspect of an interaction seemed relevant, but the
intern did not speak of it. Silence then became, in part, differences between my and the
intern’s interpretations of a situation. Because of its tentative nature, I carefully identified
and described habits as the result of silence by comparing and considering the habits
identified through recurrence, emphasis, and contrast. Examples of silence are most
clearly seen in discussion of the interns’ colorblindness in Chapter Three.

4. Multiple readings by code. Having coded the data, I carefully read within codes,
sorting the data by code. Within a code like *“‘student-behavior,” I could see who Bill
viewed as a behavior problem, what behavior he focused on, what makes ideal student
behavior, and what teaching practices might have precipitated that behavior. While
behavior can be examined through recurrence, emphasis, and contrast, I also perceived
silence in Bill’s talk, such as non-comments on the urban situation or about dealing with
students who differed from his previous experiences, or because he focused so intently on
an individual’s behavior, influences, and the like, he did not seem to see himself as a
factor in influencing the classroom environment. At this point, I began to rely quite
heavily on the coding software’s ability to store my interpretations of the data, and 1
began to draft the cases.

5. Read university-based data. 1 read and coded the interns’ coursework from
Professional Teaching primarily to check on their interpretations and search for
discrepancies. For example, the interns wrote of the need to make their subject matter
relevant to students, yet I rarely observed practices that seemed to me to do that. At this

stage, I had to keep in mind that since university work is different from the interns’
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teaching and interviews, the interns might have written what they thought they should to
get an A, rather than write honestly to move them toward improvement as a teacher. This
data is secondary to the school-based data.

6. Draft the case. Having coded the data and written extensively about it in memos
and within the coding software, [ began to develop a draft of each interns’ case.

7. Cross-case analysis. While drafting each case, I frequently recorded my thoughts
and interpretations for the cross-case analysis. When the individual cases were complete,
I examined the differences and similarities between the interns and their situations. That
comparison appears partly in Chapter Three, about the interns’ initial reactions to their
placements, and partly in the final chapter, seven, where I summarize and analyze how
the interns negotiated learning to teach in the schools where they were placed, and to

imagine what could be done to aid them in that transition.
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CHAPTER THREE
NOVICES TO TEACHING AND URBAN SCHOOLS

I observed and interviewed three young interns in the process of a complex
transition, from students in small towns or suburbs to new high school teachers in the
urban Grand Pillar School District. While nearly all teachers experience great uncertainty
as they learn their new roles, past experiences as a school student provide some guidance.
However, these three intern teachers experienced additional dimensions of uncertainty
because the schooling histories they brought did not provide reliable guides to some of
the challenges they faced in unfamiliar urban high schools. In this chapter, I report their
descriptions of their home towns and histories as students, describe the urban district and
schools where they performed their teaching internship, and report some of their
reactions to their placements and students. I consider how four differences impacted the
interns’ struggles to learn how to teach: the move from their rural or suburban
upbringings to the urban high school; the interns being white in majority non-white
schools; (3) the interns as middle class individuals working with students from lower
social classes; and (4) the effects of the interns’ habits of being good students while

teaching in schools where they found fewer good students than they expected.
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The Interns’ Histories and Hometowns

The three interns described and exhibited middle class patterns in their pasts and the
present as they were entering the solidly middle class teaching occupation. They grew up
in suburban or rural towns, none more than a ninety minute drive from Grand Pillar,
where they taught. The schools that the interns knew as students were similar in some
ways to the schools where they were placed for their internships, but also were rather
different in other important ways. We begin with the interns’ accounts of the places
where they grew up and their schooling histories.

Amy

Ilitch City is a small town of about 3,800 residents located about 35 miles east of
Malone, a midsize city that in many respects is similar to Grand Pillar. The majority of
the county is rural; one passed through two other towns along the Interstate heading out
to Illitch City. When she got to college, Amy’s family moved nine miles north of town
into Elkridge Township, but her childhood neighborhood in Illitch City was “a really
tight subdivision where there were probably about 60 kids in a three-block radius. We
were all out playing together.”

Amy reported that her father currently worked as a zoning administrator for Elkridge
Township and had worked several different jobs during Amy’s life including as a police
officer, assessor, and salesman. Amy’s mother was a first grade teacher in the Illitch City
Community Schools, and had been teaching for 13 years by the time Amy began her
internship. Amy’s mother started her tcaching career when Amy was in fifth grade; prior
to that she raised her four children full-time before returning to school for her
certification. On a survey, Amy estimated that her parents’ combined annual income was

somewhere between $55 and $75,000 per year, which compared favorably to the US
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Census Bureau’s reported $55,800 family median income in Elkridge Township, where
just over 98% of the residents were white. But there were a substantial number of Latinos
in Illitch City, about 19 percent of the population there. About one-quarter of the county’s
Latinos lived in this small town, where the Latino population had doubled between 1990
and 2000. Amy quickly acknowledged there was a Latino population, which she
described as mainly migrant farm laborers, but she stated that most of her interactions
had been with white people.
Bill
Bill was born and raised in Bergen, a larger town of about 21,000 people, but a bit
off the beaten path, and surrounded by farms and very small towns. Bergen is located
about an hour from a major city, a bit closer to a medium-sized city, and closer still to a
couple of small cities. Bergen High School had a student population about the same size
as Stratford, where Bill was placed to teach, barely qualifying for participation in the
athletic league for the state’s largest high schools. One of three boys, Bill was the middle
child of two teachers who worked in the Bergen School District. Bill’s mother was an
elementary music teacher, although she had also taught kindergarten at some point, and
his father was a secondary school music teacher and the band director. Bill described his
family as a musical family. He estimated his family’s annual income between $100,000
and $125,000.
In his first interview, Bill stated that he had just recently looked up Bergen’s racial

statistics, and spoke ambiguously about what he learned about his town:

I just looked it up, about 65%, 70% white, about 22% right now I think is

Hispanic, Latino—I’m not sure what the proper—but there’s a large population

of, of that in Bergen ‘cause, ‘cause, I don’t know why honestly, I think ‘cause

there are some, there’s factories around and there’s, with the rural-ness there is a,
migration, some people do come, some come straight, I think some come straight
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from Mexico, like, which I mean is a long, it’s a long ways. I don’t know why
they chose Bergen.

In his research, he uncovered a fairly high proportion of Latino students living in
Bergen, a group to which he was not quite sure how to refer. Bill then thought about the
reasons why Latinos would be in Bergen and cited both factory work as well as
agricultural jobs in the area, hypothesizing that some Latinos come straight from Mexico
to Bergen to find work. Besides the fact that he never made any mention of interactions
with Latinos while in high school, his language from his position six years past high
school graduation indicates very little familiarity with this population.

Amanda

Amanda was raised in Eureka, a town of about 8,000 people at the fringe of a major
Midwestern city’s metropolitan area; her parent’s home was around 25 miles from the
city center. In fact, Amanda questioned if her town qualified as suburban. Like 96 percent
of Eureka’s residents, Amanda is white. Amanda’s parents enrolled her, as well as her
three siblings, at Eureka Christian School (ECS) for preschool and K-12, so Amanda
spent 15 years at this one school before coming to MU. ECS was a fairly small school
and Amanda’s graduating class totaled only 55. Amanda said that there were between
two and four black students at the school.

ECS is affiliated with a Baptist church, whose doctrine states belief both in the need
to be born again upon accepting Jesus Christ as the true Lord and Savior, as well as the
importance of evangelizing. However, Amanda said that the school did not push any
particular religious beliefs, mentioning that anyone, including Muslims, could attend.

ECS required all students to take a Bible class every year and to attend a weekly church
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service. Unfortunately, when I conducted the interviews I neglected to inquire much into
Amanda’s religious beliefs and their roles in her life, a limitation of the current study.
Amanda was one of the few in her cohort who chose to do the internship in an urban
placement, saying that she had been interested in doing some sort of work in the inner
city, so interning at an urban school made sense for her. The literature suggests that many
new teachers desire to teach in schools similar to the ones they attended, and at
Midwestern University, this was also certainly the case. Of 11 Professional Teaching
sections that instructed approximately 230 interns, only the one section that I taught was
offered for interns in urban schools. Within this section, seven of the 17 interns requested
an urban placement. Amanda offered the following reasons for why she chose to work in
an urban school:
Because nobody ever wants to try ‘em, and I wanted to know why. Not just from
hearsay but, I wanted to know if things were as bad as everybody said they were,
if they just made it out to be that way or what the deal was pretty much. ... I guess
it was because—I’ve always heard about the kids who come from those schools
how they don’t have anything and they’re never given a chance and they’re
labeled so quickly and they’re pushed in and out of the school system and nobody
cares about ‘em and nobody gives them a chance. I was like, well I wanna give
‘em a chance. ... Even if it was, even if it was just a year working with those kids,

it’d give me, I think, so much enlightenment compared to another, another
placement. Plus this would be the year that I would get the most support, per se.

Amanda had a variety of motivations for working in an urban high school: to
experience what she’d heard so much about, to become enlightened, and to bring what
seems to be a missionary’s gift of giving the students a chance that others do not. All
three of the interns had an image that teaching in urban high schools would be different
than what they had experienced before, but only Amanda specifically requested an urban
placement. On the internship application, Amy and Bill were both neutral about an urban

or suburban placement, although both expressed concern and a bit of surprise at receiving
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an urban placement. Table 3.1 summarizes some basic information about the interns’
families and the situations in which they were raised.
Middle Class Identifications
All three of the interns described their class origin, or their parents’ social class, as
middle class, although Amy described her family as having moved into the middle class.
In this section, I describe interns’ impressions of their parents’ financial and occupational
statuses, parental involvement, and the social connections the family possessed.
Economic status.
Amanda described her parents as solidly middle class:
No, just middle class. If there’s, if there’s lower, middle, and upper in the middle
class, we’re probably in the middle someplace, so. We’re not, we’re not poor, but
we don’t have a lot of money. We’re not super wealthy so, but, my parents have
chosen to take that, you know, to take the majority of their funds, well I shouldn’t
say majority because I don’t know, but a lot of their funds were towards our
educations though. Not, not college, we all have to pay for college but, um, high
school and elementary school.
To Amanda, her family is right in the middle of the middle class, although she also
shared that more people with money were moving into her town, which seemed to be

becoming more of an upper middle class suburb. Indeed as she restated her family’s solid

middle class roots, exemplified by not having a lot of money but being able to afford

Table 3.1: Intern Family Characteristics
Amanda Bill Amy

Hometown Eureka Bergen Ilitch City
Community type Suburban Rural town Rural
Population 9,000 21,600 3,900
Mother's job Medical Elementary Elementary

technician school teacher | school teacher
Father's job Postal High school Zoning

employee band director administrator
Family’s annual 55-75,000 100-125,000 55-75,000
income (est.) ($)
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tuition, Amanda reported that she was aware that some of the students at ECS possessed
much more money than her family.

Bill also strongly considered himself to be from the middle class, as evidenced by
the implicit comparison between his family and extreme financial comparisons within
Bergen:

... but pretty middle class for the most part you know there is the, quote, “East
side of town,” it’s a little more run-down in spots but there aren’t any like bad
parts really, to be truly honest, I mean there’s no bad parts, there’s just places that
are a little more run-down and there’s, I mean, there’s a couple places where the

houses are you know, $200,000 and above, but again there aren’t a lot of those
either. It’s all fairly budgeted middle class you know.

Although Bill didn’t state the value of his family’s home, we infer that he didn’t live in
the more run-down East side or in a very expensive home. For him, his home was
average, a middle class home in a town that appeared to him to be largely middle class.
In contrast, Amy described a different childhood background than Amanda or Bill,
one that began in a lower social class:
Anyhow, growing up we were very poor. My mom stayed home with us, my dad
worked. He worked like three jobs I think to just support us. We were still on food
stamps and we would go to the co-op and get food. Then my mom eventually
went back to work. She was a teacher. She had done her student teaching and

subbed for awhile. She raised us and then, after she went back to work we directly
moved up to a more middle class standing by the time I got into high school.

Amy’s story of her mother’s educational attainment and subsequent job as an elementary
school teacher is a testimony to the upward mobility afforded by teaching. The effects of
her mother becoming a teacher, greatly improving the family’s material situation,
provided Amy a vivid demonstration of the benefits of becoming a teacher. And although
Amy’s family did not have much money early in her life, her mother stayed home and
helped develop some of the skills and dispositions critical for school success within her

children, all of whom went on to college and middle class occupations.
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One expectation of many middle class families is that their children will graduate
from college, which was true of these interns and their older siblings. However, the
amount of financial support that the interns’ parents offered varied. At one end, Bill’s
parents paid for five years of Bill’s undergraduate education, leaving him the
responsibility to finance the internship year, his sixth at Midwestern University, through
student loans. Bill reported that his parents had paid for his older brother’s five years at
the same university and planned on paying for his younger brother’s college tuition.
However, the other interns’ parents did not pay college tuition. Although Amanda’s
parents paid tuition at ECS for 15 years, they left it up to Amanda to finance college,
which she did primarily through student loans she estimated to be about $40,000 at the
time of the internship. Because of the full-time year-long internship, Amanda reported
that a substantial amount of her loan portfolio financed the internship year, during which
she hardly worked. Amy’s financial situation was somewhat different, reflective of her
lower class origins. Amy’s parents did not contribute very much money to her college
education, and Amy took out loans and worked throughout her college experience. Even
during the internship with its school- and university-based requirements and her
additional responsibilities coaching volleyball at her placement, Amy worked as an
assistant manager at a retail store for about 15 to 20 hours each week.

All three interns reported that they felt an expectation to attend college while at the
same time stating that their parents rarely, if ever, harassed them about grades. Rather,
they seemed to subconsciously internalize this expectation, that is, they developed within

their continuity the expectation of college attendance.
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These three interns possessed cultural practices that helped them to succeed in
school. For example, all three said they acted respectfully by deferring to their teachers, a
value they saw as consistent between their upbringing and their school experiences.
These three interns were also obtaining the credentials that would serve as valued forms
of cultural capital: their bachelor’s degrees qualified them for certain types of jobs and
their completion of the teacher education program earned them a teaching certificate
which served as proof of qualification for employment. Thus, completing college and the
certification program yielded cultural capital that would allow these three interns to
obtain teaching jobs, and allow them access to middle class status. However, the
credentials cost money, and each family situation dictated how much financial support
interns received from their parents and what each intern would have to pay for the
credentials. All three saw the short-term sacrifice of borrowing worth the prospect of
long-term, steady, decent-paying employment.

Money was certainly on the interns’ minds, and was a constant complaint back in the
university classroom. For example, Amanda wanted to buy a Stratford hoodie, but balked
at the 30 dollar cost, considering the money she paid to repair her car during the winter.
She reported in an interview that one of her favorite things about Stratford’s students,
compared to her pre-internship placement at Hope, a nearby suburban high school, was
that she appreciated their sincerity and saw them as “more down to earth,” since they
didn’t seem to be as prone to hold material wealth over each other. Earlier in the same
interview when asked if she believed she had ever offended her students, Amanda said:

Sometimes I’ll joke about how I'm so poor ... and I don’t really realize that my
kids are actually probably just as poor as I am, like, if you take apart my parents,

my—you know, just forget about that whole thing, who I can have supporting me,
but me in and of myself. Sometimes I’ll say, “yes I’m very poor right now,” and I
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don’t realize that my kids are just as poor if not poorer than me. So in that sense I
know I offend somebody sometimes.

Amanda’s comment possesses several features that indicate her roots and expected
continuation in the middle class: a recognition that she did not currently have access to
the same material resources as when she lived with her parents; an implication that her
parents would be able and perhaps willing to support her if necessary; through the use of
the term “joke,” an indication that she views her current financial situation as temporary;
and a clear class differentiation between her and her students. Although they did not
make statements as empathetic as Amanda, both Amy and Bill recognized and described
similar class differences between themselves and their students, and their expectation to
remain within the middle class.

Parental support.

When asked to describe the cultural differences between him and his students, Bill
began by identifying racial differences and quickly turned to his upbringing by his still-
married parents, which he stated as differing from the situation some of his students were
n:

Cultural differences, well, other than general, obvious features, I'm white and
sixty some percent of Stratford is black, yeah—there were—in my—the thing is
too, is, it’s hard to tell who’s like—my parents, you know, been married for thirty
plus years you know, their, it was a good house, I mean, I have great parents you
know, which probably from, some of these kids is a big difference, you know, but
the simple home life, and my parents, they happen to both be teachers but they
both instilled the whole, the respect thing and responsibility, and, you know, and
enforced it, and when I went to school I just knew that I, that’s the way I had to be
and then the school enforced that. So it just does, that’s how I was then, I know
some of these kids have homes that instill these rules, but I think sometimes they
get to school and their groups of friends, you know, power in numbers, and they
get a little, they get a little out of hand, and, you know, it’s not always cracked
down on here at Stratford so they can behave like that. So I don’t know,
obviously, I don’t think my whole life is different from everybody that’s here but
I think there’s some kids that probably didn’t have the backing and support that I
did in my house.
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Bill tied together a number of aspects of how he was raised with his success in
school. He noted how his parents instilled respect within him, making explicit that the
cultural capital he learned in his home aligned with that valued in school. Specifically,
Bill seemed to view the ways that his parents raised him as seamlessly extending into his
student role, because he just knew that was the way to act. Bill did not perceive much
difference between how his parents expected him to act at home and how teachers
expected him to act in school, as indicated by his connection between how he had to
behave and the way the school enforced that; Bill experienced a strong continuity
between behavior at home with his teacher parents and at school. Yet, Bill dismissed the
effect of his parents’ occupation on this process when he said, “they happen to both be
teachers but....” Bill stated that some of his students may learn the same things in their
homes that he learned as a child in his, but then goes on to say that they are encouraged
by their peers, presumably those who don’t get such lessons at home, to act in what Bill
deemed disrespectful ways. While Bill may have thought of other forms of family
support, the only dimension of the support in this quote is that his parents taught him
proper behavior in school, behavior we might call respectful. This was also true of Amy
and Amanda, who described their parents as raising them to be respectful and who
frequently contrasted themselves with their students, many of whom they did not
perceive to be respectful. This issue of respect is an important cultural marker that we
will consider more deeply in Chapter Six.

Sports and organized activities.

All three of the interns had, as students, been involved in organized activities,
especially sports. Amy was the most heavily involved while Bill the least. Amy and

Amanda spoke very passionately about the role of sports in their high school careers
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while for Bill, it was the high school band that he most enjoyed, though Amy also
described a love for music and playing in the band. In addition to being involved in these
activities, the interns described how their participation in these activities exerted a strong
influence over their peer association, with Amy’s peer associations more strongly tied to
organized activities than Amanda’s or Bill’s.

Amy had started to run cross country in fifth grade, and in high school she became
much more involved in organized sports. During her freshman year, Amy tried out for
volleyball, a sport she never played before, and made the team. Throughout high school,
Amy participated in a sport every season: cross country, volleyball, and then track. While
Amy enrolled in the college prep track and continued to associate with students there, she
increasingly hung out with the athlete crowd, especially when she started dating a
football player in tenth grade. Amy seemed ambivalent about her affiliation with the
athletes, naming her affiliation with this group only after I asked her several questions
about it, saying, “I guess we would have been the athlete crowd. We all played sports
together.”

Many in the athlete group had also been popular during elementary school. While
Amy made new friends in middle school at her mother’s insistence, the popular clique
had continued to develop its own identity and ways of interacting. In Amy’s words, “they
had done so much in middle school, and they all had their inside jokes and they—they’d
all found their best friend, and I never had that.” Amy reported that most of her friends
were male and she didn’t get along as well with females.

In the interview that focused most intensely on her schooling experiences, Amy

repeatedly referred to her friendship patterns, describing herself at one point as a “floater”
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between different peer groups. In addition to the smart kids and the athletes, Amy also
knew a lot of people through the school band, which she described as attracting diverse
students. Amy commented, “I had such an eclectic group of friends but none of them
were ever like best friends,” and she acknowledged that this pattern had continued into
the present.
Amy’s participation in organized activities seemed to have influenced whom she
interacted and became friends with. Because she was tracked in the college preparatory
sequence, Amy spent a lot of the school day with the smart kids in class. Because she
loved music and always played in the band, Amy spent time with other band kids.
Because she participated in three different sports, Amy spent time with other athletes.
A nd finally, because Amy was responsible, she held a job at the local movie theater as
t 1 € projectionist and by the end of high school was in a management position there.
"X "I e se activities scheduled a lot of her time and shaped her interactions, to the point that
“ < = = wing sports, like being on the bus, and going to band events, and like that, those were
Tx® - social times.”
In addition to being a good student academically and behaviorally, Amanda was also
T xa~rOlvedin playing sports. When I asked Amanda to share some of her favorite memories
=% I 1 zh school, she wanted to know if the memories had to be school-related:

Amanda: Ok, so like sports and stuff don’t count?
John: Is that your favorite memory?

Amanda: Well, obviously yes.

T =T only did Amanda enjoy playing sports, but she also described how the ECS sports
— ———
=21 were not very good, making her one of the better players. Amanda had played

§

“cer on a club team for years, but it wasn’t until her senior year that ECS actually
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formed a soccer team, which she joined while continuing to play for the club team. But
one of the things that stood out to Amanda was that the ECS teams did not win very
much, and she said of the soccer team, “and even then we really sucked, and that really
frustrated me,” and of her softball team’s losing record, “that really, annoyed me.” This
led me to ask her what exactly she enjoyed about playing sports, and she answered, I
mean I had fun, it was something I liked to do, it was enjoyment. I did not like the losing
aspect because I'm quite competitive.” She did mention that she also enjoyed the social
aspects of playing sports and hung around other athletes at the school sometimes, but that
“a lot of the friends I hung out with outside of school were very unathletic. But it’s just, |
don’t know how to describe — A lot of it was we had just been friends for so long that we
were still friends. Like these were the kids that had been there so long and you know, it
was just like, there you go.”

Bill’s memories of high school focused more on academic experiences, but he
heavily participated in the school band, within which he played the drums, taking band
class from his father, the school’s band director, for four years. Bill recalled that other
students called him and other band members demeaning names such as “orchendork™ and
“band fag.” His participation in the band, as well as in honors classes, seemed to provide
Bill with most of his social interaction. Bill also played tennis during his last two years of
high school, but did not focus on sports as heavily as Amanda or Amy. In fact, he shared
that he and three other friends went out for tennis when they learned that no one ever got
cut from the JV squad. Rather, Bill noted, “I was involved a lot with music ... even
though it wasn’t as visual and didn’t get seen as much,” and put in a lot of time practicing

on his own, but also with others.
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These activity patterns (see Table 3.2) are consistent with Lareau’s (2003)
description of the middle class child rearing mode she named “concerted cultivation,” in
which parents enroll their children in a number of scheduled activities, reducing the
amount of free time and autonomy available to them. By participating in so many
organized activities for so long, wherein adults direct children to cultivate their skills, the
interns thoroughly engaged in middle-class ways of growing up and developed cultural
capital that would be useful, and perhaps most to the point in this analysis, immersed

within and taught to value middle class modes of operation.

Table 3.2: Interns’ Organized Teenage Activities
Amanda Bill Amy
Sports Soccer Tennis Track, volleyball, and
Softball Cross country running
Music High school band High school band
(drums) (flute and piccolo)
Work Babysitting
Movie theater

Social connections.

Bill grew up in a family where both of his parents were teachers and Amy’s mother
was a teacher while her father worked in scveral high profile jobs in the community. By
virtue of their parents’ occupations, both Bill’s and Amy’s families cultivated social
capital, relationships with others that could be used to obtain favors, services, or goods.
Their parents’ social capital extended to and proved uscful for both Bill and Amy;
Amanda however, was not privy to such types of social capital.

Bill shared that his parents were friends with a number of other Bergen school
teachers, and recognized that his experience likely differed from that of the majority of

Bergen students because of this:
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The math department, for the most part, is at my house on the Fourth of July,
along with many other teachers you know, that’s the group of friends, so like, you
know you do something really stupid or—I mean, it’s gonna spread quick, real
quick, you know what you might not, I mean my dad or mom might know about it
before I do, you know, and I’m in trouble, so I mean I knew the school. So I was a
little different that way because I knew many teachers even before I got to high
school you know, I just knew them, I’d known them for a very long time so, I
mean I had a little different experience probably than even the average Bergen kid
you know, and so, usually it was a benefit to me, I mean they just knew my family
and knew I was a pretty decent kid so—

In describing the effects of his parents’ occupation and social relations on his
schooling experience, Bill focused on behavior. He mentioned that because of his
parents’ social networks, his parents could possibly know about something he did or
might do before he even knew, and this fact lingered in the back of Bill’s mind,
sometimes guiding his behavior. While we can’t know if this fact consequently shaped
Bill into becoming a “decent kid,” one who does the work that teachers require and
largely behaves according to teacher expectations, that is how he perceived himself.
However, Bill was certainly not the only decent kid in Bergen, but because of his family,
inherited that family’s reputation and benefited from it. He noted that teachers in the
district knew, at least, who his parents were and that he was a good student, and by
saying “I’d known them for a very long time,” indicated strong continuity of association
with teachers and their habits.

Similarly, Amy benefited from her parents’ social connections. Amy’s mother
worked to ensure that she was placed in the classes of the better teachers, since the
district had a policy of allowing parents to make requests of where to place their children.
Amy’s mother was a teacher, and her parents’ social circle included teachers, which gave
Amy some access to what she called the “inner circle” of teachers. Amy made explicit the

interaction of cultural and social capital when she remarked “our parents had pull, a lot of
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us in the top 10 were either students of teachers, or high profile people in the
community.” In addition, although Illitch City Schools allowed parents to make
placement requests for their children, Amy described how her mother and others who
were part of the network that knew how to obtain advantages for their children and
ensured that their children were placed with the best teachers. Furthermore, Amy babysat
for teachers prior to working in a movie theater: “And before that I babysat all the time,
every night, I was the town babysitter too. And then once you get into the teacher
network and you’re known as a good babysitter everybody wants you to watch their kids
so, I made a lot of money doing that.” The rcpeated requests to babysit indicate her
competence at doing so, and her description of her work history as well as her working
situation during the internship indicate that Amy possessed a strong work ethic. At the
same time, Amy’s reputation as a student and her family’s status in the community
certainly helped her to become well known and added to her reputation. Both Amy and
Bill had relationships with teachers outside of the classroom that informed their sense of
interaction with school personnel.

In sum, the three interns’ backgrounds are middle class, as evidenced by comparing
to Gilbert’s (1998) model of American stratification. All interns’ parents were gainfully
employed with incomes around or above the US median, though all three interns
mentioned their parents were not wealthy. Three of the six parents were employed as
teachers, a job viewed by the majority of the US public as prestigious. While Amanda did
not have access to social networks consisting of teachers, both Bill and Amy enjoyed

access to teachers and benefited from such associations. Finally, their upbringings

59



seemed to indicate they were socialized into middle class views of the world, as we’ll

explore throughout this study.

The District and Schools Where the Interns Taught
The City of Grand Pillar

The three interns were placed in high schools in Grand Pillar, a Midwestern city of
about 120,000 people, in a metropolitan area with twice that population. According to the
US Census Bureau’s 2006 American Community Survey data, approximately 70 percent
of Grand Pillar’s residents were white and about 20 percent were black. In addition, about
10 percent of Grand Pillar’s residents described themselves as Latino, which the Census
Bureau classifies as an ethnic group. The Bureau requires Latinos to also choose a racial
group, and reports over 90% of Latinos classify their race as white or as “some other
race.”

In table 3.3, [ compare census statistics of Grand Pillar and the three towns in which
the interns grew up. The white population of these three towns ranged from about 85 to
96 percent while the black population was quite small, no more than 3.5 percent.
Interestingly, Bergen and Illitch City, which are both rural towns, feature Latino
populations close to 20 percent. Between 2000 and 2006, the Census Bureau estimated
the percentage of Grand Pillar individuals living below poverty increased from 17 to 28.
In the interns’ three towns, the 2000 percentage was lower than that of Grand Pillar,
although Bill’s hometown of Bergen was only 3 percentage points lower than Grand
Pillar.

Besides its very white population, Eureka, Amanda’s hometown, was also more

affluent, with the highest single-family home values, a per capita income nearly double
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Table 3.3: Demographic Descriptions of Relevant Cities
Grand Grand Bergen Eureka lllitch
Pillar 2000 | Pillar 2006 (Bil) (Amanda) City
(Amy)
Population 120,000 114,000 22,000 9,000 3.900
Race (% of
population)
White 65.3 69.1 84.5 96.4 88.7
Black 21.9 19.2 35 0.6 0.6
Native American 0.8 0.6 0.6 04 0.3
Asian 2.8 4.2 0.8 1.1 1.3
Hawaiian/Pacific Is. 0.1 0.0 0.0 0.1 0.0
Some other race 4.5 2.7 7.7 0.3 7.8
Two or more races 4.6 4.2 2.8 1.2 14
Latino 10.0 1.1 17.0 1.3 19.2
% below poverty 16.9 279 13.8 33 8.1
Per capita income ($) 17,924 17,915 16,528 33,222 16,021
% owner occupied
housing units P 57.5 57.8 56.4 65.5 57.2
. . 73,500 111,300 86,100 178,700 112,400
Median value single-
family owner-occupied
homes ($)
Information source: US Census Bureau. All data from 2000 census, unless noted. Since
"Latino" is considered an ethnicity, respondents choosing that designation also choose a
race.

that of the other communities, more owner occupied housing units, and the lowest

number of individuals living below poverty. In contrast, Bergen and Illitch City had

similar rates of owner occupied housing and a slightly lower per capita income compared

to Grand Pillar.

Grand Pillar School District

As the city’s population decreased, so too did the number of students enrolled in

Grand Pillar schools, presenting officials with a budget crisis nearly every year. Since

1996, the district had lost about 3,000 students. Between the 2004-2005 and 2005-2006

school years, the district lost 788 students, bringing the total student population to just
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under 16,000. In anticipation of losing a significant number of students, the district had
closed five elementary schools during the summer of 2005, which brought the total
number district schools to 35.

With the loss of 788 students for the 2005-2006 year, double what the district
anticipated, the school district announced in January 2006 that it would have to cut $1.2
million from its budget for the current year. This situation was familiar for district
officials: the local newspaper reported that over the last three years the district had cut
$30 million from its budget and eliminated 350 teaching positions. The district’s financial
chief estimated that about 250 students left the district because their families left the
state, presumably for economic reasons because of the state’s struggling economy.

However, the reason most cited for the loss of students was the mandatory district-
wide school choice program, in which seven percent of the county’s students participated,
double the number from 2001. Every district announced each year the number of spaces
they had available at each grade level for students from outside the district. Parents of
students within the county could apply for an available space, and a lottery determined if
their child was accepted into the district through the school choice program. Data
obtained from the county indicated that the Grand Pillar school district was heavily
affected by the program, with 1,815 students choosing to leave the district while only 135
students chose to enter the district. Grand Pillar’s loss to gain ratio of 13.4 was well
above the district with the second largest ratio at 3.0. Interestingly, urban Grand Pillar
and five of six rural districts lost students through school choice while the suburban
districts gained students through the program. Grand Pillar officials frequently voiced

criticism over the school choice program, which they saw as responsible for drawing the
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best students away from the district. The local newspaper quoted the superintendent of
the nearby Hope school district, a popular choice for Grand Pillar students, as saying “We
know we’re contributing, as all suburban schools are, to the death spiral of urban
education. We’re pulling some of Grand Pillar’s finest kids, and they’re being left with
impoverished kids that don’t have familics that can transport them. It’s a very difficult
dilemma.” Even so, during the summer of 2006, Hope endecd up accepting more students
through school choice than it initially indicated it would.

As part of the answer to declining enrollment, Grand Pillar actively sought federal
funding to develop and expand their magnet school offerings, which began in 2001 and
were bolstered by a 2005 three-year grant of nearly nine million dollars to continue those
efforts. Two of the elementary school programs were quite popular and at capacity.
During the 2005-2006 school year, the district designated a visual and performing arts
magnet program at Robeson High, which had been known for years as being strong in
these areas. At the end of the school year, Pinnacle High was authorized to offer the
International Baccalaureate program. Stratford had already offered a magnet program in
engineering and technology, though the program was small. During the school year, the
district began an advertising campaign to increase awareness of its magnet programs,
something unique to Grand Pillar.

In this era of increased standardized testing and reporting on test scores in
newspapers, the metropolitan arca was familiar with lower test scores that Grand Pillar
posted relative to surrounding districts. According to the federal No Child Left Behind
law (2001 reauthorization of the Elementary and Secondary Education Act), schools must

demonstrate that they are making adequate yearly progress (AYP) toward having 100
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percent of their students meet the requirements of performing “proficiently” on the state
standardized test. The first year the Grand Pillar school district reported that 18 of its
elementary schools did not make AYP, but in 2006 reported that all the elementary and
middle schools made AYP. The district’s high schools however, had never made AYP,
although student test scores had improved over the lifetime of the law. Results released in
the summer of 2006 showed a 25 percent increase in the number of schools statewide that
failed to make AYP, including two other area suburban high schools.

District officials expressed awareness that the public perception of Grand Pillar
schools was not positive, and commissioned a survey of parental perceptions of the
district. The firm reported in the spring of 2006 that parents desired more communication
from the school district. Of parents whose children no longer attended school within the
district, some 60 percent said they could not be persuaded to return and three-fourths said
the district did nothing to persuade them to stay. In addition, about 80 percent perceived
the schools as safe for their children, though they perceived bullying as a problem.

Safety perceptions were a constant concern of district and city officials, parents, and
residents. In January 2006, Grand Pillar’s newly elected mayor announced a plan to put a
police officer in each of the three high schools and the vocational school. Although the
school board and superintendent were initially cool to the proposal, the school board
narrowly approved a resolution allowing the city to provide the officers to the high
schools, provided that the district did not have to contribute any funds to the program and
the police department would permanently assign an officer to each school. In 2005,

Grand Pillar police responded to about 350 calls in the three high schools.
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In April 2006, the Grand Pillar public safety officers were authorized by the state
police accrediting agency to make arrests on school district property, but the school
district’s officers remained unarmed and did not have the power to transport arrested
individuals, something that would have to be done in concert with the city police
department. In addition, the county prosecutor and city police department received
notification in June 2006 that the federal government awarded them a $200,000 grant to
provide two officers who would work in the city’s four middle schools, primarily to teach
students about violence prevention. Thus, the district made several moves to improve the
perception of safety within the schools, something the mayor argued was important to
attracting residents to the city.

The High Schools

The interns were placed in two of Grand Pillar’s three high schools: Amy at
Pinnacle and Amanda and Bill at Stratford. In Table 3.4 I summarize some demographic
data for Grand Pillar high schools and compare it to data from the interns’ high schools.
The first fact is the high rate of nonwhite student attendance, from 55 percent for
Pinnacle to 80 percent for Stratford. The city’s third high school, Robeson, had about 65
percent nonwhite students; although my projcct did not involve interns at Robeson, 1
include it to provide a look at the district’s high school populations. The rate of nonwhite
attendance is particularly significant given the fact that only 30 percent of Grand Pillar’s
residents are nonwhite. In contrast Bergen High was about 25 percent nonwhite and
Ilitch City less than 10 percent. Eureka Christian was not required to report such
statistics, but Amanda reported that she remembered between two and four black students
in her school. In addition, the free/reduced lunch rate is significantly lower in interns’

high schools than in Grand Pillar.
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Table 3.4: Demographic Descriptions of Schools
lllitch Eureka
Bergen | City Christian
Pinnacle | Robeson | Stratford | (Bill) (Amy) (Amanda)
Enroliment 1432 1759 1028 1328 619 230
Race (% of enroliment)
Black 28.1 443 63.1 43 0.0
White 443 36.6 22.5 76.3 91.6
Native Am. 1.3 0.3 1.3 0.2 0.0
Asian 5.4 5.7 6.2 1.2 0.5
Latino 20.7 13.1 6.9 18.1 7.9
Free/reduced 56.5 50.0 54.5 18.0 14.5
lunch %
Information source: State department of education database. Grand Pillar data for 2005-
2006 school year. Intern school data for 1999-2000 school year. Eureka Christian not
required to report demographic data, and enrollment total is for high school students (total
school enrollment was 772).

Pinnacle High School.

Pinnacle was the oldest high school in the city, housed in a three-story brick
building that nevertheless sprawled over much land. The hallways were dingy and
uninspiring, yet many of the classrooms in the front of the school featured wood floors
and large windows. Although students and interns sometimes complained about drafts
from the windows, the school seemed largely maintained, and Amy’s mentor had to
move into a new classroom for the school year because the district was renovating several
of the science classrooms. Pinnacle was the home of the district’s large field house, in
which Pinnacle’s teams competed, but the school lacked a football field, a perennial
focus of the alumni association. The 1500 students spoke 30 different languages, and
Pinnacle was known for housing the majority of the district’s rcfugee population, many
from Somalia, other African nations, and Asia, particularly Hmong people, a diversity not

captured in the state’s statistics.
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In late May 2006, Grand Pillar officials received word that the International
Baccalaureate Organization authorized Pinnacle to offer the IB program in its school,
something uncommon in the state, and about 70 students had signed up to take part in the
IB program for the upcoming year. This designation helped to bolster the common
perception that Pinnacle was the most academic of the three high schools.

Stratford High School.

Stratford High School’s student enrollment had been declining for several years and
had just fallen to about 1,000 students, nearly two-thirds of whom were black. The school
itself was a solidly-constructed brick facility from the 1940s. Though not an ornate
building, touches throughout gave it character: woodwork in the main office; tiles
depicting literary scenes scattered throughout; marble stairways. The campus had two
buildings, the main three-story building in which the majority of classrooms, cafeteria,
gym, main office, and auditorium were found, and the Annex, located about 20 feet from
the main building’s back door. The Annex was an uninspiring, squat, one-story structure
with some ten classrooms, including the art room, and in the back corner was Ms.
Cutter’s classroom where Amanda did her work. Bill taught on the third floor of the main
building.

New for that school year, Stratford was using a concept called the Freshman
Academy to provide academic support for freshman, which partly relied on housing most
freshmen classes in the Annex, science being the main exception. In addition, the school
had adopted a block schedule so that on most days, students attended four of their six
classes for 85 minutes each. The schedule rotated through A, B, and C days so that each
class met twice during the three school days. The first 20 minutes of each school day

were dedicated to a topic or skill, which rotated depending on the day’s schedule: talking
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about real-life issues, writing via prompt, and silent reading. Ms. Cutter was heavily
involved in administering this program and granted some release time to prepare

materials.

Interns’ Reactions to Their Schools and Students

In this section, I examine the interns’ reactions to the situations they found
themselves in, and do so in relation to four analytical categories: urbanity, race, class, and
being good students. Race, the variable most often considered by the literature, was an
obvious difference between the interns and the majority of their students, and emerged as
salient in this study. The racial breakdown for each intern’s class that I observed is
provided in Table 3.5. In the sections that follow I will describe interns’ interactions
within and perceptions of the schools and their students. In the first section, I study the
interns’ perceptions of physical safety within Grand Pillar’s schools. Then I describe
intern fears of being perceived as a racist by students and a situation in which Amanda’s

whiteness was brought into question. In the next section, I discuss Amanda’s views on

Table 3.5: Racial Breakdown of Interns’ Classes
Amanda's 2" | Amy's 7" hour Bill's 7™ hour
hour World Biology Conceptual
Race Sex Geography Physics
Black female 6 4 8
male 8 1 5
White female 7 3 3
male 3 8 3
Latino female ] 2 |
male 3 ]
Asian female ]
male 1 1
Arab/Middle female 2
Eastern male 3
Total 26 27 22
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the dynamics of being a white teacher in a majority black school. Then I describe and
analyze two racialized exchanges that took place between Bill and his students in the
physics class. I finally consider Amy’s descriptions of her difficulties managing the
classroom, particularly as they concerned her black students. We will see that the interns
are involved in very complicated situations, and that they tended to exhibit the continuity
of habits, and the protection of their familiar identities, that some literature has labeled as
“resistant.”

Perceptions of Physical Safety

The three interns noticed the highly visible role of security personnel at their
placements compared to their hometown high schools. For example, Bill said:

You know my school had like a security guard, that was there all the time, other
people would show up like at the end of school to help with like traffic or
something you know, like busses and stuff, like the rent-a-cops would show up.
But I mean you know, ok, so you sce the security guard, whatever. I mean here
they’re like, they’re definitely much more of a presence, and they are essentially, I
think they basically are police officers for the most part, on school grounds here at
Stratford they can assign misdemeanors and felonies, they can arrest you.... Like,

and 1 kind of think everybody realizes that, that they’re kind of the real deal
around here, they’re not rent-a cops.

As mentioned earlier, the Grand Pillar School District succeeded in getting its security
force deputized as police. Bill was conflicted by the heavy police presence, finding it
comforting on the one hand, but on the other questioning if that presence really helped to
create a better environment at Stratford, mostly because “some [officers] are kind of
buddy-buddy with too many people,” which he believed compromised their effectiveness
at maintaining order.

The security/police presence symbolically reinforced the image that Stratford was a
rowdy, potentially dangerous school. When I asked Bill how his family reacted to the

news that he was placed at Stratford, he said:
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I mean they knew the stories just as I did, you know, and they’re like, ‘Oh, man,
good luck.” My younger brother, he’s a senior at Bergen right now ... and he’s
like, “Well, I’ll buy you a flak jacket,” and I was like ‘Sweet, thanks buddy.” And,
you know, there was that, you know, protect yourself, I mean jokingly but at the
same time that was the image of Stratford.

Bill shared his family’s concern about physical safety, specifically the idea that in this
urban high school, there was the potential for danger, that students within the school
might inflict physical harm upon Bill. Bill’s brother referred to a flak jacket, indicating
specific concerns about gun violence, which elevates physical safety issues to a matter of
life and death. In addition, Bill stated his family knew the stories just like he did, an
indication of the strong continuity of his background. In a later interview, I asked Bill
what was something surprising for him that he learned about Stratford, and he said, “That
it wasn’t as bad as everybody said it was gonna be.”

Amanda reported similar impressions of Stratford. When asked what she knew about
Stratford prior to beginning the internship, she replied that it was urban and had an hour-
long lunch period. I asked two more times before she said: “I heard that—I don’t know.
That’s a good question. Let me think about that ... [long pause] Well, I had heard last
year that there was a huge one hundred person fight there, which wasn’t true.” As she
continued, she explained that her parents were initially concerned about her placement:

Amanda: Although they were a little worried at first because I think they were
thinking it was like downtown Detroit. ... Because ... they’ve been to downtown

Detroit, so they know what the school—schools are somewhat like, so they had
the impression that Stratford was going to be like that.

And she explained in the interview with Shih-pei, my colleague who conducted the
first interviews with each of the three interns, how people she talked with interpreted her
choice to go into an urban high school:

Shih-pei: Mmhmhmhmhmhm. So um when you pick an urban school as your
field placement, um how do people around you react to your choice?
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Amanda: (Laughs) Why?

Shih-pei: Yeah.

Amanda: That’s probably the number one question, “Why?” “What are you

doing?” “Good luck there!” “Oh! You’re surviving!” “You haven’t gotten a

bulletproof vest yet?” The question—er—statements like that.
Just as Bill had, Amanda also received questions or advice concerning her physical
safety, notably symbolized again in the bulletproof vest. The reputation of Grand Pillar’s
schools, though not as bad as those of Chicago, Detroit, Cincinnati, Malone, or other
smaller cities in the state, was such that both Bill and Amanda’s parents raised questions
about their safety, and other people with whom they discussed expressed similar
concerns.

Although Amy was at Pinnacle, she reported hearing similar things:

I heard a lot of negative things, just that it was an urban school, a lot of problems,
a lot of fights, that they, the thing I always got when I told people I was teaching
at Pinnacle, they were like, ‘Oh I’m sorry, oh man.” You get that look like, ‘Oh
that’s tough.’ ... So I came into it with an optimistic mind I suppose, but it
definitely was in the back of my mind, yep I am going into an urban school, here
it goes, tell everyone to pray for me, I’m going need it.

Just like the others, when Amy shared where she was going to intern, people
expressed their concern and empathy for the situation she was about to enter. And
although Amy tried to remain optimistic about the situation, she was still concerned, as
indicated by her desire to be the subject of others’ prayers for her safety in this urban
high school. When prompted to share a specific incident she had heard about Pinnacle,
Amy said:

I know there was a really bad fight. I don’t know if it was this year or two years
ago. A kid pulled a knife out on another kid and stabbed him. You hear that and
obviously that makes you think about your own safety when you are going to be
here. So that was kind of scary but everything else was just broad, just

generalizations, you know the kids are bad, bad is not very descriptive. Some of
them are not well behaved but—
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As Amy shared the one specific incident that she had learned of, she made specific
reference to her concern about her own safety in the school. She then noted that most of
the other things she had heard were just generalizations, that a lot was said just because
of the pervasive beliefs about Grand Pillar’s schools. In fact, Amy said she had learned
from others in the program who had observed in Pinnacle the year before that “it’s really
not that bad once you get in and you get to know the students.” All of the interns reported
things were not as bad within the schools as they had heard or their reputations suggested.
Indeed, none of Grand Pillar’s high schools used harsh security measures like metal
detectors, dress codes or uniforms, coat restrictions, or denial of locker use.

This is not to say that there were not fights in the schools. In April, two days before
the interns received their placement assignments, there was a fight at Stratford, widely
reported in both the local print and broadcast news media, which came to be known as
the hundred person fight. When the interns received their assignments, they reported that
this fight added to their apprchension of being placed in an urban high school. Bill and
Amanda said they later learned the fight was not the big fracas reported on the news.

During my two years working with Grand Pillar interns, Amanda was the only one
who reported having a fight break out in her classroom, an incident she mentioned in
several interviews, speaking with pride at her ability to break the fight up, remove the
offenders from class, and restore her control over the room. She emphasized how
different Stratford was from Eurcka Christian School, and was particularly surprised
because, “I had no idea that kids were not afraid of what was going to happen to them at
Stratford,” mentioning they did not seem to care about the conscquences that would come

from fighting. More interestingly, as Amanda broke up the fight, with the backup, though
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not the direct assistance of a university pre-intern male observing in the class, she had
several concerns:
‘Cause all I could envision was this entire class being in a brawl, and then me
having to call security, like, ‘Hey come help me break up the fight that the whole

class is involved in.” But, no, I actually complimented them, like, ‘Way to not get
involved,” ‘Way to not fight too.’

Amanda held an assumption that all of the students in the class were willing and
v~ zanting to fight, and that all that was needed was a spark between two people that would
= = ve led to a whole class fracas, or even a riot that would require the security force to

cg w2 <ll the violence. Amanda’s experience sums up the perceptions of the three interns with
< gzard to their urban students: they are a group that is prone to violence and must be
< «>» natrolled to maintain an ordered, violence-free environment. The interns’ focus on
1 == sswuaes of violence and physical safety resonates strongly with mainstream perceptions of
t I» = conditions of urban schools. Under the impression that at any moment violence could
= X wap>t, the interns were likely to operate in ways that reduced the chance of violence,
=~ < 1 3~ 1 ng on behavior management and curricular techniques to increase the interns’ control
€= N e« x their students.
F= = =ars of Being Perceived as Racist
Many of my students, including these three interns, reported that at some point
A wwxi xg the year, some of their students accused them of being racist, often jokingly, and
'r<>xnm the beginning the possibility of such an accusation was of great concern to them. At
eSS < nd of January, Amanda reported she had not encountered this situation, sharing this

Stor—w-

I gave—I don’t know if this kid was joking or if he was serious or if he was just
trying to be a nuisance to me, but 1 handed out an assignment ... and then 1, I gave
it to him and he was the first kid in the row, and he looked at me and he was like,
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‘You’re just giving this to me because I’m white’.... And I was like, ‘I’m white
too!” And I was like, no, I’m not, I just gave it to every person in this classroom.

Amanda’s answer to her white student was similar to what other white interns usually
reported saying to black students who accused them of racism, suggesting that Amanda
was aware of the potential accusation and possessed a common cultural script to counter
it, one focused on equitable treatment and specific behavior. By the end of February
though, Amanda had a different story to tell that involved her fifth hour class:
This is—happened in the month of February, because it’s Black History Month,
and we talked about Black History Month in here a little bit, it was in the advisory
periods, where you have to write or you have to do whatever, a lot of it was about
Black History Month. So Mary wasn’t in here for that particular time—it’d be all
on me. And so then I’d be getting all these things thrown my way or, you know,
‘You’re looking down on black kids,” that type of thing. I’m like, “You’re the one
singing in class, no one else is singing, you are, you just happen to be black, and
I’m gonna tell you to stop.” So in that sense, they really challenged me in areas I
had no idea, and that frustrates me a lot of times because I’m like, you know, I
don’t know what to do with them because they are at such a low level, and they

don’t perform, and they don’t do their work, and they never turn in their work,
and then they get mad, and then they throw fits, and then they talk, and then they

don’t listen.

Amanda clearly found her fifth hour class to be quite frustrating, describing it as the
low est academically of her four classes. Her story started with some of her students’
racial statements, notably made when her mentor teacher was gone, moved into the
Justi fication that she was addressing the behavior, not the student’s race, and then
COncluded with a list of student characteristics that make teaching and managing them
fru Strating. An unknown proportion of Amanda’s black students are tied to management

Problems, as students who don’t want to cooperate. Amanda’s frustration with the
Studenits’ racialized comments led her to speak of their low academic performance and
then their behavior. It is quite likely that Stratford’s morning activities focused on Black

h -
!STOry led some of the students to make comments they hadn’t before. Or at the least,
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those morning activities required that race be brought up in class, something that Amanda
did not find comfortable. This segment suggests an important question: to what extent
does discipline have a racial component?
Later in that interview, I asked Amanda how she thought her race played into
students’ views of her. She said:
Amanda: Because I’m some white girl coming in here from who knows where
trying to tell them what it’s like to be black, not that I do that, but that’s how I
think they perceive me, (inaud.) or they think that I know it all and I obviously,
definitely don’t, so—and I know a lot of students in here, well I shouldn’t say a

lot, I know of a few who have a very difficult time taking instruction from a white
person in general.

John: Why do you say that, like what—?

Amanda: Um, just from talking with the other teachers and parent meetings and
stuff like that, just—you can tell that—what they say to you, they just don’t
respect you because you’re white and they don’t think that they have to listen to
you because, you know, you're oppressing them or something like that.

John: Do you feel that you’re oppressing them?

Amanda: No.

John: Why would they feel like you're oppressing them?

Amanda: Because I make them do work, I tell them to be quiet, I tell them to
listen.

John: Ok.

Amanda: So I tell them to do things that they don’t want to do.
John: Ok. Have any of them ever called you racist or—?
Amanda: Oh yeah.

John: Oh yeah? Frequently, or?

Amanda: Not frequently. ... I’'m thinking of two particular students in general....
Those two are probably the two students that I have the biggest trouble with, with
the race card.
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John: They’re black?
Amanda: Um-hmm.
John: Um-hmm.

Amanda: Because they like to call me on it: ‘Oh well I’m black and you’re telling
me to—you’re telling me to put my phone away because I’m black,’ or ‘You’re
telling me to be quiet—nobody else is talking but I said one thing and you told me
to be quiet.” I'm like, ‘If you’re talking I’m gonna tell you to be quiet’ so, I don’t
know, they try to play that card a lot.

John: Like a couple times a week, or?
Amanda: ... it happened probably 3 or 4 times this month on different occasions.

Classroom management was a concern for Amanda, as it was for most other interns,
aa ¥ d she felt that the teacher preparation program did not prepare her to effectively
rxx Aanage the classroom. From my observational standpoint, Amanda’s second hour class
YW~ aAas hardly a management problem. When I visited her fifth hour class though, Amanda’s
'™ zanagement style was clearly more aggressive with occasional yelling; these students
Y« re much less compliant than her second hour honors class as several students voiced
Faeir opinions and engaged in behavior like talking out of turn, moving around, and
V' &= xbally challenging Amanda. When pressed to report on the frequency of these events,
k= <=~ did not seem to occur as often as her language suggested, indicating the importance
= == t those exchanges held for Amanda, since they challenged her view that she
d ®m = ciplined fairly.
Amanda described the race card as a new challenge for her. These interactions
‘<= c<urred during fifth hour, the class Amanda knew the least as she had just started
le= =2 < hing them in late January. Another factor was that Ms. Cutter, the mentor, was gone
tm_m X-1n g those interactions, and Amanda felt that since she was labeled as the intern, and

T =_ Cutter reminded the students often enough of Amanda’s status, that some students
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might have felt comfortable making racial claims. At the same time, since students were
singing or talking when Amanda did not want them to, she disciplined them, and
sometimes students made the discipline into a racial issue. The reasons why Amanda
disciplined certain students and why students acted in particular ways were reactions to a
ho st of factors, but the uncertainty of racial drama added another dimension. And
A 1manda’s chief way of thinking about race was through colorblindness, as illustrated by
re Ferring to students bringing up treatment along racial lines as “playing the race card.”
> <, Sefa, Karumanchery, and Karumanchery (2005) argue that this phrase helps serve
t I < rhetorical function of devaluing a person’s claims that race is a factor in a particular
1 teraction, a charge often made by whites, in the family of phrases like “reverse racism”

a xxd “you’re being too sensitive.”

Of course, Amanda was not alone. Amy described how several students had accused

her of picking on them because they were black. She described her reaction:

You’re heart kind of stops for a minute because you are like, ‘Oh god, I don’t
want to be that racist teacher. I’'m not racist.” ... In a way you have to defend
yourself and make it clear that, no, I’m definitely not picking on you because you
are black. I pick on Mark all of the time or something like that. Just turn it around,
make it a little more humorous, get off the subject you know, ... because you
don’t want to get stuck on that sort of thing, at least I don’t. I don’t want to sit
there and have a 20-minute conversation about how I pick on the black kids. ...
I’m picking on you because you are talking and you are disrupting everyone else.
When you get into that situation 1 think you just have to defend yourself, defend
your actions, make a point to prove them wrong hopefully, and convince the other

kids.

A~ =2y made use of several common cultural scripts, including that she was picking on the
b <= I avior, not the student, a point reinforced by reference to picking on Mark, a white
‘Cwadent. Amy also was quick to point out that she was not racist and that she strove to

me<==aat her students equitably, with consistent enforcement of policies. Finally, by talking
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about verbal self-defensive, Amy clarified the importance of actively demonstrating to

others the fact that she was not racist.

Who can work at Fermilab.

As a conscious observer of race, I saw it as an important factor in several
in teractions between interns and students. Yet it was rare for race to be made an explicit
is ssue in the classroom, other than in occasional student accusations of teacher racism. As
far as subject matter, Amanda’s Honors World Geography class dealt with different
P < oples of the earth, yet I observed few racialized comments. On the other hand, Bill’s

t & mnith grade Conceptual Physics students made race a relevant factor on four occasions

t Ix at | observed.

Bill described his fear of being perceived as racist similarly to the way most interns

did:
I was concerned about the race thing just ‘cause I didn’t, I mean obviously I think
of myself not as a racist, I really, I mean probably a lot of people say that, I really
feel that way, but you know—I just, that’s the way I feel and I was, you know, 1

was just worried about saying something and have it taken the wrong way. ...
And so that’s, I mean, I was just worried about that, it was just one of those things

that I was like well I hope it doesn’t, I’ll try to be careful.

Bill said that he was really worried about the possibility of students accusing him of

b e—a mg racist for the first month at Stratford, but gradually became less worried. In fact, he
<<= g> orted that he got along well with his students, observed how his students would joke

* > o ut race, and increasingly became more involved in joking about race with the

ST wazsdents:

In the beginning I tried to be very sensitive to the tone, like how did he really, he
or she really say that? ... Because they’ll say it every now and then during class

about like other students, like friends, you know, they’ll be like ... ‘This girl
doesn’t like you because she’s white and he’s black.” So you kind of pay attention

to see how they’re using it in class kind of. Are they, do they sometimes resort to
that, and just use that as a punch line, and, you know, in a lot of classes they do,
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or, I mean, at least in my FST [Functions, Statistics, and Trigonometry] class they
do. ... like in the beginning, I always thought about ok, what did I just do?, what
have I been doing?, and what did I say?, how did I say it?, and what was their
reaction? And then like you know, you don’t want to like—because you’re like
are they for real are they really joking, what did I do? ... It’s kind of funny to
think about how much you analyze it. ... Luckily this far we haven’t had any real

ones, at least that I have sensed.

Three times during this day’s interview, including in the above segment, Bill made a
ge neral statement that he and the students joked about race, and then immediately
fo Howed such a statement with something like “at least in my FST class.” This indicates
tIx ;at in the Functions, Statistics, and Trigonometry (FST) class, there may very well have
b < €n an atmosphere of racialized joking. Bill described his FST students as black, white,
a mad Asian, and who often associated with people of different races, in contrast to his
o T her classes where students were more likely to only associate with people of their own
r=aces. In addition, FST is Stratford’s second highest math class, and the majority of those
S Twx dents were likely to attend college. Though Bill mentioned a physics student who

J& k< ed about having to do something because she was black, it seems that most racial

J© k< es occurred in the FST class.

During one of Bill’s Conceptual Physics classes, students made race relevant in two
d = F fFerent ways. Bill gave a lecture on the structure of atoms and the role of atoms in
fe T xming matter. Within the lecture he provided historical information about the
d <=~ <lopment of the concept of atoms, and began with some Greek concepts of the atom.
B= =& X1 talked about Democritus and his role in describing the atom, and he noted that
s =i Stotle called Democritus the laughing philosopher. Keisha, a black student, asked,

“Was he white?” Several students laughed. Bill, with a slight smile, a small laugh, and

st <o rt Stammer, said, “Yes, he was white.” Bill then continued the lecture, explaining that
a e
C=>IMs gre indivisible.
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We could certainly say that Keisha’s question was relevant to the subject at hand, as
she was asking about a characteristic of someone who contributed to the discipline, a
discipline with a long history of development by white males. The laughter by some of
the other students indicates that they may have regarded Keisha’s question as a joke, but
Bi 11’s reaction did not indicate to me that he thought of this exchange as a joke, especially
be <ause of his short, factual answer, the quickness with which he continued the lecture,
arxd that neither Keisha nor any other student had the opportunity to respond to Bill’s
arx sswer, which itself had no joking element. I wrote in my field notes that Bill seemed to
ma < to look more embarrassed or surprised by the question than amused.
Bill continued with the lecture, moving into the recent history of the atom and the
ma < dern atomic model. Eventually, Bill’s PowerPoint slide show depicted the Fermilab, a
_hi Z= h-energy particle accelerator outside Chicago. Upon seeing a picture of the Lab,
SE= = quira said, “My dad work there.”
Bill asked, “Where does he work at?”
Shaquira answered, “I don’t know. He work there.”
Bill asked, “At where?”
And Shaquira replied, “At Fermilab.”
Destini looked directly at Bill, and with her strong, commanding voice said, “What
Yo» m_m sayin’, because her dad’s black he can’t work there?”
Bill laughed and said, “Yeah Destini. That’s exactly what I’m saying.” Bill
© == € inued with the lecture, explaining that at Fermilab and other places they use huge

M=m <= hi nes to accelerate particles into other matter.
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First we should note the similarities between the Democritus and Fermilab
exchanges which occurred within 10 minutes. In both of them, students racialized the
lecture content. At the instant the subject was racialized, Bill laughed, a short chuckle
with a smile, before making his reply. Finally, after Bill gave his answer, he quickly
continued the lecture his mentor teacher had assembled into a PowerPoint show, thereby
e ding the racialized exchange and returning the public discourse to the physics material.
B oth of the exchanges were fairly brief, about 10 to 20 seconds each, and Bill avoided
e rx tering a longer racialized exchange, similar to what Amy stated she wished to avoid.
However, there are notable differences between these two exchanges. The first
e >< change focused on the philosopher Democritus’s racial characteristics and the second
O 12 where Shaquira’s father was employed, an issue not directly related to the subject
a7 aatter. But Destini made it relate by directly questioning Bill’s intention behind his
I wx estions, implying that Bill did not believe blacks could work at Fermilab, as her
X = € stion conveyed awareness of mainstream expectations about black people and their
l=2 <1 of qualification to work in high technology environments. Destini’s question also
X a s polayed indignance at the possibility that Bill, a white male, would deny the respect due
t«=> = black man who did work at the Fermilab. Destini may also have just been testing
E== 2 R 1, but there was no laughter from her. Weeks later, Bill confirmed with Shaquira that
m «=x father did not work at Fermilab.
‘Whereas Bill answered the Shaquira’s question in a matter of fact manner, he
& 2 S vwered Destini’s question by using sarcasm. Part of Bill’s reaction in this situation can
b = Attributed to Bill’s being unprepared to lecture on atomic structure, which he believed

ha s Imrentor should have done the previous day when Bill attended his university courses,
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rather than administer a quiz and lecture on a different subject. However, two other
hypotheses also seem reasonable: he did not believe that race was important to someone
being employed at Fermilab, and so was resistant to engaging in this racialized exchange;
and race was uncomfortable for him so he avoided engaging in this exchange. Both
su ggest an important role for colorblindness. Bill often referred to racial joking in the
co ntext of the FST class within which he secemed to be the most comfortable, but such
stories only once involved a physics student, while events that I observed did not appear
to be comfortable for him. When asked, Bill pointed out that Stratford was a majority
b I zack school and stated that this fact must obviously impact what occurs, yet he was at a
lc> s to explain how this fact might impact his specific classroom and his relationship with
sttuadents. When he considered the behavior of particular black students, he often used
ira cdividualistic explanations attributed to home and peer culture, in a manner consistent
W~ 1 th colorblind ideology, in ways similar to Amy, whose experiences with classroom
™» == magement I describe next. With the exception of Bill’s unfamiliarity with the lecture
'm =2 t erial on that day, most of the evidence is easily interpretable as consistent with white
= == « her resistance described in much of the literature.

C B = ssroom Management’s Racialized Dimensions

From the beginning, Amy was impressed that the students she taught were not like
he==—_ ina variety of ways:
Yeah I would say the majority of them, golly I don’t really know, I couldn’t put
my finger on it because it is so broad, I have every single culture, religion,
ethnicity, I mean yeah they are all, there are a couple of kids that I would compare

to myself, I could relate to that, but 1 think that more often than not I can look at a
student and say, wow, this student is very different from me.

A my often mentioned Pinnacle’s diversity, usually contrasting her students with

he w : : “
s elf, present or past. In the last sentence, she specifically said, “I can look at a
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student,” suggesting that there was something about the physical body of the student,

such as color, that signified a major difference from herself. Race indeed complicated
Amy’s teaching life. When asked what groups of students were the hardest for her to
re late to, Amy answered:

Yeabh, really disruptive, rude, obnoxious, don’t care about school. I have a really
hard time relating to that type of student.... I wouldn’t, I guess I could generalize
and say that I have more trouble with African American students than I do with
any of the other students in my class. African American, both male and female, 1
have had more conflict with than any other students, and I didn’t want to
stereotype it like that, you know what I mean, but it is a trend that I’ve noticed
personally and I don’t— It is something I’ve tried to look into more to see if I act
differently towards them or if its just a cultural thing for me maybe. I know a lot
of times they are louder in class even when they are speaking in turn, or when
they raise their hands they are louder. They tend to be more active, they tend to be
the last students that came to class, the last students that sit down. The first ones
to be off task, shout across the room. It’s hard, that type of student for me is just I
don’t know, yeah hardest for me to relate to and most annoying, frustrating.

Although the question is race neutral and Amy’s answer began that way, she quickly
I'X» ©ved to highlight her difficulties in relating to her African American students. One of
tEx < most prominent issues Amy brought up is the volume of black students. In fact, when
S I <« was later asked what she meant by this behavior being a “cultural thing,” Amy said:
I think a lot of it is how they act at home. I think when they have more of that
type of setting when they are louder, when they say what is on their minds you
know, without even thinking twice ... I think the loud outburst is maybe the most
frustrating thing. Not that I expect them to sit there and be quiet the entire period,
that would be no fun, it would be boring, but when it is like constant, every day

right off the bat from the get go, from the time the bell rings they are shouting
from across the room from their seats. It’s hard.

Here, the loudness is equated with their skin color. The black students, who Amy
Fe=11t actthis way at home, presumably with the blessing of their parents, or in concert with
‘B meir culture, or because the parents aren’t home, have learned that it is ok for them to just
> Buoare out whatever they want to say, any time they want to, without following the

P X Otocol of raising their hands or staying in their seats. Amy began by identifying African
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Americans as the group that gave her the most trouble and through additional
questioning, focused on their behaviors that frustrated her as a teacher and were difficult
to control, particularly volume, moving around the room, and talking out of turn. Her

descriptions became more heavily racialized as she explained her black students’
be havior as an extension of their home life. When questioned if she had issues with other
et hnic students, Amy answered:

Amy: I think I, [ don’t have to spend hardly any time at all disciplining the other
students. It’s really weird to me because I can think through every hour and the
only students I have trouble with that I have to take time out of my day to
discipline are the African American students and I don’t know why that is.

Shih-pei: So why do you think that’s the case?

Amy: I wish I knew. I really do. Like I said part of it I think is that they are
louder, and louder in turn equals more disruptive to me, maybe just stands out to
me. I have a couple students that sleep and that kind of bothers me, those are
white students, but that is much less annoying to me and disruptive to other
people. I don’t know, it is really interesting to me. I think that maybe because I'm
a white female, but then they do it to Mike as well. I wish I had an answer for
that, I really honestly do. I don’t know.

Shih-pei: Do you ask other people for suggestions?

Amy: Yeah, we’ve talked about it in our classes like in 891. We’ve brushed on it
a little bit. I really don’t know, I don’t think that any of us know. I am young,
female, and white. I am opposite in almost every way to them, maybe they don’t
think I can relate, maybe they don’t think I can understand. I don’t know.

In this statement, Amy reaffirmed that louder meant more disruptive, a speech
P> == T tem that stuck out to her. She then compared another student behavior she did not like
L ™« addressed in class: students sleeping. However, Amy pointed out that this was a
b <=k avior of white students, and that it was not as annoying to her. Then Amy made some
i PP Ortant comparisons. She began by saying that perhaps she doesn’t get along well with
bR Aack students because she is a white female, but then compared herself to Mike, her

I <=M tor, 3 white male, leading her to dismiss that as an explanation. In dismissing that
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<= >< planation, Amy seemed to believe the problems could not be due to race, and

<— <> ncluded that since both mentor and intern are white, and both are treated the same, race
a

= mnot the likely factor. Amy also offered two other factors, gender and age, however, she
<A «> <s not fully explore the impact of these three demographic factors. Part of that is likely
<A w m e to the fact that she’s describing interaction with a class, which contained a variety of
< ® T nicities in both genders, making it difficult to determine patterns.. Another part is that
== = « 1lacked the concepts needed to examine how such factors impact her relationships.
¥— = maally, to be able to do so requires time, and Amy’s time was fully booked, leaving little
Tt 3 e toreflect on these complicated social interactions, something that Amy ambivalently
T x 31 ed toresolve in this interview segment.
This situation is both Amy’s problem and it is not. For one, it is Amy’s problem
B e cause | have been describing events, thoughts, and feelings from her life, and it is with
I e habits of thinking about blacks, and her interactional habits formed through her life
thhat she engaged with different types of people. And through this engagement, Amy
P<rformed herself as a particular type of person—a caring, concerned, somewhat
SAasy going person, but also as a white, middle class teacher, and the other person with
YWhom she’s interacting will view and judge her as a result. But it is not Amy’s problem,
NOTr is it Amanda’s or Bill’s, in the sense that this is not unique to her, but part of the
“AMnerican drama, as this society was founded upon racist exploitation for the production
ST material wealth. Nearly all born in this nation learn about race and the proper roles for
Particular types of people in the society. And these roles, their reasons for them, and the

hjy . . . .
!Story embedded in these repeated actions, are acted out all the time, often without an

ac - . . . . . . .
tors> conscious knowledge. Having not interacted with nonwhites prior to enrolling at
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£ B « university, Amy, like many racially isolated individuals, mainly learned about
== «>nxwhites, especially blacks, through her interactions with family, peers, community
== < 1mmbers, and the media, and these stories and images were her strongest guides as she
== & x—u ggled with the problem of how to teach.
— B e Social Dynamics of White Teachers with Black Students
In our last interview, Amanda and 1 further discussed racial issues and their impacts
<> xa herteaching. In one question, I suggested that some people of color see school as a
= 1 = ce that tries to change them, that tries to make them assimilate into dominant society,
~~>~~ Ix aat might be called white ways of thinking and living. I asked her if this idea applied:
Amanda: I think there’s a sense of—I want to say rebellion but it’s not necessarily
rebellion, maybe black kids recognizing that and they’re like, ‘I do not want that
to happen,” er—they don’t necessarily want to become white but they know that
they have to go through the white process in order to succeed.... They know that
you have to talk the talk, you have to walk the walk, and that’s the white way, in
order, you know, to get out. And I’m not saying that that’s necessarily the case,

but I think that’s their mentality behind it.

John: Do you think that that’s the case? Or do you think.... <Amanda shakes
head> How do you sce it then, as a teacher?

Amanda: Um, I don’t necessarily think that’s always the case because it’s hard to
dictate what’s right, like I can’t say, ‘My way is right because I’m white.” Well
I’m making up my own way as I go along, so how do I know that’s right? ... To
each their own. You have to find your own way, you have to find your own way
to succeed, no one’s going to hand it to you.

‘With prompting, Amanda presented a nuanced and conflicted account for reasons
Why some black students do not succeed or try in school. She recognized that school is a
White process and that students have to do it in order to succeed, meaning to obtain the
Valued credential: the diploma. Amanda was in a contradictory place where she saw that
What schools required was not necessarily right, or perhaps more correctly, best for all

s ) ) )
tuden ts, while she simultancously offered a narrow curriculum to her students. As she
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continued to speak, it seemed her definition of “succeed” grew from getting good grades
and adiploma to describing how each person has to find their own way, to live one’s own
1i fe sothatit’s worthwhile to that person. Amanda attempted to grapple with serious and
d 1 £ 1= cultissues, issues that she had not thought much about prior to the internship.
While Amanda thoughtfully explored racial issues with me, she also sought to

1 3 T imize her own whiteness:

I’m getting some pretty sensitive questions on topics that I don’t necessarily know
about, or I don’t know how—if I could respond to it in a way that would be
pleasing to my students. ‘Cause I don’t want to—sometimes I’ll get—you know if
we’re talking about a topic that might have racist innuendos within it, I don’t want
to make a comment back to my kids, making them feel inferior to me, like I hold
the power or whatever. [—I’m trying to think of a good example but I can’t really

think of one.

She was conscious about not being seen as the oppressor, as the one who tells

< x'white students how they should think or live; she does not want to offend others.

In terestingly, she couldn’t come up with a particular example, perhaps because a situation

lik e this had not occurred though it was something of great concern to her. Regardless,

Orne of Amanda’s aims was to erase her whiteness, to be the teacher in control, but not the

W hite teacher overseeing black kids, teaching them they are inferior. This is further

€ 1A ence of Amanda’s colorblind thinking, which she shares with the other two interns.

I Taact, Amy reported that she talked with her mother about discipline and teaching.

Whil < they would speak about ESL students, with whom Amy’s mother had worked
S = tantially in an Illitch City elementary school, Amy never brought up her discipline
iIsswa < s with black students that we examined in the last section, saying, “I don’t know if |
bro = o ht that up to here. ... I talk about certain students in the class but I don’t think I ever

Ve 2 ) . . . . .
= Enentioned what race they were. If they were African American, Asian, or Hispanic,
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or Wwhite, that wasn’t something I would bring up.” For Amy, race was a silent factor that
sh e only hesitantly mentioned.
Later in the same interview, I asked Amanda about what she made of the fact that
sIhh e ~was a white teacher in a majority black school and she said:

I didn’t really think anything of it at first, I was like, ‘Oh, whatever.” Seriously I
was like, ‘whatever.” ... But—and it wasn’t until a couple of the teachers, a
couple of the white teachers started picking out students and like we would talk
about them, ... that would have problems with all of the white teachers but none
of the black teachers, or maybe it was just like the female white, as opposed to the
male white or whatever. And it wasn’t until we started talking about those
students who had a problem with white people, or with white authority figures
that I really started to think, ‘Okay, you know what, they’re—it’s not—I’m not
living in a bubble anymore, like there really are people here who can’t accept me
because I’m white. And they’re students.” And that was kind of a little reality
check there.

. xmranda began by thinking that being a white teacher in a majority black school did not
T atter, but over the course of the year Amanda experienced her reality check. She got her
W™ 1sh of experiencing an urban school, something outside of her middle class, suburban,
P rivate school experience, which showed a dimension of social interaction that, up to that
PO 1nt, was completely unknown to her: race played a part in people’s interactions.
I Mt erestingly, talking with some of the other white teachers helped challenge her
C O 1o rrblind views.

1 pushed the issue further:

John: So you have essentially, at that school then, you have a largely white staff
overseeing a largely black student population, which in a lot of ways can be seen
as symbolic of the country in general. So what do you think then of that, given
your position and your authority in the school with this dynamic?

Amanda: It’s ironic I think, I mean, I haven’t really stopped to think about it that
much, but I mean, Miss B is like, ‘Wow that is kind of funny that 90% of the
teachers are white, and were supposed to get our students, who are black, who
we’ve never— Like I’ve never dealt with anything—I’ve never dealt with a black
person’s perspective— Or, like I can hear about it but I’ve never lived it firsthand,
so from that it would be hard to relate to them. I can see where they’re coming
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from— I would want—I don’t know if I feel weird with just strictly— if I was the
only white person at a black school, but I’'m sure it would cross my mind, and I'm

sure that they’d recognize that pretty quickly, I’m sure they’d pick up on it.
Especially if, you know were up there being like, ‘Yeah, this is what you guys

have to do,’ or ‘This is what you have to go through.’ I’d pick up on it.

In her statement, Amanda acknowledged a limitation to her ability to understand a
1> 1 = <k person’s experience, because of her encapsulated white experience. Through her
i r» Tt €mship, she built a better understanding of the systemic nature of racism, and she
< 1 « Wwly came to see that in her role, she is implicated in that system. She started her
—a T S wer by saying that she hadn’t really stopped to think about this issue, which is
= a gz nificant because she began her answers that way only a few times, and always in
Za xx S'wer to a question that required her to think of herself as a raced individual. She then
<1 e scribed how a white person could be viewed as an agent of a system that she had
1 1 rxited awareness of was not necessarily fair for nonwhites. Consequently, we can say
th at Amanda, like the other interns, exhibited very strong habits of acting white. She was
lar £ ely colorblind, had had limited interactions with nonwhites, tended to avoid racial
A1 scussions, and had some fear that she could have unpleasant and painful racial
I teractions. I've described Amanda’s thinking on the white teacher / black student
A>3 1 aamic because she seemed to be the most racially aware of the three interns,:
< © x fronting a manifestation of the US race problem. It is a subject that people with much
'™ O xe time and theoretical tools consider and debate. But Amanda was studying to be a
leaacher and had many concerns besides race, a difficult issue for many Americans,

= K> <cially when experiencing it for the first time amidst learning how to teach.

So far, stories of “resistance.”

S o far, the stories of Amy, Amanda, and Bill can be counted as stories of resistance.

A xr .
= A bly, these three interns were largely encapsulated in whiteness and the internship
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b rought them into significant and extended contact with nonwhites for the first time in

thh earlives. In Frankenburg’s (1993) terms, we could say the interns acted in colorblind
A~ & ys by seeking to minimize their whiteness and by trying to treat their students the
< za xme. They used particular habits of being white: ignore race altogether, avoid discussing
i t ~~=vhen it comes up in class, attribute African American behavior to home life and culture
( X_ = dson-Billings, 2006). The interns deployed these habits of acting white, even as they
< < ognized they might not be adequate. Within my course, I made specific attempts to
x =a < 1alize many of the situations interns described and to force interns to at least
= aarxticipate in that discourse. Over time though, because of interactions with peers and
<> t her teachers, as well as through the interviews, these three interns had to think and talk
aabout race. However, their emerging habits of race talk were largely confined to
<1 1 scussing the issues with me, as there did not seem to be much change in the ways they
tau ght class. Ringrose’s (2007) argument that people resist unfamiliar situations that
Bbring up a range of conflicting feelings is no doubt at work here. The interns have learned
that to harbor negative thoughts and feelings toward others on the basis of race is not
AAC ceptable, yet that is what they do as they ﬁguré out how to work with their students.

In looking at the interns’ schooling histories and how they speak of their histories in
< O xatrast to their Grand Pillar placements, we have seen that the interns embody many of
thhe characteristics described in the literature on white teacher resistance, even though that
Iz T <= xature is largely limited to preservice teacher education courses. In a nutshell, we can

SE™> - that these white interns were resistant to engaging with their students as racialized
Bei T2 g5 as well as quite hesitant to ponder how race affects the teacher-student

res - C . . .
= T2 onship within these schools. | must give that argument its due, and recognize that
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t h e se three interns came into Grand Pillar with a continuity in which race was generally
w2 familiar and to be avoided, and doing so would allow the three interns to protect their
+ 1 &ws of themselves. However, these interns’ stories are more complex than the
< o xmplexity I’ve just described. Race and class are not the only characteristics that
1 2 s tinguish interns from their students; there is also an important matter of their very

1 1 £ Xerent academic histories and orientations.

Good Students Become Teachers

In this section I will consider another dimension critical to understanding interns’
s txuggles learning to teach in Grand Pillar: their reactions to the academic performance of
tIx eir students. There are many similarities between the interns, but I will discuss each one
1 their own section to highlight their unique perspectives. I will describe their
"< cCollections of being a high school student; examine their tracking in high school and
< O rmmipare to the tracks they taught in Grand Pillar; examine their work habits, thoughts
aarxd feelings as teachers and compare those to their student habits, thoughts, and feelings.
Fi mally, I will discuss the importance of grades for interns and compare those to the
STtudent attitudes they described.

Ay

Amy graduated as one of two valedictorians from Illitch City High, earning an A in
S e xy class. Amy was enrolled in the college prep track, but even so, Amy told me that
E<rtui ng good grades was not hard for her. Amy was assigned class work as well as
ho Tarework, but she said, “I know my teachers gave homework a lot, but, I was smart
‘Mo a gh that I just used my class time.” Amy used her class time efficiently to complete

ik including most of her essay assignments. She said her most difficult class was a
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government class, and that was mostly because she had to complete projects at home,
I 1ch she described as tedious, sometimes spanning six weeks, though among the more
i 1 teresting assignments she did. However, most classes did not present this level of
< I aallenge. Amy noted, “The curriculum was, I don’t want to say dumbed down, but it felt
1 2 I< € it was a breeze. I never had to study.” She added that it was enough for her just to
< I» oW up to class. A key aspect of Amy’s high school student work habits was efficiency,
« I « ability to complete her work at school.
The product of a college-prep education, Amy found herself teaching regular track
= 1 ology and low-level Integrated Science classes at Pinnacle. Amy said, “The other
t < aachers say, you know, this is just a really rough group of bio students” this year, as they
t <> kA her how the implementation of the International Baccalaureate curriculum had
tracked some students into the IB program, concentrating lower ability students in the
< grular classes. In addition, Amy noted regular biology enrolled students who had failed
arnd had to repeat the class, and those who failed the first semester were still required to
tak e the second semester.
Integrated Science was a class primarily for juniors and seniors needing to complete
thheir thid year of science required for graduation, who preferred this elective to physics

©OX < hemistry. She characterized the students as:

A lot of the dropouts, a lot of the ‘I don’t care,’ this, ‘I hate school,” ‘This sucks,’
with an occasional good kid, the occasional one that’s like, ‘Chemistry’s too hard
for me, physics doesn’t make sense, so I’'m gonna take this easy class ‘cause |

know I can pass it and get a good grade.’

Amy added that many students who feel they might not succeed in physics or
c .
e 1stry usually switch out “’Cause they’re like, ‘this is way too easy,” and I’m like,

Y , . -
=2 h, you’re a lot smarter than this but this is extremely hard for a lot of people that are
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i n Ihere,” you know. And so finding a balance with that class is just as hard.” Amy saw

1 m tegrated Science as the low-level required science elective into which students bring

£ I e 11 negative attitudes toward school. Amy further described the grading for that class as
> -a s «d not so much on the quality of the work, but because many of the students are “so

1 = == and unorganized,” on their responsibility in completing and submitting assignments.
A\ xarysaid, “And a lot of them, when they set their goals they’re like, a D is their goal....
T > = not going to push them beyond that, I would like to see them do better, I know

th ey ’re capable of doing better, but I only have so much energy every day.” Thus, Amy
fowund herself working with many students who didn’t care so much about their grade, as
they did about earning a passing grade to graduate.

Amy experienced several other difficulties in teaching Integrated Science, including
beimn g unfamiliar with the content (a situation similar to Amanda’s, see Chapter Five),
whi c h came from a variety of science disciplines; it was her mentor’s pet class which he
kne~x- how to teach, but for which little was written down; since she taught Integrated
S€c O xad and third hours, she only got to observe Mike teach the class at fifth hour after she
had T anished; and class sizes were large, with over 40 students. She said of teaching it:

Amy: Integrated Science, we teach all this crazy, out there stuff that, yeah, should

be easy, but not when they catch you off guard. Um, it’s just completely different,
it’s interesting and it’s cool, but it’s just—I don’t like the kids. And, yeah.

John: Why don’t you like the kids? In Integrated Science you’re talking about?

Amy: Yeah, yeah—I think they’re older, they just—a lot of them are just so
disrespectful— really, really rude and 1 hate the fact that I have to be mean and |
don’t feel like I can let up, like as soon as I let up my guard or try to have fun it
Jjust gets out of control. As soon as we try and do a lab, like, it’s just outrageous.

A Ithough Amy was frequently exhausted and frustrated with a number of things

duri . ) -
I the internship, she rarely made comments about not liking her students. However,
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£ h € comment is revealing because many of the issues we have already identified
< o ntributed to her frustration. In particular, with a large number of students, Amy found it
<J 1 £ icult to manage the class, especially during labs when students were moving around
€ Ih & classroom rather than sitting in rows. She also focused on their behavior,
< I aracterizing the students as disrespectful and rude, echoing her earlier descriptions of
<s tuadents not wanting to be at school, let alone in Integrated Science. Amy thus created a
< o nitrolled environment in which she felt she had to be mean to limit the chance for
s tudents to act out and express their disdain for school, which could be directed against
h er as the authority figure in the room.
Amy did report some positive moments with Integrated Science, most notably a few
Of the lab activities in which students were learning about food chemistry, and a journal
acti wvity she conducted with the class. In the journal prompt, she asked students to write
d o ~ar n what they thought about the class, their expectations for it, and what Amy could do
to i elp them in the class. She said she was surpriscd to learn that the majority of the
Stu d ents liked the class, something she felt good about, and that a lot of students found
the behavior of a few individuals in class distracting and ruining their experience. Amy
added:
A couple of them were like, ‘you know, there’s some students who are really
mean to you and disrespectful to you and I don’t think that’s fair and, you know,

it’s so hard for you up there.” Blah, blah, blah. Which makes me feel good, too,
you know, and I’m not the only one that sees it.

Th T"Ough the journal prompt, Amy felt that students validated her impression of the
PO B lems in the class. She said she wrote comments back to each student and after that

< .
ass Period, several students thanked her for the comments, and some even gave her a

hugs
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When I asked Amy which student in her seventh hour Biology class was most like
her, she told me it was Autumn:
She’s just always on top of things, she does amazing work, does her work well.
She always has everything here on time, when she’s sick she comes in in the
morning and at lunch before classes to get the work that she missed, and stays in
here and does it so she’s on track for the next class and, um—she’s really bright.
Nice, nice girl, and works, she can work with almost anybody, I mean I could put
her in any group and she’d be fine, she’d help them and—she’ll do, she’ll do good
things, she’ll go far.
Amy described multiple characteristics that were similar to her as a student: Autumn
did her work, came in to make up work that she missed, was a pleasure for the teacher,
and will make something of herself. Amy highlighted Autumn’s intelligence, something
that stood out to Amy when compared to other students in the class. However, it may also
be the case that rather than even being really bright, Autumn was a hard worker, or
perhaps, a combination of the two. Autumn was also white and a quiet student in class;
she spoke only when answering a question or when working with other students, usually,
though not exclusively, other white females. In addition to Autumn’s academic ability
and work habits, Amy also focused on Autumn’s personality, who she described as
working well with others and being nice. When asked in a different interview what kind
of student Amy felt she could most easily relate to, she said, “I think the quiet, well
behaved, strong academic students, parent involvement.” Except for parent involvement,
Autumn embodied all of these characteristics.
In one interview, when Amy described what several different groups were working
on for their posters about HIV, and she said of Autumn’s group, a total of three white
females, “those are all my top students up there.” Amy sees herself in Autumn and

Autumn is one of Amy’s best students; she is able to perform her role well as a student in

Amy’s class. In an earlier interview, Amy described an extra credit assignment she gave
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students and said that Autumn, who had over 100 percent in the class, was the only
student to complete it. Amy further compared Autumn to herself as a high school student
and to Autumn’s classmates:
And that would be me, that was the type of person I was, so it’s hard to
understand why they don’t take advantage of it when it’s right there in front of

them, and it would probably take 20 minutes out of their busy hectic lives to do, if
that, and that could mean the difference between failing and passing.

For Autumn, completing the assignment was likely a combination of something to do and
a way to ensure that she maintained a high grade in biology class, yet the other students
did not complete the assignment, even if they were on the pass/fail border, something
incomprehensible for Amy.

Amy was aware that student ability was a strong social marker that influenced peer
group formation. I asked Amy to describe what she noticed about how students grouped
themselves racially at Pinnacle, and near the end of her lengthy answer Amy said:

They tend not to mix together. They tend to just stay together more by race than
anything. You know you will also see that sometimes the really good students will
all work together too. I've noticed that. The kids that all have A’s will be in a

group together and will all work together. That’s more of a personality thing or
work ethic.

Here Amy described the powerful bonding force of the work ethic of the students
who get the best grades, a comparison reminiscent of the fact that Amy socialized with
the smart students in her school when she was a high school student. To Amy, most
Pinnacle students hung out with their own race, but the smart kids hung out in their own
noticeable groups, like Autumn’s HIV poster project group. Part of school socialization is
dependent on academic ability, strongly influenced by the tracking system. Amy
described other smart students as one of her three significant high school peer

associations, and now she found herself in front of regular and low-level classes, with
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many students whose attitudes toward school differed from her own. Amy is not only a
young white female, her habits as a long-time good school student provide the dominant
lens she used to evaluate student learning and performance.
Bill
As the son of two teachers who knew several teachers outside of the school
environment, Bill had internalized many behaviors of a good student. He commented:
I was a very good student, I did, you know I was always at school for one thing, I
behaved myself the whole time, I, um, you know I liked to have fun but like you
know when it was time to shut your mouth and pay attention I could sense that
well so I did it, I never pissed any teachers off because 1 was, you know— so
there, you know I had a good relationship with almost all my teachers because of
that you know, not too much of a problem, I mean I was a good student,
academically I was good, I was near the top, you know that was something I just
kind of strived to do too, though, like I wanted, I don’t know what it is I wanted

exactly, Ikind of liked learning but also I was striving for the good grades you
know.

In this quote, Bill describes many dimensions of being a good student. First and foremost
is his behavior, beginning with regular attendance and continuing into the classroom
where his sense of appropriate behavior guided him to silence when teachers required it,
another affirmation that Bill was concerned about avoiding trouble and maintaining good
relationships with his teachers. Bill then turned his attention to his academic work,
through which he became known as a top student, and he did so because of his stated
interest in both learning the material and getting good grades. In this respect, Bill
indicated that he was both intrinsically and extrinsically motivated to do well in classes,
and in his interviews he consistently spcaks as highly about his academic experiences as
his music experiences. The quote presents a strong feeling that Bill has some natural,

indescribable, almost innate sense of how to do school well, especially in the phrase “like
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[ wanted, I don’t know what it is [ wanted exactly.” He didn’t need to know what he
wanted, and he got it.

In high school, Bill was tracked in college level classes, including advanced
placement courses, earning a GPA that was a bit higher than a 4.0 since honors classes
were weighted. I asked Bill how Bergen High tracked students and he said there was
some tracking in middle school, but a lot in the high school. He said of the available
science classes:

Most people took biology as a freshman but then you also have the option of ...
earth science, physical science, probably a life science, maybe anatomy,
something like that, those were technically the lower level, quote lower level
classes, because normally, the usual track, or if you were going to college they

would suggest that you take biology, chemistry, physics, and then an elective AP
class for your senior year, so that’s what I did.

Here, Bill heavily described the classes that lower-tracked students would take before
moving on to the other two tracks, which he did so by saying, “because normally, the
usual track, or if you were going to college....” This phrase marks a clear differentiation
between the low level and the other two, which are lumped together as the normal way to
take science classes. This lumping is evidenced by his reference that students in these two
tracks would take AP classes like he did, something unlikely for most regular-track
students.

As far as influential classes, Bill most often mentioned the honors chemistry class
that he took as a sophomore, a class “I was privileged to take,” not because he was
allowed to, but because of the benefits it provided in preparing him for college. He said
of the class that “I never worked that hard in my life”” and described the work as
involving lab work and extensive problem solving. Bill described his chemistry teacher

as a dedicated woman who held chem nights after school, providing opportunities for
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<s tudents to work in groups on chemistry problems while offering assistance. Bill
a2 entioned that his chemistry teacher sometimes even provided up to three chem nights a
~= e ek, putting in many evening hours.
Bill said that once he got into the groove of going to chem nights in September or
« > ctober, he didn’t miss a week all year. He described the class as difficult, but
~=s o rthwhile and fulfilling, especially when it “got so hard and so frustrating,” but then he
3 gz ured out the work. He added, “It was awesome, especially because I knew I did want
T g£=zo tocollege.” In a different interview, Bill described the class as a true college
= X" €< paratory class:
I felt real lucky in that because that was like the college prep experience that
people always talked about, ... and that one class, I felt I had an advantage over
more people or many people in my school, ‘cause it was just, you know, it was
that one class, I was in it and if you tried— it was a great experience because it
was hard, it was real hard but, I mean three and a half years later too, when I was

in college chemistry, it all came back to me. 1 mean obviously something had
done, she had done something right.

E2i11 knew he was going to go to college, and his time in chemistry allowed him to
A < < wamulate valuable capital, including how to do college-level work and the work ethic
T2 <=« Jed to be successful in demanding science classes. Bill specifically stated that this
“he xmistry class provided him with an advantage over others, both at Bergen and at
DA % A western University.
Bill felt that Bergen High prepared him well for college, and usually focused on his
Marh and science classes. He spoke about the benefits of having taken college prep

<1 A Sses:

There’s something about being in the harder classes and— like when I was in
honors chem. Or when [ got into like, calc and stuff, like being in the hardest
classes in our school and like being able to do them well, it just felt good and like,
one, it was nice to show everybody else that you could do it, but I mean, inside it
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felt good because I know calculus is like one of those words, ‘calculus,’
‘calculus,” wherever you go.

= a 11 seemed intrinsically motivated to take calculus and valued learning that material,
=2 ¥ « I ough in a different interview, he allowed that he liked, but not loved, math and
> I > sics. At the same time, he was aware that calculus scrved as an important social
x = =a r k er, that being able to say that he had taken calculus and did well, that he had a
d < == e e in mathematics, or that he was able to teach it, elicited responses from people that
i~ o 1wved some sort of awe. In fact, during another interview, Bill and I discussed how
W I 1 we told people that we taught high school physics, many responded with respect
ara«<d © fiten made comments on the subject’s difficulty for them, if they had taken it. Thus,
B 111 possessed highly valued cultural capital and knew it, in the ways I described and
be < @ wse his dual degrees and certifications would make him an attractive candidate at
Maaray” schools.
X" et Bill was teaching Conceptual Physics at Stratford High, a class required of all
Stua & 1 15, and he lamented the fact there was little mathematics involved in the class. He
saldd ke didn’t havea preference for teaching math or physics in the future and went on to

Say- -

To be truly honest I just know that I like the more mathematical, slightly higher
level physics than the conceptual physics.... I think it loses a lot, you can, I mean,
there’s something to be said about making it conceptual, but that’s also why
there’s physical science as opposed to physics, so that’s why I don’t always love
doing it. That’s another thing, like, if I wanted to teach physics, the school I
would choose would be more based on that, I mean I really probably won’t want
to teach here at Stratford for a couple reasons, but one, I don’t really want to teach
Conceptual Physics, I mean their AP class is more like [Bergen’s] regular physics

<lass.

o Bill, Conceptual Physics is on par with Physical Science, as both are classes that

do
Nay . .
T T ely on extensive mathematics, and to remove math from physics means that class
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< < R o> sesalot.” Bill gave an example of what that meant by saying that he could not really
£ «= =a c h the idea of projectile motion, the motion of an object in two dimensions, because
~ =~~~ & thout math, it was impossible to calculate how far objects could travel before hitting
t I » « ground under the influence of gravitational forces. In this sense, Bill seemed to
> «< 1 1 & ve that the essence of the discipline was lost, for mathematics is a primary tool in
tx—=a < 1 tional physics classes. Being at Stratford further reinforced this belief because the
< I =a s s was at a lower level than he believed it should be, as evidenced by equating
S T x = t ford’s AP physics class with Bergen’s regular physics class. Bill’s view of the
d 2 £ 1 culty of math and science, combined with his accomplishments within those domains
ara«<d his internship placement, scems to indicate that Bill felt he was not using his
ko -~wil edge to the extent that he could, and even that he deserved to. Bill added that when
he searched for a job, a regular physics class with mathematics would be one of the
Criteria required for him to accept the job.
I asked Bill to identify the student most like him in his 6™ hour Conceptual Physics
class -~ and he had more difficulty answering than Amy or Amanda. He said:
It’s definitely not one that’s real close necessarily, the one that I would say maybe
is most close would be Julia. She is, pretty on top of the game in terms of
academics, um, she’s involved in—she’s involved in the school for the most part.
I think she does like, the drama thing, you know? It’s like, she’s not like the
Jjock/sport kind of thing you know? So, she is a person that might be kind of
involved.... Like I was too but, was | always out on the sports fields so everybody
would see me? No, you know, just that kind of thing.... Like I said she’s pretty
into academics, is involved but in more of the fine arts aspect, and um, she’s
respectful of everyone. You know, she’s a pretty good kid, she really is, like I

said, she’s respectful of everybody and doesn’t try to create any problems ever,
you know. If she needs help she’ll ask for it.

In
<> T paring himself as a student to Julia he noted that she was a good student in a
Nuxy—
Ber of ways, such as generally being on top of her academics, one of Bill’s top

Schy
X i ng priorities, and then described her moderate involvement in extracurricular

101




—= «— tivities, similar to himself. He also noted she was respectful of others and did not create
g~ x—oblemsin class. This is in keeping with Bill’s view of himself: he strove to be
— <= sspectful of teachers, to shut his mouth when required, to pay attention, and do his work.
¥ w= 11a was white too.
Because Bill was ambivalent about identifying with Julia, I asked him in what ways
s ka « differed from him. He stated that he worked quite a bit harder than her and that over
tEx < 1asttwo tests, Julia had not done as well in the class as she normally did, noting that
‘““ssIx< s bright and can do it all very well.” Bill then continued to focus on her work ethic,
C 1 T 1 x2 g that as the biggest difference, because she had gotten more involved in the drama
P x~«<> < uction, and had missed a few classes and assignments, which led to her lower test
P < x~ ¥ o rmance. Bill said of the situation, “I wouldn’t have let myself get to where she is
rizzht now,” affirming a sustained commitment to doing his work as a vital part of his
Styad & it identity. And this description was not limited to Julia, for when I asked Bill
W I i < h of the students was most unlike him, he paused for over ten seconds and said,
T haats tough, because I don’t know which one is most unlike me. There’s a lot that are
VS >-  wanlike me.” So as a good math and physics student with degrees in both, Bill was at

the 1y < ad of some Stratford Conceptual Physics classes, where few students embodied the
Ch @ x- eristics that he did as a student.
Arra =2 nda
<A\ manda took advanced classes at Eureka Christian School. She described how the
Math o 1 ass strongly determined one’s class schedule, basically creating two academic
o =S . such that she saw many of the same people in her classes throughout the day:
It wasn’t like the dumb one. ... We didn’t even know. It was just the smart class

and the more advanced kids and then the kids who just didn’t go as fast. And the
only thing that you really got tracked in was math. That was it. Everything else,
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you were just categorized as dumb class, smart class, depending on what math
class you were in.

¥—X o wever, the math class did not fully determine the placement, as Amanda remembered
% B -a t other classes were more mixed. Juniors and seniors chose the type of English class to
& == Kk €, so those could be more mixed and Amanda stated, “Like history was always mixed.
. I~~~ ays”
Amanda was always tracked in the higher math classes, which posed a challenge to
I« r_ 1In discussing some of the differences between Amanda and her peers, I asked her to
= 2 k¢ herself in the distinction between bright students and hard workers. She answered:
Yeah. I mean, I just don’t—I remember maybe like a fourth of what I learned, if
that. So I really don’t remember a whole lot. But if they represented how hard I
worked, that’s a good indicator. But if they were just representing my natural
ability, no. I always had to work hard for my grades, it never was just like <snaps
fingers> easy.
M\ T e n I revisited the idea that she worked harder than other students, Amanda gently
P IOt e sted, “It wasn't like [ was slaving every night, but 1 just had to sit down and do my
TTxaAathy homework. I couldn’t do it five minutes before the bell rang.” Upon further
A2 & =5 tjoning, Amanda revealed that in her junior and senior years she spent about two to
th "<« hours nightly on math homework alone, in addition to work from other classes.
_Amanda took math all four years of high school, through calculus. Calculus was not
" wvairedandECShada policy allowing seniors to leave after their morning classes, but
Arr =axda’s parents would not allow her to do that. So rather than enroll in study hall
E=in - Amanda chose calculus. For five of the years between seventh and twelfth grades,
Atran xda took math with the same teacher, who she regarded as one of her most

in £
LR & nyjl:

She was an awesome teacher just because of how much help she offered her
kids.... You could always go in there at lunch time, after school, before school,
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anytime, she would go out of her way to help you. It also didn’t help (sic) that I
was good friends with her son who was in my class. So, I mean that was nice, you
know, it was a little more relaxed between us since I was friends with her kid too.

F—= < cause of her parents, Amanda chose to enroll in calculus, even though math required
<=s = gz mificant time and effort on her part every night. A selling point for Amanda was that
= FI=» « liked the teacher and felt that she had a good relationship with her; having a good
< 1 aationship with teachers is something that Amanda revered. Amanda described herself
ea == == hard worker who had to spend a lot of time doing math homework.

T hrough the interviews, one gets the strong impression that Amanda was not only a
I = - working student, but very well behaved. We talked about some of the different
EZ T < ups at high school, and Amanda said that the most despised group in school was the
te o chers’ pets, that group of students who always answered questions and did everything
thh e~ could to please the teachers. Amanda clearly stated she was not part of this group,
W I i < h differed from smart kids and consisted of “just annoying kids.” Students in this
CAAT < £ Oory tried hard to gamer favor and recognition from teachers, as well as to prove their

STXIX z=a x—tness. When Amanda introduced the idea of annoying kids, she also added another
B wa g she held in low regard: “the kids that, a lot of the times, the troublemakers would
be iy the lowest category.”

Amanda shared that she was a relatively quiet student in class, and did not have
Mars verbal altercations with her peers, and never any physical fighting. As we
‘Ormaei TIxued the interview though, Amanda revealed that she was more likely to get into a
flzhae v jth her siblings than with anyone else at the school, though most of this fighting

o< > 1 ace at home. Amanda described living at home with her siblings where there was a
ot < " bickering going on, over stupid things that didn’t really matter. Amanda went on to

sha
R that she hardly even spoke to her brother for a three-year period: “We just didn’t
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x = = c essarily see eye to eye, like his lifestyle was completely different from my lifestyle
== xa d mneither one of us would be open to the other’s. He thought I was a little goody two
< F» © e€s and | thought he should lay off the weed.”

Although Amanda did not classify her brother as a troublemaker, he seemed to
< xx12 b ody a lot of qualities that Amanda associated with the troublemaker group. This
f == xxa1lial interaction allows us to make some sense of Amanda’s worldview. Amanda
r = a < m tions the paradigms each sibling used to view the other. Her brother saw her as a
£ > O Ay two shoes, a term Amanda had used unprompted twice to refer to herself in this
axacl = previous interview. At the same time, Amanda saw her brother as a drug user,
W I 1 ch she considered a troublemaker activity. This view of her brother is bolstered by
t X =a < i n g the interview thread: students in the school’s lowest social categories, including
trowubl emakers; fighting in school, which led to her siblings; and then this sharp
di = & gxxeement over how one should live life. The goody two shoes / troublemaker binary
S€S<r¥rxas important to Amanda’s view of students.

"X he first time that Amanda referred to herself as a goody two shoes came in answer
to 3 question on whether she had received many detentions at ECS. She said she had
NS>« received one and that ECS was a very strict place that made heavy use of
deten tions. Her discussion of the discipline policy at the school also made her temper her
Vordas about just how serious the troublemakers were in the school, because with the
o == Tant threat of detentions, students scemed willing to push the boundaries only so far,

tho v, =Hh ,
Amanda recounted that four students were expelled and 12 were suspended after
th S>> h A d been caught drinking during her senior year. But Amanda stayed out of trouble.

X asked Amanda what type of student she was in her high school:
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In high school? I was the quiet kid. That’s probably hard to tell. Yeah. Pretty
much what you see is what you get, okay. You know, I’d put my two cents in
every now and then, but, whatever, you know. I just went with it most of the time.
I was quiet.... Just, whatever. That’s how I am. You know, I don’t feel the need to
be talking every two seconds. That’s not my thing. You know, I was always a

respectful kid. You know, when the teacher’s talking you don’t talk, so I was very
well trained.

Amanda’s statement that [ probably couldn’t tell she was a quiet kid likely referred
to  the two different ways | witnessed Amanda act that year. In the interviews, Amanda
WwW a s very talkative, and similarly in her classroom, Amanda often spoke confidently. Yet
1T2 I MY university course, Amanda did not contribute very often, and usually sat silently. In
th 1 s segment, she referred to herself as “a respectful kid,” and added that she “was very

W e 11 trained.” She described herself as respectful, that the ways she had behaved as a
student displayed respect to the teachers and the school; she often spoke of respect while
discussing students in her geography classes. Interestingly, Amanda described herself as
We1ll trained indicating a learned quality. We can say Amanda developed a habit of being
res pectful to her teachers, and that she was very good at performing her role in school.
Given the severity of ECS’ discipline policy and her own behavioral past, Amanda
Was surprised by the behavior she witnessed at Stratford, most particularly with fighting:
We knew you don’t step outta line, at my high school.... You knew that there was
a big consequence and so I was thinking, you know, kids are gonna know this, but
I had no idea that kids were not afraid of what was going to happen to them at

Stratford, I had no idea that if you, you know, got in a fight, I thought getting in a
fight was just like random things, like it hardly ever happened, no, wrong.

Amanda said a number of fights occurred at Stratford, including the one that almost

happened in her classroom, and that administrators did not necessarily punish students as

required by the zero-tolerance policy.

Amanda focused on student behavior as a big difference between her experience at

ECS and what she saw at Stratford, citing difficulty students in her regular tracked
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c 1 &a s s e s had in understanding her directions and how behavior varied greatly from day to
da>y - Shealso added, “I feel like, we respected our teachers a little bit more, than the kids
do I erxe.” Whenl asked her what she supposed made the regular classes so difficult, she
ci ted parental involvement and home life as important factors before continuing with the

th e rxxye of respect:
It’s definitely about respect though, because the honors kids, they're talkative, and
they’ll give you a hard time but [ don’t really ever feel that they don’t really
respect me, like obviously you’re gonna get some instances of disrespect in the
class, and then you deal with it then, and its like, ok you dealt with it, we’re

moving on, whereas in the first and the fifth hour class, the regular classes, its
more—they think that they can disrespect me because I’m disrespecting them

type thing.
Ax ¥ aanda went on to clarify that it was not the case that she disrespected the students in
the regular classes, but that they would sometimes interpret the things she said as
disrespectful to them, noting that students sometimes misinterpreted her sarcasm.
Amanda prided herself on her relationships, once answering a question about what
she believed herself to be effective at in her classroom:
[laughs] That’s funny, I don’t know. I think I do a really good job of getting along
with my kids, if anything. If I have to pick the top thing, it’d probably be getting
along with my kids, because I could get along with the majority of my kids. Not
necessarily all of them, but the majority of them I could get along with and

sometimes, if you just get along with your teacher, that can help you, um, not
think the class is as horrible as it is.

At the outset Amanda qualified her statement as relative, since she had to pick something

at which she’s most effective. Interestingly, one of her beliefs about the teacher-student
relationship was that if the student can get along with the teacher, then they won’t think
“the class is as horrible as it is,” referring to the classes she taught, which she regarded as
boring and not necessarily useful or interesting for students. Consequently, one of her

interests in establishing a good relationship with students was that through humanizing
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i » texactions with them, she would more effectively get them to accept the situation they

fowvamd themselves in.

WUpon further questioning though, we find that what Amanda means by getting along

w1 t I herkids is up for debate. She referred to “troublemakers,” saying:
I mean those kinds of kids I can’t relate to but, I mean, you know, I try to relate to
the things that they do outside of school (laughs) honestly. Or if they’re a really
good student I can relate to them working hard, or trying to make that good grade
when you know you have so much ahead of you.
The troublemakers are the group that Amanda had the most difficulty relating to, a
P r o blem since a significant way she tried to relate to her students was by building rapport

b a sed on academic accomplishments. When 1 asked her which students were most like

her asastudent, Amanda identified both Raquel and Anna:

Amanda: Because they’re quiet and they, they don’t really say too much in class
but they know usually what’s going on, I mean sometimes you can see when
they’re just, they’re not with it, and you just, you don’t hold it against them for it,

but they honestly, they do their work, they’re good students, they don’t really
cause too much trouble.

John: Ok, hmmm. Where do they rank sort of in your liking of students in this
class?

Amanda: See, that varies, because 1 like kids for different reasons. So—I mean

they’re not, they are probably not my favorites in the class, but they’re not my
worst favorites either. They’re probably somewhere in the middle.

Amanda cited Raquel and Anna as good students who don’t cause much trouble,
COnsistent with her own habits as a student. I noticed that both Anna and Raquel each
Made only one contribution to the class during my visits, and one time I was able to
observe Anna a bit when she joined a group of girls near me for individual work time.
Both students were typically quiet and well-behaved in class, though on the one day,
Anna did her fair share of talking with another student as the others in the group worked.

Though Amanda identified these two students as being most similar to her, moments
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e aar 11 er she had not remembered that Anna had been in class when I asked her help to
re < o rd names on my seating chart:
John: Shannon. And then who sits to her right?
Amanda: Um, oh I can’t remember.
John: A quiet white girl sits there.
Amanda: She was here today?
John: Yeah.
Amanda: Oh, Anna.
It 1 s striking that within minutes of having finished teaching her only class so far that day,
A\ ¥ anda could not remember if Anna had been present. When I asked how these two
sStud ents ranked in terms of favorites for second hour, Amanda said they were in the
m1dd e, not her favorites or the worst. The middle is an interesting place to be. Amanda
described her own family as solidly middle class and characterized a problem in planning
lessonsas determining the middle to teach to. In some ways, the middle represents the
realm of mediocrity, as the place where the mass can be found, as being on either side
sticks out from the middle. Indeed, Amanda’s inability to recall Anna’s having been in
class earlier indicated that other than the fact that Anna and Raquel are good students that
'Sachers would like to have in class because they are unlikely to be problems, and
Students that are easily managed, they are not necessarily stand-out students, similar to
Amanda who seemed to avoid notice as a student. Finally, there is the added fact that the
two students Amanda sclected are white.
Student similarities.
The interns exhibit a number of similarities in their habits of being students, and

some key points are highlighted in Table 3.6. They were all tracked in the most
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Table 3.6: Summary of Important Intern Student Characteristics

Amanda

Bill

Amy

Item
= cademic

Tracked in challenging
math classes with the
“smart” class. Majored
in history.

Tracked in college
prep, chemistry most
significant. Degrees in
physics and math.

Tracked in college
prep. Majored in
biology.

> re paration
#*P 1 &acement

claasses

Two regular and two
honors World
Geography

Four regular-level
Conceptual Physics;
one high level math
(FST)

Two regular Biology;
two low-level
Integrated Science

Femytemn
= tudent
= cademic
 hars.

Hard worker. Took
challenging classes.
Always completed
work and strove to get
highest possible grade.

Wanted to achieve in
high school. On top of
his academics.
Academically
competitive.

Found high school a
breeze. Efficient
worker who took little
home. Valedictorian.

I mtemn
s tudent
> e havior
c hars.

Very quiet. Hardly
talked in class. A
good, obedient
student. Goody two
shoes.

Knew when to behave
and not a problem for
teachers.

Well behaved. Used her
class time to do her
work. Tried to
downplay achievement
with other students.

—lacement
S tudent
Mo st like
iNntemn

Anna and Raquel:
Quiet, do their work,
don’t cause much
trouble.

Julia: Bright and
capable. Largely on top
of her work.
Moderately involved in
school.

Autumn: Bright. Nice
person, works well
alone and with others.
On top of her work.
Does all assignments.

P lacement
Student
M O st unlike
iNntemn

Troublemakers.
Mostly in regular
classes.

Many of the students.

Those with poor
attitudes. Don’t
complete the work or
care about passing.

R acial views

Colorblind, but with
increased awareness of
race’s role in her
work.

Colorblind. Considers
race largely irrelevant
to learning or
interaction.

Colorblind, with
essentialist views of
African Americans.

Challenging courses that their high schools offered. While all found at least one class to

be challenging, Amanda seemed to have to put in the most work to meet her challenge.

The interns got very good grades and were in the top ranks of their classes, with Amy

being a valedictorian. All three described themselves as very well behaved and as very

respectful toward their teachers, acting as the model students they desired to have in the

classes they were now teaching. However, they found that, particularly in their lower

level classes, significant numbers of students did not share the interns’ attitudes on the

value of schooling, and did not necessarily behave as the interns desired. The students
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tlh &at 1nterns chose as most like them embodied many of the characteristics that I found
ira t e s used to describe their student selves. These intern descriptions reflected their
m 1 <3 d 1e class upbringings, complete with an expectation to attend college, a value they
ha < =allinternalized from sources they could not identify. All three constantly stated the
irxa p> o rtance of a college degree in order to live a good life, and all three had completed
th=a t step and were now preparing to enter respectable, middle class work. In addition, we
sa~~as 1 the last section that interns were largely colorblind, attempting to treat their
sStua d ents equitably and without regard to their race. The interns’ affirmed their whiteness
W 1tk their choices of the students most like them, and more importantly, in their
d e s criptions of their own achievements, which they viewed as individual
ac c omplishments and the result of their sustained effort and intelligence. It is these habits

Oof b eing a good student that interns employed while evaluating their students’

PErftormances.
The Importance of Grades
Although there were differences in the ways that the three interns were good
stadents, all clearly identified grades as very important to them and felt grades should be
N portant to their students. With hints of frustration and resignation, Amy explained that
NOt a single student submitted their final exam review assignment for extra credit. I then
asked:
John: So grades don’t appear to be a huge motivator?
Amy: No, they’re really not, and that’s, that’s challenging for me because in my

school grades were a huge motivator, everybody wanted to get a good grade.

They don’t care here, if it’s a ‘D’ it’s passing and that’s good enough. It’s hard to
figure out how to motivate them when it’s—obviously it’s not a grade.
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I pushed Amy to think about what would motivate her students and she shared an
il € aa that she had. Basically, Amy would recognize a student of the week for some form
o ¥~ excellence, related to behavior, attendance, or school work, take their picture, and post
it 1 mxx herroom. Not only would she post their picture, but she would also give them some
s«>» rt of prize for this achievement, although she was not quite sure what categories she
v «> 11 1d recognize students for or how to reward them. We concluded this conversation:

John: So almost competition for recognition then, instead of like for grades or
something.

Amy: Right, right, rewarding good behavior, somebody’s good citizenship, or if
somebody participates every day, something like that you know? Yeah, it’s
basically the only, the only thing I’ve come up with so far, I don’t know, I don’t
know if you have any ideas or anything you’ve tried.

John: I’ll be sure to watch and let you know when an idea pops into my head.
Amy: Definitely, let them come my way ‘cause, yeah, I don’t know....

Grades were a very important motivator for Amy as a student. She said her parents
did not say much to her as a child about getting good grades, but rather, she was
ntri nisically motivated to get the best grades she could. At Pinnacle however, she found a
Breater range in students’ attitudes toward grades than she believed existed in Illitch City.
Without the work-inducing power of one of Amy’s strongest motivators, she was at a loss
for how to motivate her students to do the work in her class. Consequently, Amy’s
Proposal relied on extrinsic motivation just like grades, where she still maintained the
POwer to assess student achievement, but in another form.
Amy never implemented this idea. And to top it off, even though students did not
always do their work, Amy had to grade lots of papers and found herself behind on this
task, about which she said, “I remember being in high school and wanting to help the

teacher grade papers, I thought it was the coolest thing ever, ‘so fun!” Jesus.” The grading
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t=za s k she undertook in high school was fun for her, probably because she always got such
2 o> od grades, but now it was a pain for her, probably because of the time and work
re= <y uired, and possibly because each assignment she had to grade reminded her that
st vz dents did not do their work with the commitment she expected and possessed herself.
One of Amanda’s chief motivators to work in school was her grades:
Yeah. [ was pretty, I was pretty motivated by grades... I’d have to get good
grades. It was kind of one of those things, it was like when you started off with
good grades, it’s like the teachers expected you to get good grades. Because if
slack at all, I mean, it just wasn’t acceptable. ‘Cause I mean, if you’d had the
same kid for three years, now all of a sudden they’re getting a C instead of an A,
they’re getting on your case.
A\ T anda tied her grades to the importance of fulfilling her teachers’ expectations. There
Arxe two reasons for this. The first is that Amanda generally earned all As, and since the
teachers knew about this, they came to expect that from her. She shared that one time
When she had a C in her English class, the teacher “was really mad at me, really mad.”
A ™ anda said she had not done well on an assignment and that brought her grade down. A
S€C ond reason was because as the second child in her family, Amanda followed her sister
n E CS, who Amanda described as a better student. She sometimes felt unfairly judged,
Saying, “It was just assumptions, I mean teachers assume because my sister was a good
Student I'd be a good student, if I was a good student, my brother’s gonna be a good
Student.” And although it scems fair to say that Amanda was a good student much like
her gister was a good student, it also seems fair to say that Amanda did not appreciate
ha\/ing to live in her sister’s shadow.
But Amanda was not always content to simply earn an A in her classes:
So it got to the point where I'm like, okay, yes, | had to get an A, but then it was,

got to the point where I was like, well, I had to get not an A-. I had to get an A.
And it got to a point, well, hey, you know, 95% isn’t good enough. I need to get a
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98%. Then I had to get 99%, then 100%. So honestly I was always stretching for
higher and higher and higher.

How good of an A was needed? Amanda’s talk is reminiscent of the idea of
d & = 1nishing returns: after a certain point, exerting substantially more effort yields a
srx allerincrease in the desired product (note the number spread); grades were so
1T 2 o ortant that Amanda sometimes fought not just for the letter, but a higher number.
A mxxaanda described herself as competitive, and so getting the best grade she possibly
c <> wald fits in with this characteristic. Interestingly though, Amanda shared on several
O << < asions that she knew who the smart people in a class were, but didn’t know their
Erxr ades, adding to the competition’s mystery. In fact, she attempted to conceal her grades
from peers, a desire she translated into a teacher practice of returning students’ papers
“pPrside down to hide the grade.
Amanda explained her parents’ concern with her grades this way:
We never, we never, my parents were never like, “You have to get good grades or
you’re gonna die.” I mean, ‘We’re gonna kill you.” My parents were never like

that. They didn’t, yeah, they yelled at us if, you know, we would let our grades
slip but it was never, you know, I never felt a whole lot of pressure from them.

In this quote, Amanda tells us that she did not receive a lot of pressure from her
Parents to get good grades, but how she does so is interesting. She begins by saying that
her parents did not threaten death, which we can read as extreme pressure. Rather, they

Y<€lled at her if her grades slipped, which is some pressure, though much less. When we
TCmember that Amanda rarely had low grades, like the C for which her English teacher
Yelled at her, then it seems reasonable that Amanda would not remember experiencing a

lot of pressure from her parents to get good grades. The low parental pressure combined
with Amanda’s efforts to get not just an A, but a 98 percent in a class indicates that

Amanda had high intrinsic motivation, symbolized in her grades, to do well in school.
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S h e further added that she felt peer pressure to get good grades: “I mean, like once you

hit the status of smart kid, you had to maintain that status.”

“Through “the status of smart kid,” Amanda referred to part of her social identity
ww I le at ECS, an identity reinforced by both the school, primarily the teachers with which
A i anda dealt, and her social group. In Amanda’s mind, this status was threatened by
o e’ s work ethic. When speaking of others who lost the status of smart kid, she
sp>ecifically referred to them as being lazy, emphasizing the necessity of doing the work.
T hais is especially significant for Amanda because she was always enrolled in the top
track of math, which was not an easy subject for her, requiring lots of time and assistance
o m her teacher. Given the difficulty of math for Amanda, it is quite possible that one of
h e r chief concerns was that math could be the class that would take away the status of

ST art kid. Yet through her efforts, Amanda not only succeeded in the class, she was able

tO  ¥maintain her status.

Similarly, Bill was also motivated by grades, though we saw earlier that he
A e s cribed some intrinsic motivation to learn in math and science. 1 asked him what type

O T student he could relate to the least, and he named the “unmotivated student,”

SO mtinuing:

For all my reasoning 1 guess, I could never see why a student would be totally
unmotivated, because one: 1 was always, | wanted the good grades, I did, I mean,
I liked, 1 did like learning and I liked—I mean it was nice to take a test and be
like, ‘Hey, I knew stuff,” it was an accomplishment, it felt good, so there’s that. |
mean, also, for nothing else, get good grades so that you don’t get hassled by
whoever, teachers or your parents, or just so that, you know, at least after, at some
time in your life, maybe you don’t want to go to college, but you have a, have a
deg—have a diploma from high school, you know. It seems just like there should
be some sort of basic motivation that some kids don’t necessarily have and I just,

I don’t understand how they can be totally lifeless when it comes to want—you
know, learning.
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Bill described a process in which he tried to understand why students would not learn in
sch ool but at the end he uses his frame of reference, as a person motivated by getting
good grades, to explain why he cannot understand. In doing so, he noted grades helped to
v a ladate his sense of accomplishment and served another instrumental purpose: to keep
Parents and teachers from harassing him for poor performance. Bill found that his
e>< I ortations to students to do their work and improve their grades were ignored by quite
a fTe-w, though before a test or at the end of the grading period several students would be
C O ncemed.

When Bill was comparing himself to Julia, he described some of the differences

between Juliain Conceptual Physics and himself as a high school student:

I mean because she’s in the classes with the people that she’s in, she tends to be
the higher one all the time, where I was always too but I always had, it seems like
I had more people that were at my level, and kind of like, I don’t want to say I
always was competing but, there was that little competition, especially with
friends around, you know. You know, of course I’d want to get the highest score
in the class you know, or try you know. It’s fun to piss people off when you set
the curve, “whatever, be mad, I got it.”

Bill then enjoyed the competition within a class, and desired to achieve the highest

ST O rre and set the curve. Although this would sometimes lead other students to be angry
MW 1th him, he took it as a point of pride. Accordingly, we can surmise that grades were

<q La ally as important as his intrinsic motivation to learn. It also seems safe to say that Bill

TS £x aarded his grades as a marker of his learning, such that the two were intimately tied.

Summary

“This chapter considered the interns’ encounters with teaching and their students in
ur . . : :
ban Grand Pillar high schools. The interns came from backgrounds encapsulated in

W 2 . : .
hi Teness and middle class values, consistent with the typical teacher candidate described
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irx rnuch literature. These aspects of their lives mattered as the interns went about the
b u s iness of figuring out how to teach their students, whom they regarded as opposite in
s 1 gzmnificant ways. However, the interns were not just white, middle class, young men or
s O 1en, they were also very good students, and had been for the majority of their
sc hooling careers. All three expressed great difficulty understanding students’
IO tivations, behaviors, and work habits; what they witnessed was outside their
< O natinuity, their range of the norm of possible actions and behaviors they could consider
axxd undertake. Indeed, as they discussed their students, they did so explicitly through
th e ir own lens, hardly ever considering reasons for actions from the perspective of the
A C tor, the student. Hardly aware of their own lenses, their own perspective, and hence that
thheir views of the world were just that, one perspective, the interns were not well
PO sitioned to confront their students’ perspectives. When long-time good students show
WL P> to teach in a school where the bad students are disproportionately black, is the intern
e a cting to the students’ race or their student habits or both? Certainly both factors are at
W O rk here, and matter to these teaching and learning encounters, and both these factors
Are largely operating unconsciously, for the interns have always been white and
de~w <loped habits of being white, and they also developed habits of being good students.
In this chapter, we have a description of the interns’ upbringings, their habits and
Att 1 tudesas students, and their rcactions to the students they encountered in Grand Pillar.
In the chapters that follow, we’ll complicate the story even more, as we move from
un CIel‘standing the interns’ reactions to their placements through these social categories, to
Studay, ing their teaching practices. We’ll see that in the subjects they taught, the methods

th , . . .
<3 wsed, the mentor teachers they were placed with, and the daily work with their
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s tudents, their personal thoughts, attitudes, feelings, actions, and interactions all

< ontributed to the interns’ transitions during their urban teaching apprenticeship.
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CHAPTER FOUR

AMY

Amy’s teaching

My research explored Amy’s background and found that she was a white female
W ho was born and raised as lower class, even poor, until her mother got a job as an
< lementary teacher, at which point Amy’s family became middle class. Amy participated
11 three different sports each year, played in the band, worked after school, and most of
i er social relations involved people in these activities. Amy was also a very good student,
I i ghly motivated by grades, efficient in her work habits, well behaved, and the Illitch
C ity valedictorian. Amy regarded African Americans as the group that gave her
< 1 scipline problems, and that she held views bordering on essentialist, or highly
S tereotyped. Amy certainly exhibited habits of thought and attitude well described in the
T~ e sistance literature.
In the last chapter I established that the resistance argument had some merit, in
P> articular that the habits interns brought into Grand Pillar mattered to how they viewed
their work in their placements. But the resistance argument tends to see the typical
t<acher population as a group and rarely examines them in the midst of practice. In the
T2 &=t three chapters I present a case study of each of the three interns to examine how they

® T2 teract with students. This method will allow for an exploration of the similarities and
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di fferences in habits and practices across the three interns, while telling each one’s story
SO asto see how habits which are often attributed to groups, are manifested by individuals
wva 1 t I their own histories and habits.
In this chapter, I seek to build a better understanding of how Amy’s continuity
I & 1 poed and hindered her as she navigated the internship at Pinnacle. I concentrate on the
1 T tems’ central of maintaining productive relationships with students, exploring the
S I < cific ways in which Amy viewed this problem. I examine some of the teaching
P> X aactices Amy used to illustrate how her past student experiences guided most of her
W O 1k as a novice teacher, and also look at her involvement in coaching volleyball and
W o rking. [ also consider how Amy’s experience doing a required “inquiry unit” affected

e, and how the emotional and physical toll of the internship placed Amy in survival

mMode.
Her Typical Teaching Practices
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